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Development of Early Literacy Skills: The Nature and Relationships between 

Oral and Written Language Comprehension  
 

Introduction 

Developing oral and written language skills before going to primary school is 

important for preschool children. They received stimulation from the environment to 

learn language and the most direct impact was the language behaviors from their 

parents. For example, during parent-child shared-book reading behavior, parents 

could help children to understand the meaning of story. Children would not only learn 

how to use the oral language from their parents, furthermore, they would learn the use 

of written language as well (Mason & Allen, 1986). 

Oral language was defined as the ability to communicate with others in the 

spoken form, including the abilities of expression, reception, and comprehension, 

and phonological, semantic, grammatical skills. Hammill and McNutt (1980) believed 

that oral expressive language could be as a meaningful speaking, including using the 

suitable grammar and correct context during the communication. The oral receptive 

language referred to the cognitive process of understanding the complexity of oral 

language, including accepting auditory stimuli, recognizing phonemes, and making 

their comprehension. Hammill and McNutt also found that oral expression was a kind 

of listening comprehension. Previous studies pointed out that oral language was the 

most important predictor of reading achievement.  

Written language could be divided into written receptive language and written 

expressive language. Written receptive language referred to reading, and the written 

expressive language referred to writing. Oral language and written language had 

different language features, such as language production, information 

processing, context, syntax, and the biggest difference was that written language had 

to be de-contextualized. De-contextualization means that people didn’t need to rely 

on the reference of the context but the content of text itself. We could easily 

understand "He put this over there." from the conversation in the face to face 

condition. Moreover, the increase of gestures and movements could also help 

listener understand the meaning, even the dialogue was piecemeal fragments (Herbert 

& Murphy, 1983). 

But when we used written languages to tell a story, the writer and the reader 

were not in the same surrounding, so if the writer did not notice to de-contextualize 

the concept, the reader would get confused during reading. In fact, the ability of 

decontextualization was a very important factor for children to describe a story by 

themselves. 

Although many studies supported that children's oral and written language ability 



would improve their literacy developments and academic achievements, however, 

there were insufficient researches in Chinese society. Therefore, the primary 

purpose of this study was to explore preschool children and lower grade elementary 

school students’ oral and written language development.  

 

Method 

Participants 

The totally participants were 128 students, including preschoolers, the first and 

second graders from two public elementary schools in Taiwan. There were thirty-four 

children in the preschool, twenty-one children in the kindergarten, twenty-eight 

students in the first grade, and forty-five students in the second grade. 

Measurement 

The primary purpose of this study was to explore the preschoolers, 

kindergartners, and lower-grade elementary school students’ oral and 

written language development. Therefore, the language form was measured in this 

study, and the language skills,  divided into receptive and expressive dimensions, 

were also considered, so this study would measure the oral language’s receptive 

ability and expressive ability, written language’s receptive ability and expressive 

ability. The measurements which developed according to the four dimensions were 

described as below： 

Table 1. Measurements 

 Receptive  Expressive  

Oral language  Peabody Picture Vocabulary 

Test-Revised(Lu & Liu, 1994) 

 short-term memory test 

(numbers and words) 

 Oral Language Syntax 

Ability diagnostic test for 

pre-school children 

and elementary student 

in low-grade－

Receptive subtest (Yang, 

Chang & Li, 2005)  

 Oral Language Syntax 

Ability diagnostic test for 

pre-school children 

and elementary student 

in low-grade－ Expressive 

subtest (Yang, Chang & Li, 

2005) 

 

Written 

language 

 Comprehension tests  storytelling task 

 

1. Peabody Picture Vocabulary Test-Revised (Lu & Liu, 1994) 

The test was used to evaluate participants’ oral language’s receptive ability. This 



test consisted of 125 questions; each question would present four pictures on a 

page. Participants needed to listen to the words read aloud by the researchers and 

to point out the best picture suit for that word. 

2. Short-term memory test 

The test was tested participant’s listening comprehension and listening memory 

span. It consists of two subtests, digital and words memory span tests. This test 

would ask participants to repeat numbers and words after the researchers read 

aloud.   

3. Oral Language Syntax Ability diagnostic test for pre-school children 

and elementary student in low-grade (Yang, Chang & Li, 2005) 

This test was a standard measurement and it would find out pre-school children 

and elementary students’ receptive ability and expressive ability in oral language, 

hence it comprises two subtests, oral receptive and oral expressive language 

syntax test. 

4. Comprehension tests 

This test aims to find out children’s receptive ability in written language.  We 

considered that kindergarten students do not received formal literacy education, so 

we used listening comprehension test to evaluate students’ receptive ability in 

written language. 

5. storytelling task 

Narrative skill was regard as a written expressive skill. We selected a wordless 

picture book "A Boy, a Dog and a Frog" (Mayer, 1967) which provides a story’s 

structure for children to telling a story. 

 

Result and Discussion 

1. The descriptive analysis of four language dimensions in various grades 

The scores of each test were presented in Table 2 which shows average scores and 

SD of all tests from four level grades. The details about the results of each test were 

described as follow. First, in Peabody Picture Vocabulary Test-Revised, the Raw 

average scores (preschoolers to second graders) were 49.06, 68.10, 76.50, and 92.83. 

After transformation the Percentile (PR) were 76.17, 76.15, 72.69, and 81.14. We 

could find the most improvement was showed form the first grade to the second 

grade in the elementary school. 

Second, in Oral Language Syntax Ability diagnostic test－Receptive subtest, the 

Raw average scores (preschoolers to second graders) were 40.19, 45.68, 49.29, 52.02. 

After transformation, the Percentile (PR) were 54.40, 50.71, 64.21, and 61.97. The 

scores showed there were advanced from kindergarten to the first grade. In Oral 

Language Syntax Ability diagnostic test－Expressive subtest, the Raw average scores 



(preschoolers to second graders) were 20.04, 28.17, 35.79, 40.49. After 

transformation, the Percentile (PR) were 54.42, 51.95, 49.31, and 37.22. It seems to 

show the students could not be progressive in oral expressive language performance 

as growing. We conjecture that it lacks opportunity of practicing oral expressive 

language skill for children in daily life. 

Besides, the results of other tests, including, short-term memory 

test, Comprehension tests, and storytelling task, showed similar patterns. As the 

growth of age, children's performance would get better. In the Comprehension tests 

the biggest improvement was from kindergarten to second grade. And in the 

storytelling task it was also found that the most improvement from kindergarten to 

first grade. In the tests scales, we could easily find that students would make great 

progress from kindergarten to first grade. The researchers estimated the 

main difference came from the differences in the school environment, that is, when 

children go to elementary school, they would receive plenty of stimuli to increase 

their language development. 

 

Table 2. Means and SDs by measure and grade level 

 preschool kindergartner First grade Second grade 

PPVT (original scores) 49.06(12.71) 68.10(16.63) 76.50(16.75) 92.83(11.64) 

Numbers span (max:14) 7.96(2.40) 8.78(1.66) 9.81(2.06) 10.60(1.94) 

Words span (max:22) 10.77(2.65) 11.46(2.45) 13.60(3.30) 14.05(3.39) 

Receptive subtest (original 

scores) 

40.19(8.08) 45.68(3.40)  49.29(3.82)   52.02(2.27)   

Expressive subtest (original 

scores) 

20.04(8.72) 28.17(6.05) 35.79(5.61) 40.49(7.31) 

Comprehension test (max:24) 11.75(4.38) 12.80(3.19)   14.29(2.14) 15.32(2.26) 

Storytelling task 31.31(8.29) 36.89(6.22) 43.82(6.77)   46.21(5.98) 

Participants 46 39 48 65 

 

2. The correlation analysis of four language dimensions in various grades 

In order to know the relationship among the tests and students’ ages. The 

correlation analysis was conducted and Table 4 shows the results. Students’ 

age and test scores are highly positive correlated, not only in the oral 

language performance, but also in written language’s expressive performance. 

We found Peabody Picture Vocabulary Test-Revised had middle or high 

correlation with all other tests, especially with Oral receptive language subtest and 

oral expressive language subtest. The coefficients of correlation were .719 (p <.05) 

and .641 (p <.05). This showed that children’s spoken vocabulary had high positive 



correlation with oral language ability. In addition, children’s spoken vocabulary also 

had positive correlation with written language. 

Oral receptive language subtest had middle or high correlation with students’ age 

and all other tests. Students’ age, Peabody Picture Vocabulary Test-Revised and oral 

expressive language subtest had the highest correlation score among all other tests. It 

means that in oral language receptive ability were remarkably related on expressive 

ability. And oral expressive language subtest also had middle or high correlation with 

all other tests. It showed that oral language was significantly correlated with every 

kind of language ability. 

We also found comprehension test had middle correlation with students’ age and 

all other tests. And storytelling task had the highest correlation score among all other 

tests. It showed that in written language, the receptive ability was significantly 

correlated with expressive ability. 

 

Table 3. Correlation between age and all tests’ scores 

                    1. 2. 3. 4. 5. 6. 7. 8. 

1.Age           .751** .458** .417** .676** .734** .291** .616**

2. PPVT   .482** .423** .641** .719** .319** .575**

3. Numbers span    .608** .366** .508** .022 .281* 

4. Words span     .390** .534** .392** .248* 

5. Receptive subtest      .662** .316** .446**

6. Expressive subtest       .289** .400**

7. Comprehension test         .486**

8. Storytelling task         

*p<.05, **p<.01 

 

In summary, children’s four language ability: oral language’s receptive ability 

and expressive ability, written language’s receptive ability and expressive ability were 

all relevant. Oral language and written language, receptive ability and expressive 

ability there were all had highly relevant. There was the high correlation 

between expressive ability in oral language and expressive ability in written language. 

We conjecture this is because young children were still in transition stage from 

oral language to written language, and the vocabulary and grammar were similar in 

oral and written language. The most important is that oral vocabulary ability had 

significant high correlation with oral language and written language, so we could find 

that oral vocabulary ability plays an important role in development oral and written 

language. 
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Word Recognition Competence of ESL Thai Primary-School 

Students with Phonic and Whole Word Identification Strategies 

 

Abstract 

 

This study investigated the effects of word identification strategies on second 

language (L2) word recognition. The issue to be investigated was whether word 

identification strategies developed through phonic and whole word teaching 

approaches would distinguishingly affect students’ word recognition skills. Previous 

work in linguistics has suggested that learners with phonic background establish and 

rely on phonological strategy (sound strategy), while those with whole word 

background develop and rely on orthographic strategy (visual strategy). 

An experimental task, the naming task, was conducted to 50 primary-school 

learners of English with contrasting word identification strategies: the phonological 

strategy established via the Phonics Approach and orthographic strategy developed 

through the Whole-Word Approach. The lexicality in the stimuli was controlled to 

explore the learners’ dependence on phonological information in word recognition. 

The performance of the two ESL groups will be compared on the basis of reaction 

time and accuracy. 

The results for the naming task indicate a) there were no significant 

differences in reaction time across all stimulus conditions between the two groups;  

b) the influence of the frequency effect on the performances on accuracy of the two 

groups were found in high-frequency and nonwords conditions; and c) the similar 

frequency effects were found across the three stimulus conditions with each group. 

 

Introduction 

 

Reading, in general, is a major medium for acquiring skills and knowledge. 

Individuals, being unskilled readers, are severely handicapped in their ability to 

obtain information from written texts. In academic settings, individuals with low 

reading ability are likely to have low reading achievement resulting in low academic 

achievement as well (Daneman, 1991). 
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Reading in a second or foreign language is not only important to academic 

studies, it is also important to professional success, and personal development 

(Alderson, 1984). This claim is particularly true of English because every branch of 

technical, scientific, or professional knowledge is published in English. In order for a 

second (L2) or foreign language (FL) learner to acquire knowledge from written 

texts, efficient skill or ability to read English is needed. Despite the need for English 

as an L2 or FL, most L2 and FL learners fail to read adequately in English. These 

learners are found to read with less understanding than expected and read relatively 

slowly when compared to their reading in the first language. The inability to read in 

an L2, according to the interactive process model, results from a deficiency in word 

recognition skills. The slow word recognition will consume many of the cognitive 

resources required for higher-level processes for comprehension (LaBerge, 1981; 

Perfetti, 1984,1985; Perfetti & Roth, 1981).   

Many L1 studies have provided overwhelming evidence supporting the 

importance of word recognition in that word recognition efficiency does account for 

a substantial proportion of the variance in reading ability in the early elementary 

grades children. Among adult readers, although word recognition efficiency 

accounts for a smaller amount of variance, this amount of variance is still significant 

and is an independent predictor of reading performance (Cunningham, Stanovich, & 

Wilson, 1990; Stanovich, 1991). Lesgold, Resnick, and Hammond (1985) concluded 

from their longitudinal study that early word recognition skills play a critical role in 

the development of later reading comprehension of young children who begin school 

with relatively limited oral language skills (e.g., poor oral vocabularies). 

Juel’s study (1988, cited in Juel, 1991) supported the conclusion of Lesgold et 

al.. She conducted a study with a racially mixed population of children in a low 

socioeconomic status neighborhood school. These children scored poorly on the 

Metropolitan Reading Test School Language and Listening Comprehension subtest 

at the beginning of the first grade. However, after the first grade, she found 

differences in decoding skills among these children and classified them into two 

groups: good and poor decoders. Children who became good decoders made 

considerable improvement in listening comprehension. Although they finished first 

grade with a grade equivalent of 1.5 on the Iowa listening comprehension subtest, 

they finished grade four with a grade equivalent of 5.2 on this subtest. In contrast, 
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the poor decoders scored 1.4 at the end of grade one, and only 2.6 at the end of the 

fourth grade on the same subtest. 

Gough and Juel (1991) made a significant comment on the inefficient word 

recognition stating that children with poor word recognition skills are likely to have 

little opportunity to increase their basic vocabulary and knowledge and to develop 

their reading ability. Accordingly, their later reading comprehension is on a shaky 

foundation. 

Thus, it is out of the question that word recognition skills need to be 

established and developed in learners since their early ages when they begin their 

literacy.  For EFL beginners, they face a complex and inconsistent writing system of 

English designed to preserve its morphological information – that is to keep the 

spelling of root meanings (morphemes) constant (Chomsky & Halle, 1968). As a 

consequence, similar spellings of the same morphemes may have different 

phonological forms. In different contexts, the same letter can represent different 

phonemes, and by the same token, the same phoneme can be represented by 

different letters. Generally speaking, English has 26 letters representing 40 sounds 

used to create hundreds of letter-sound corresponding patterns and it also has a 

great number sight words that do not fit any of the patterns (Jannuzi, 1998). To 

decode the regular and irregular words, learners need two different strategies: 

phonological and orthographic ones.  The phonological strategy can be taught to 

learners via the phonics approach (Harris & Hodges, 1995), while the orthographic 

strategy is taught through the whole-word approach (Beck & Juel, 2002).  If EFL 

learners are equipped with the two strategies, they are likely to have strong word 

recognition skills in that they possess both strategies facilitating them to decode all 

types of English words. Then, they will become a good reader. 

 

Literature Review 

 

Visual Word Recognition 

Definition 

The term ‘word recognition’ has been defined differently according to the 

goal and processing demands of a particular reading task. Some researchers such as 

Beck and McKeown (1986) have referred to word recognition skills as ‘decoding’ 

involving the translation of orthographic inputs to phonological codes encompassing 
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sounding out and instant recognition of a word name. This definition is focused on 

sounds. In contrast, Goodman (1971) defined decoding as the translation of graphic 

inputs to semantic codes because it is the meaning that accounts for the recognition 

of strings of letters. Other researchers such as Koda (1996) defined word recognition 

itself as “the processes involved in obtaining both phonological codes (or 

pronunciations) and context appropriate lexical meanings from a visual display of 

words” (p.541). Both pronunciation and meaning are the foundation of recognizing 

words.  

For this study, the experimental task - naming - requiring the subjects to 

pronounce the stimuli may appear to involve only pronunciation. However, to some 

extent, meanings also get involved in naming words (Balota , 1990). Based on this 

position, word recognition in the present study is the process wherein the 

phonological code and, to a certain extent, the semantic code are involved in 

recognizing words.  

 

Automatic Word Recognition 

The smooth and accurate performance of any complex cognitive skill such as 

word recognition depends on a variety of underlying processes. Once any 

component process is activated and continues without stopping until completion, 

this component process is said to be automatized (LaBerge, 1981; Schneider, 1985; 

Shiffrin, Dumais, & Schneider, 1981). 

Based on the theories of automatism and information processing, many 

researchers have posited that two types of processes, controlled and automatic, 

underlie complex cognitive skills (LaBerge, 1981; McLeod, McLaughlin, & Nimmo-

Smith, 1985; Schneider, 1985; Shiffrin, Dumais, & Schneider, 1981). 

Controlled processes are voluntary, involving decision-making and 

evaluation of information. In order to complete their contribution, these processes 

require information from other sources. As a result, they operate slowly and with 

effort and are more variable in their execution time. Unfamiliar tasks are carried out 

via these processes. With considerable practice, some processes will become 

automatic. Automatic processes operate quickly and effortlessly and are relatively 

stable in their execution time because they make less or no demands on attentional 

resources from other ongoing processes. Additionally, they can carry on without 
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interfering with other processes and in turn, are not interfered with by other 

concurrent processes.  

 

 Word Recognition Process 

Word recognition, specifically in alphabetic orthography, starts at some point 

when a child learns to recognize the first word, whether at home or school. The 

stages of the development of early word recognition are arbitrary, depending on 

each individual researcher. However, it has been concluded that the development of 

word recognition skills involves two qualitatively different stages: selective-cue and 

spelling-sound (Juel, 1991).    

 In the selective-cue stage, when confronted with a task that requires a 

response to a certain stimulus word, the child examines the stimulus and selects 

from it a ‘visually distinctive cue’ (a cue that distinguishes the stimulus word from 

other words). The selected cue might be located in or around the stimulus word and 

can be anything, such as the property of the whole word, its color, or its length, or 

even a thumbprint appearing next to the word. Generally, the cue selected is not 

related to the meaning or the sound of the stimulus word. Whichever cue the child 

notices or selects, the response will be associated with that cue only.  The limitation 

of this stage is that as the number of words grows, finding a unique visual cue in 

each printed word to form an association is difficult. As a result, the child is unable 

to read words reliably over time. Therefore, reading words in this stage is limited to 

only familiar words. 

The subsequent stage, the spelling-sound stage, requires letter-sound 

mapping and phonemic segmentation. Thus, to move to this subsequent stage, the 

child needs alphabetic knowledge in order to master letter-sound correspondences. 

Alphabetic knowledge includes the knowledge of letter shapes, letter names 

and sounds. This knowledge provides the child with a basis for processing graphic 

cues in the printed stimulus. Knowing letter shapes enables the child to remember 

and distinguish the visual constituents of words. Knowing letter names is the 

starting point of letter-sound mapping. However, knowing the sounds of the letters 

is a greater benefit for the child because there are a great number of sounds that are 

not found in their names.  

Recognizing words in this stage is decontextualized, that is, context is not 

helpful for the child to predict the words. The ability to connect letters to their 
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sounds enables the child to read novel or unfamiliar words. The more this ability 

develops, the more word recognition skills become automatic.  

Juel (1991) raised the question of whether the stages of recognizing words are 

natural or an artifact of school instruction. From synthesizing the results of the 

related studies, she concluded that they are both. The stages occur naturally; 

however, the efficiency of the stages, especially the spelling-sound stage, depends on 

the instruction in alphabetic knowledge and letter-sound correspondences. Ehri 

(1991) also posited that the child needs an explicit instruction before he or she can 

begin reading words and text independently.  

 

Word Recognition Mechanisms 

The writing system of English is phonographic in nature. However, because it 

is designed to preserve its morphological information, English orthography presents 

both phonology and morphology simultaneously. Thus, it can be characterized as 

morphophonemic orthography, which presents characteristics of both phonographic 

and morphographic orthographies (Koda, 1988, 1990). Accordingly, a parallel-dual 

coding system is employed to access meaning (Baron & Strawson, 1976; Coltheart, 

Curtis, Atkins & Haller, 1993; Paap & Noel, 1991). In this system, readers employ 

either the phonological or orthographic processing to reach the meaning.  

                                
      Orthographic Code        

 
 

        Phonological Coding     Phonological Code 
 
 
                    Semantic Coding 
 
  
   Meaning 
  

Figure 1. Word Recognition Process of Morphophonemic Orthographies (e.g.,  

English French). 

 

Due to this nature of English, mechanisms fundamental to word recognition 

have been constructed and a widely accepted mechanism is the dual-route models. 

The models (Coltheart, Curtis, Atkins, & Haller, 1993; Paap & Noel, 1991; Paap, Noel, 

& Johansen, 1992; Rastle & Coltheart, 1999a; Rastle & Coltheart, 2000) contain two 
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independent routes or mechanisms operating in parallel to determine either the 

pronunciation of a letter string or the meaning of a printed word. The two routes are 

the orthographic and the phonological routes. In the orthographic route, the 

generation of the pronunciation or the meaning of a word involves first the 

recognition of the word and then the looking-up the pronunciation or the meaning, 

which is presumably stored with each lexical entry in the mental lexicon. In other 

words, in this route, a word is perceived as a whole, then, its orthographic codes are 

directly mapped to the phonological or semantic codes stored in the mental lexicon. 

In contrast, in the phonological route, the pronunciation of a word is assembled via 

the grapheme-phoneme translations without accessing the phonological codes in the 

lexicon. The process starts when a word is perceived, then the word is parsed into 

various sub-lexical units, which are converted into their orthographic codes. These 

orthographic codes, then, are mapped onto their corresponding phonological codes, 

which are activated. At this point, the pronunciation of a word is assembled. To 

retrieve the meaning of a word, the assembled phonological codes of the word have 

to be mapped to the semantic codes in the lexicon.  

These two routes are differentially sensitive to the lexical status of words, 

namely regularity and familiarity (Paap, Noel, & Johansen, 1992; Perfetti, 1998). The 

phonological route is in use when the letter strings are nonwords and low-frequency 

regular words. The explanation for the phonological processing of nonwords is that 

these words do not have their lexical representations in the orthographic, 

phonological, and semantic lexicons. Thus, the pronunciations of these words must 

be generated solely by the assembled routine (Baluch & Besner, 1991; Besner, 1990). 

For low-frequency regular words, they can be processed by both routes. However, 

the process via the orthographic route is relatively slower than that via the 

phonological route. Therefore, low-frequency words are predisposed to be processed 

by the phonological route (Perfetti, 1997, 1998). On the contrary, the orthographic 

route is used with high-frequency regular and all exception words. High-frequency 

regular words, like low-frequency regular words, can be processed by both routes. 

However, high-frequency words are processed faster via the orthographic route than 

via the phonological one. Thus, the orthographic route dominates for high-frequency 

regular words (Besner 1990, Paap, Noel, & Johansen, 1992; Seidenberg, 1992).  
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Phonics and Whole – Word Approach 

 

The phonics approach is taught by making the grapheme – phoneme 

associations. Graphemes are the written letter and the phonemes are the sounds or 

pronunciations that the letters represent. The first step teaching starts with teaching 

learners vowels, consonants, and blends Then, teach learners how to combine the 

sounds of each letter (phoneme) and blends them into words.  Through this way, 

learners can decode and read unfamiliar words.  

There are two main phonics methods: the synthetic and analytic. The 

synthetic method is used to teach sounds in isolation. On the other hand, the 

analytical method is used to teach the pronunciations as parts of a word. As the 

phonic elements are introduced, learners learn the new words. Although the two 

methods are different in the process of teaching, they produce the same end results 

in that both methods teach learners word – attacking skills on the basis of grapheme 

– phoneme correspondences. Through practicing, learners will be able to read 

independently.  

The advantage of this approach lies on the fact that learners can decode the 

sound of unfamiliar words; thus, their reading process does not get stuck. However, 

some disadvantages exist in that learners are likely to making associations between 

letters and sounds for every word which results in slow process of word recognition. 

Also, learners may concentrate too much on word pronunciations; thus, losing 

comprehension (Harris & Hodges, 1995; Feitelson, 1988). 

The whole - word approach is another method of teaching beginning literacy. 

Through this method in teaching reading, words are introduced to learners as whole 

units without parsing them into sublexical parts for analysis (Beck & Juel, 2002). The 

whole word approach also includes teaching learners to sight – word reading 

through which learners are able to pronounce a whole word as a single unit (Mayer, 

2003). 

The instruction is focused on making the association between word names 

with printed words. The success of this approach depends on providing learners 

with repeated exposure to words in meaningful contexts. Through repeated 
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exposure, it is expected that learners will develop a strategy enabling them to 

recognize words without conscious attention to sublexical units.  

The main advantage of this approach is that learners are able to recognize 

words, especially the high-frequency ones, fast. The fast word recognition facilitates 

reading for comprehension. However, there are some disadvantages one of which is 

related to recognizing unfamiliar (word rarely occur in texts) and exception (words 

not following the orthographic rules) words.  

As mentioned earlier that English writing system is not consistent. A letter 

can have more than one sound, and a sound can be represented by different letters. 

Thus, learners with whole - word will encounter difficulty trying to read exception 

and low – frequency words (Jannuzi, 1993). 

 

Objective of the Study 

This study was conducted to examine the effects of word identification 

strategies, namely phonological and orthographic, on second language (L2) word 

recognition of primary – school students taught to recognize word through the 

phonics and whole – word approaches. 

 

Research Questions 

Based on the objective, an experimental task – the naming task- was used to 

investigate L2 word recognition competence of the students with phonics and whole 

– word backgrounds in terms of speed or reaction time and response accuracy. 

 With regard to speed or reaction time in naming the stimuli in the naming 

task, the following questions were formulated: 

1. Is there a difference in the mean response times (mean reaction times or RTs) 

between the phonic and whole - word groups in naming the stimulus across the 

three word type conditions? 

2.  Is there a difference in the mean accuracy scores (correct pronunciations) between 

the phonic and whole - word groups in naming the stimulus items across the three 

conditions of word type? 
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Methodology 

 

Participants 

The initial number of participants was 60grade – five students from two 

demonstration schools. However, through data filtering 10 participants – three and 

seven from the whole – word and phonics groups respectively - were not included 

due to technical problems and the withdrawal of the participants during the task 

execution.  Therefore, the actual number of participants was 50 separated into two 

groups. The phonic group (taught to recognize word via the phonics approach) 

contained 23 students and the whole – word group (taught through the whole – 

word approach) encompassed 27 students.  

 

Instrumentation and Procedure 

The naming task was used to collect the data. In this task, the participants 

were required to recognize words and pronounce them out loud. The cognitive 

process underlying the task demands the participant to generate the pronunciations 

of the words presented on the computer screen by converting their orthographic 

codes into their phonological codes, and to orally produce the sound of these words. 

In doing so, the participant has to rely on either the phonological or orthographic 

mechanism. 

 The stimuli for the naming task were a set of 100 stimulus items, composed 

of 40 high-frequency word, 40 low-frequency words and 20 nonwords.  The 80 high- 

and low- frequency words were drawn from the books assigned as the course books 

in each school.  To judge if the words were high- or low-frequency, two criteria were 

used. First the teachers teaching in both school selected the word from the course 

book. Then, the researcher checked the frequency based on the Kucera and Francis 

(1967) word frequency norms. 

For the nonword stimuli, all 20 nonwords were taken from the Woodcock 

Reading Mastery Test (WRMT), Word Attack Subtest 4, Form G (Woodcock, 1998).  

 

The naming procedure 

 This experimental task was conducted on a lap top personal computer using the E-

prime software. The stimuli, 14-point font, were displayed one after another in the 

center of the computer monitor in black lowercase letters on a light background 
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screen. To prevent a decline in performance from fatigue, the 100 stimulus items 

were separated into 2 sets: 50 and 50 After each set, the participants took a break for 

as long as they wanted. Additionally, to prevent any bias from order effects, the 

stimuli in each set were presented randomly for each participant.  

The task began with the task orientation with oral and written instructions. 

After the instructions, the participants did the experiment trials in order to get used 

to the task. After the trials, the participants executed the task by pronouncing the 

word popped up on the computer screen as quickly and accurately as possible. Their 

voice was recorded for accuracy and their reaction time (the time the word popped 

up on the screen and the onset of the pronunciation) was calculated and recorded by 

the E-prime software. 

 

Table 1 
 
Independent and Dependent Variables 

 
Task  Independent Variable   Dependent Variable 

 
 
Naming Task  Three Stimulus Conditions     Reaction Time 
                                            (Pronunciation Initiation) 
                                                           Response Accuracy 
          (Correct Pronunciation) 
 

 

Data Preparation 

 

As already discussed, two sets of data, namely the reaction time (RT) and 

accuracy data, were collected via the two experimental tasks. The RT data for both 

tasks were measured and recorded by the computer. Therefore, the RT data were 

drawn directly from the computer for statistical analysis. However, for the naming 

task, the accuracy data, which were the pronunciations of the stimulus items, were 

recorded via audio-tape and were evaluated prior to statistical analysis. To evaluate 

this data, the pronunciations of all stimulus items from all subjects in the two groups 

were judged for accuracy. To do this, two native English speakers, with teaching 

experience with ESL students, listened to the pronunciations and made judgments 

following the same coding categories, which included a) correct pronunciation, and 

b) incorrect pronunciation. Then, based on these coding, the scores were computed: 
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assigning one point for the correct pronunciation and zero for the incorrect one. The 

two raters were needed in order to assess an inter-rater reliability. The judgment of 

the two raters was highly consistent. In other words, their judgments were the same 

for almost all of the words.  

Data Filtering 

In decision experiments, i.e., lexical decision, naming, or priming 

experiments, in terms of RT analysis, the trials that are entered into the analysis are 

the ones that have both the reaction times and accurate responses. Timed-out trials 

(trials in which participants responded after the allowed time) with either correct or 

incorrect responses are deleted because they have no RT data and are considered as 

errors.. Therefore, for accuracy analysis, only trials with RTs and correct responses 

are included in the analysis. Incorrect responses are considered as errors. 

  

Data Analysis 

The reaction times and the response or naming accuracies were the key data 

to be entered into the analyses. With regard to the reaction times, the analysis 

included independent variable (three stimulus conditions) and one dependent 

variable (reaction time). To compare the reaction times of both groups, the 

Independent t-test was performed  

 The analysis of the naming accuracies also included one independent variable 

(three stimulus conditions) and one dependent variable (response accuracy).  The 

Independent t-test was also used to compare the accuracy of the two groups. 
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Results and Discussion 

Table 2  

Descriptive Statistics for Accurate Responses for Naming Task of the Phonics amd 
the Whole – Word Groups 
 
 
                   Phonics          Whole - Word 
                                    _____________________________________________________ 
 
Word Cond.             Total          Accurate           %                  Total            Accurate             %       
              Responses                                                    Responses 
 
 
Hi freq reg                   920                 797             86.63               1080                863               79.91               
Low freq reg                920                453             49.24                1080                473               24.00       
Nonword                     460                 383             83.26                 540                357               66.11          
 
 
Total                          2,300              1,633             73.04              2,700               1,693             48.67    
 
 

The accurate responses refer only to the correct pronunciations of the 

stimulus items with reaction times cases. Other than this such as the incorrect 

pronunciations with reaction times and correct pronunciations without reaction 

times are considered as errors. From Table 2, it is apparent that the order of 

conditions from the word condition with the greatest number of accurate responses 

to the one with the smallest number of accurate responses is the same bothgroups. 

The order is as follows: the high-frequency regular words, nonwords, and low-

frequency regular words. When comparing the number of accurate responses 

produced by each group, the phonic group produced more accurate responses than 

the whole – word group across all word types. It is noticeable that the number of 

accurate responses of both groups is remarkably low in the low-frequency words. 

The number of correct pronunciations for this word condition produced by both 

groups is less than fifty per cent.  
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Table 3 

Independent t-test Summary Table for Naming Response Accuracy of the Two   
Groups 
 
 Group n X  SD t p 
High freq Phonic 23 34.65 2.71 

3.37 0.002 Words Whole- W 27 31.96 2.90 
Low freq Phonic 23 19.70 4.23 

1.81 0.77 Words Whole-W 27 17.52 4.26 
Nonword Phonic 23 16.66 2.80 

4.64 0.00  Whole - W 27 13.63 6.05 
A Significant level of 0.05 

 
From the Table, it is obvious that the means of the phonic group are higher 

that those of the whole – word group across the three conditions.  However, the 

significant differences between the means of the two group were found in high-

frequency words ( X  = 34.65, 31.96) and nonwords ( X  = 16.66, 13.63), but not in low-

frequency words ( X  = 19.7, 17.52).  The two significant differences indicate that the 

Phonics group are more accurate in pronouncing the high frequency words and 

nonwords. That is, they could produce more correct pronunciations than did the 

Whole-word group. 

 
Figure 2:  
Histograms Displaying Naming Accuracy by Percentage of the Two Groups 
 

 

 
 

Note               Phonic group                  Whole Word group  
           
      1 = Hi Frequency Words     2 = Low Frequency Words   3 = Non word 

 

86.63

49.24

83.2679.91

24

66.11

1 2 3

Naming Accuracy
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Table 4 

Means and Standard Deviations of Naming Reaction Times (RTs) to the Three Word 
Conditions (in Milliseconds) 
 
 
               Phonic             Whole - Word                    
             _____________                     ______________ 
 
Word Conditions         Mean             SD        Mean    SD 
 
 
Low freq words            871.83            0.27       870.17    0.32  
High freq words     1373.5            0.23      1304.6    0.21  
Nonword           1387.7            0.25      1274.5.    0.46 
  
 
 

From Table 4, the means within groups are not in the same sequence from the 

smallest to the largest RTs. For the Phonics group, the largest and smallest RT means 

are that of the nonwords and low-frequency words. For the Whole-word groups, the 

high-frequency words have the largest RT mean.  The direct interpretations of the 

means RT reveal that the Phonic group was slowest in reacting to the nonwords, 

while the Whole-group was slowest in the high-frequency words. Both groups were 

fastest in reacting to the low-frequency words. The direct interpretations are not 

sounding because the reaction times were calculated from the words with correct 

pronunciations. From Table 2, about 80 percent of the high-frequency words were 

pronounced correctly.  All the reaction times were entered into the calculation 

resulting in the largest RT means. On the contrary, a small number of low frequency 

words were pronounced correctly; thus, only a small number of RTs were included 

into the analysis resulting in the smallest RT means.  

  When looking at the means RT between the two groups. It is obvious that the 

means Rt across word conditions of the Phonic group are larger than those of the 

Whole-word group. The same explanation is applied in that the Phonic group 

produced more accurate pronunciations; thus, more RTs were entered into the 

analysis. 
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Table 5 

Independent t-test Summary Table for Naming Reaction Times (RTs) of the Two  
Groups 
 

 Group n X  SD t p 
High-freq Word Phonic 23 1373.5 0.23 

0.59 0.56  Whole-W 27 1304.6 0.21 
Low-freq Word Phonic 23 871.83 0.27 

0.40 0.69  Whole-W 27 870.17 0.32 
Nonword Phonic 23 1387.7 0.25 

1.57 0.12  Whole-W 27 1274.5 0.46 
A significant level of 0.05 

 

The means RT across word conditions (1373.5, 871.83, 1387.7) of the Phonic groups 

are greater than those (1304.6, 870.17, 1274.5) of the Whole-Word group. However, 

no significant differences between the two groups were found across the three word 

conditions.  The results indicate that both group were equally fast in pronouncing 

the words across conditions 

 

Figure 3 

Histograms Displaying the Reaction Time of the Two groups 

 

 
 

 Note               Phonic group                  Whole Word group   
  1 = Hi Frequency Words     2 = Low Frequency Words   3 = Non word 

1373.5

871.83

1387.71304.6

870.17

1274.5

1 2 3

Naming Reaction Time
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Discussion 

The discussion addressed the two research questions: 

1. Is there a difference in the mean response times (mean reaction times or RTs) 

between the Phonic and Whole - word groups in naming the stimulus across the 

three word type conditions? 

The results shown in Table 5 indicates no significant differences in the reaction time  

2. Is there a difference in the mean accuracy scores (correct pronunciations) between 

the phonic and whole - word groups in naming the stimulus items across the three 

conditions of word type? 

 To make the descriptive comparison of the reaction times of both groups and 

to answer the first question, the mean reaction times shown in Table 5 are served as a 

core for discussion.  When taking the results of testing for significant differences 

between the two groups, it is obvious no significant differences were found meaning 

that the two groups were not different in orally reacting to the words across all word 

types.  When taking the means RT into consideration in order to make the 

descriptive comparison, it is also obvious that the results were not congruent with 

the assumptions of frequency and regularity effects.  

As discussed earlier, word regularity and frequency have different impacts 

on the word recognition mechanism used. In other words, word regularity affects 

phonological mechanisms, whereas word frequency effects influence both the 

orthographic and phonological mechanisms (Seidenberg, 1992). Because the Phonics 

and Whole-word groups rely on different word recognition strategies both groups 

would be differentially affected by regularity and frequency effects. Since the Phonic 

participants rely on the phonological strategy, it was predicted that they would be 

sensitive to both word regularity and frequency. Conversely, since the Whole-word 

participants use the orthographic strategy, they would be affected by word 

frequency alone (Koda, 1990; Seidenberg, 1995). In addition, word regularity and 

frequency also affect the reaction times and accuracy in pronouncing words. High-

frequency words are pronounced faster and more accurately than low-frequency 

words (Balota, 1994, Besner, 1990; Lively, Pisoni & Goldinger, 1994). Regular words 

are also named faster and more accurately than nonwords (Besner, 1990; Glushko, 

1979).  
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 The means RT reflect the opposite effects; that is instead of being the fastest in 

naming the high-frequency words, participants in both groups were slowest in this 

word condition. For nonwords with zero frequency and the highest regularity effects 

(nonwords do not follow the English orthographic system), presumably, both 

participants should have reacted to these words the slowest. However, the RT means 

of this word group were the smallest for both participant groups. 

  As already discussed, the possible reason to explain this controversial result 

is that the number of correct pronunciations of the high frequency words made by 

both participants (the means of 86.63 and 79.91) was much greater the number of the 

correct pronunciations of the nonword items (mean of 49.24 and 24.00). Therefore the 

data of the high frequency words entered into the analysis were much greater that 

those of the nonwords.  This may distort the means of both word types. 

Regarding the second research question, the results shown in Table 3 indicate 

the significant differences in high-frequency words and nonwords conditions 

signifying that the Phonic group was more accurate in pronouncing these stimulus 

items than did the Whole-word participants.  

The significant difference found in high-frequency word between the two 

groups was unexpected. That is, following the assumption mentioned above, both 

groups should be equally accurate in pronouncing the words in this group. As they 

should be familiar with these word, they were likely to have phonological 

representation of these words in their mental lexicon. Therefore, it was beyond their 

ability to retrieve and assemble the correct pronunciations of these words. 

The second significant difference is as expected. The phonic group was more 

accurate in pronouncing nonwords than was the Whole-word group.  This result can 

be explained on the basis of regularity effect. That is, the Phonic group relying on 

phonological strategies could decode the nonwords (zero frequency and violated 

English orthographic rules) by make letter-sound associations. Through these 

associations, pronunciations could be constructed. On the contrary, the Whole-word 

group depending on orthographic strategy in which they required familiar visual 

input.  Nonwords provided them with no familiarity; as a result, they were not able 

to produced accurate pronunciations of these words. 

The non-significant difference found in low-frequency was relatively 

unexpected.  Based on frequency effects, the Phonic group should be more accurate 

than the Whole-word group. Again frequency effect comes into play. The Whole-
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word group did not have phonological representations of these words in their 

mental lexicon from which they could retrieve. However, theoretically, the Phonic 

group had the ability to decode words by conversing letters into sounds. They 

should be able to construct the pronunciations of these words. 

When investigating the frequency effects within groups, the uniform pattern 

congruent with the assumption was found in both groups. That is, the mean accuracy 

of high-frequency is higher than that of the low-frequency words which is, in turn, 

greater that the mean accuracy of the nonwords. High-frequency words were 

pronounced more accurately than the low-frequency words and the low-frequency 

words are pronounced more accurately than the nonwords. 

 

Recommendation 

Since some unexpected results occurred, it is likely that the researcher did not 

take regularity effects into considerations. Some words in high frequency word 

group may be considered as exception words which do not follow the letter-sound 

corresponding pattern. These words required orthographic strategy for 

identification. Future research should involve regularity effects into the analysis by 

adding exception word conditions into the task. Another issue is statistical analysis. 

For this research, the research intended to find the different between the two groups 

with different word recognition strategies without paying intention to the effects 

occurring within groups. Therefore, the Independent t-test was used. The better 

statistical method for the analysis is required in order to discover thorough results. 
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ABSTRACT 
 

This one-shot case study aimed to investigate the condition of performing risk 
management on academic administration of Amatawitaya School and guidelines for risk 
management on academic administration of school in Khon Kaen province. Informants 
consisted of 27 persons including school administrators, teachers in academic department, 
teachers, parent and students. Data was collected by interview, documents study and focus 
group session. Data was then examined by triangulation method before being analyzed 
through content analysis method and was presented in accordance with its conceptual 
framework. The result was presented in the form of descriptive analysis report. 
 
 
Research findings were as follows: 

1) School Curriculum Development: As Amatawitaya School had developed and 
improved the school curriculum for every academic year, the risk of lacking continuity on 
curriculum implementation could be consequently found due to the personnel change year 
after year. 2) Learning Process Development: Amatawitaya School faced the risk of 
instructional management as teachers could not organize it as they planned. They kept using 
the teaching style they had ever used. They could not apply as much media to instructional 
management due to the lacking of skills to handle it. 3) Educational Supervision: 
Supervision calendar of Amatawitaya School was in the risk of unable to complete as 
scheduled. The cause was there appeared many unpredictable activities from outside to be 
held so supervisions were postponed or cancelled. As a result, the supervision was not 
continuously made and data for improving and developing instructional management was 
deficient. 4) Educational Measurement and Evaluation: The risk for Amatawitaya School 
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was they did not critically analyze the values of measurement and evaluation result they had 
collected. They valued only learning achievement that could not provide obviously feedback 
data for improving and developing learners 5) Research for Educational Development: 
Amatawitaya School was at risk of conducting advanced research and its utilization. School 
members still lacked of realizing the significance of research so they could not fully 
implement research result to develop instructional management as it could be. 
 Guidelines for risk management on academic administration for school were as 
follows: 1) They should provide clear and effective calendar of events and activities. 2) 
Different course of training and seminar should be continuously held for school members. 3) 
They should build relationship as relatives among administrators and teachers in school. 4) 
The supervision during each semester should be frequently made. 5) The informal 
supervision could be provided for serving as the replacement of potential postponement. 6) 
Intensive supervision and monitoring should be made as well as keeping document active. 7) 
Risk management plan of school needed to be made by involving all four administrative 
affairs. 

 
 
Keywords :  Risk Management, Academic Administration, Private School, A Case Study 
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Background and Significance of the Problem  

 The Education was a process for developing human beings to have growth in 
intellectual, knowledge, virtue, mental goodness, competency in working and analytical 
thinking correctly, learning, searching for knowledge as well as applying  knowledge and 
competency creatively, have perfect and strong physical and mental health, lifestyle relevant 
to nature and environment, and could adjust oneself in rapid changed society.(Sumon 
Amonwiwat, 2007) in order to determine goal and focus of new bureaucratic management 
including work management emphasizing accomplishment.  The royal decree was announced 
including principle and technique of good bureaucratic management 2003.  So, new age 
bureaucratic national management was focused on being accomplished and worthwhile by 
regular assessment.  The management process was changed from management based on duty, 
into strategic management, strategic planning, product and outcome determination.  The 
Office of Permanent Secretary of Education selected level of success in establishment of risk 
management as an issue of assessment.  The official practice based on accreditation in 
official practice as indicator 17, had to be implemented and practice according to regulation 
of Office of Auditor Genaral of Thailand regarding to determination of internal control by 
determining risk assessment as well as improving the internal control system, by work units 
under jurisdiction.  (Office of Permanent Secretary of Education, 2007)  Both of public and 
private sectors were aware of risk management of work unit.  For private school 
management, the administrators’ competency was an indicator of management.  The 
administrators comprehended in role and function of school management, it was the support 
for management to accomplish very well.  So, their role and function was closely related to 
quality of school.  Specifically, in academic management, they had to use both of science and 
art since the implementations were not only activities for them.  Many co-workers took part 
in performing that work task to be successful.  The school administrators’ academic 
leadership directly affected effectiveness of school academic management.  Therefore, risk 
management would help the school to be competent in academic management better in 
determining, evaluating, managing, and following up the risk thoroughly as well as every 
level of staffs to understand and manage risk better.  Risk management would support school 
to make decision in accepting risk, the administrators and school boards to gain better 
performances, responsibility based on duty, service providing.  In private school 
management, the school administrators’ Instructional Leadership was very important since 
they were key persons in curriculum development, instructional development, and student 
development to have desirable characteristic academic based on National Education Act.  
Therefore, the school administrators should establish the risk management plan to cover 
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every aspect of work especially the school academic work.  If school could manage the 
academic management, the additional value of school as well as recognition by community, 
would be increased.  Whereas if they couldn’t perform the risk management in academic 
management, the efficiency of school academic management would lower down.  
Consequently, the community wouldn’t be trust the school.  Narumon Saadchome, (2007) 
stated that the objective of risk management in the present time, was not to reduce the risk of 
organization as in former time.  But, it was performed to increase the additional value for 
organization as well.  The risk didn’t always cause bad effect to the  organization, some kinds 
of risk might cause the positive effect.  The measure should be served and controlled in case 
of the effects were not as the expectation. 
          According to above reasons, the study of situation in implementation of academic risk 
management in school was very important since it might happen throughout the time.  So, the 
findings of this study was useful for related persons since the findings would help to know 
the situation in implementation of academic risk management in school.  As a private school 
administrator whose duty as school work management, the researcher was interested in 
studying of academic risk management in school of Amatawitaya School for presenting 
guidelines in academic risk management for related persons in order to utilize in establishing 
the risk management in academic of private school for ultimate benefit for efficient school 
management further.  
 
Research Questions 

1.   What was the situation of academic risk management of Amatawitaya School?  
2.   What was the guidelines of implementation in academic risk management of 

Amatawitaya school?   
 
 Research Objectives 
 1.   To study situation of implementation in academic risk management of Amatawitaya    
    school. 
       2. To propose guidelines for implementing in academic risk management of private 

school in Khon Kaen Province.  
 
 Research Methodology 
 1. Target group in this study was Amatawittaya School selected by Purposive Sampling, 
and informants including 3 school administrators, 6 academics, 6 teachers, 6 parents, and 6 
students, total of 27 informants.   
       2. Variables focused on situation of implementation in academic risk management of 
Amatawitaya School, covering responsibility in : (1) school curriculum development, (2) 
learning process development, (3) educational supervision, (4) measurement and evaluation, 
and (5) research for educational quality development. The process of risk management using 
in this study consisted of 4 steps as: (1) risk specification, (2) risk evaluation, (3) risk 
management, and (4) risk following up. 

1) Research Design of this research was Qualitative Research as Case Study including 
2 phases of the study:  Phase 1; to study  of implementation in academic risk management of 
Amatawitaya School, Khon Kaen Province by collecting the in-depth information using the 
Interview Form, Observation Form, Documentary Study for answering research objectives, 
Phase 2; to propose guidelines for in academic risk management by Focus Group Discussion. 

2) Selection of Case Study and Informants  in this study: 
2.1) Case Study, in order to obtain details in academic risk management covering 

for explaining what to be studied.  The researcher surveyed and selected the school by 
studying background as well as implementation of school in order to choose school as a case 
study.  For selection of case study, the researcher selected private schools, under jurisdiction 
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of the Office of Primary Educational Service Area, Khon Kaen Province by setting criterion 
in selecting the case study school as follows:  1) it was a private school as general education 
offering from kindergarten to Secondary Education, 2) it was a private school accredited from 
the Office of Educational  Standard and Quality Assessment, and 3) it was a private school 
being rewarded as excellent school by gracious confer award. 
  2.2) For key informants, they were selected by Purposive Sampling including:3 
school administrators, 6 academics, 6 teachers, 6 parents, and 6 students, total of 27 
informants.   

       2.3) For Focus Group Discussion, was performed for presenting guidelines in 
academic risk management of Amatawitaya School, by 9 participants in Focus Group 
Discussion including: 2 administrator representatives of  Amatawitaya school, The chiefs of 
academic division, 3 teacher academic representatives of  Amatawitaya school, 3 teacher 
representatives of  Amatawitaya school. The researcher brought recommendations as well as 
guidelines obtaining from an in-depth interview the participants in Focus Group Discussion 
as the issues of the discussion.    

 
        3.  Research instruments using in this study 
                   The instrument using in this study, constructed by the researcher from studying 
the approach, theory, textbook, document, and related literature in order to use as guidelines 
for constructing the instrument including: the Interview Form, Observation Form, 
Documentary Study, and Focus Group Discussion Record Form. 
   1) Researcher 

 2) The Interview Form, used for studying academic risk management of school, and 
guidelines for academic risk management of school, by interviewing the administrators, 
teachers, parents, and students. 

3) The Observation Form, used for studying various behaviors of related persons in 
school, and practices in different duties in school. 

  4) The documentary study. 
 

4.   Data Collection 
               Data collection in Phase 1:  the study of situation of implementation academic risk 
management of Amatawitaya School, there were techniques of implementations as follows: 

1.4.1) The Interview Form, the researcher interviewed the administrators and 
teachers, parents, and students by using total of 3 issues of interview form including the 
Administrators and Teacher Interview Form, Parent Interview Form, and Student Interview 
Form. 

       1.4.2) The Observation Form, the researcher  used the academic risk management 
based on Lofland’s (1971, cited in Supang Jantawanich, 2010) Observation Principle 
classifying by the type of social phenomenon including:  action, action pattern, definition, 
relat ionship,  par t icipat ion in act ivi ty  in community ,  and social  condi t ion. 

      1.4.3)  The documentary study, used by the researcher for studying clue of related 
literature. 
  Data collection in Phase 2, to search for guidelines in risk management regarding to 
academic management of Amatawitaya School by implementing the Focus Group 
Discussion. 
 

5.   Data Analysis   
               The researcher brought the information from data collection in academic risk 
management of school as a case study, the researcher implemented data analysis as follows:   
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    Data analysis from  The Observation Form , and The documentary study  as 
information from observation in environment as well as various activities as well as the 
interview and photograph taking for confirmation and clarifying details of implementation. 
The researcher analyzed data based on steps by Content Analysis, presentation of information 
according to conceptual framework, and findings in Descriptive Analysis form. 

 
Conclusions and Discussions 
According to the study of academic risk management of school in all of 5 aspects, found that: 

1.  For school curriculum development, found that Amatawitaya school providing 
continuous and systematic curriculum development by holding conference for analyzing and 
identifying the problems in using curriculum every school year before starting new school 
year. For the founded risk in curriculum development, according to assessment found that 
there was a risk in using curriculum since the school adjust new staffs in school year.  
Consequently, the curriculum usage wasn’t continuous.  It was supported by Tamrongsak 
Kongkasawad’s (2008) statement that when there were persons as key persons in 
implementation, there was an opportunity in being risky owing to people’s work.  If the 
organization wasn’t careful or didn’t correct the risk, the damage might occur as well as 
affect the organization.   

2.  For learning process development, found that Amatawitaya School established lesson 
plan covering content of school as well as instructional management relevant to curriculum as 
student-centered.  It was supported by Roongchachadapon Wehachat’s (2009) findings that 
how the school curriculum would accomplish specified goal and vision, a very important 
responsibility in academic management was the learning process development focusing on 
students in learning and concluding body of knowledge by themselves through studying 
individual student as information for activity management relevant to their aptitude, interest, 
and need so that they would have knowledge, competency, skill, and desirable characteristic 
specifying in curriculum truly.  After the assessment, found that the risk of staffs in using 
various kinds of instrument was the first order in risk assessment regarding to learning 
process development.  Therefore, the school still had risk management in the teachers didn’t 
use various kinds of media by providing techniques in using media correctly as well as  
encouraging the teachers to use different kinds of media during teaching, and holding teacher 
conference for sharing in media usage.  It was supported by COSO (2004 cited in Association 
of Internal Audit and Securities and Exchange Commission, 2008) stated that the factors 
affecting success of risk management, training, and mechanism in human resource, 
committee, administrators, and every staff in organization, had to be trained for 
understanding the risk management framework by the administrators would follow up the 
instruction closely.  Then, the findings were concluded for providing information to the 
teachers to improve further. 

3. For educational supervision, found that Amatawitaya School established supervision 
schedule every year.  In determining the risk of educational supervision, found that the school 
faced with intervening activity.  As a result, the supervision of school had to be postponed.  It 
was supported by Jaroen Jedsadawan’s findings that when the administrators facing risk 
causing by unpredictable event since the factors affecting changes were difficult to specify 
what were they since there were many kinds of risk in the world.  There were 2 sources of  
risk as:  (1) risk factor occurred from external influence, and (2) risk factor occurred by 
internal factor.  Therefore, according to the evaluation,  the existing risk in school needed to 
use the risk management for alleviating loss by postponing the supervision through usage of 
informal supervision.  The person who was responsible might be anyone between the 
assistant director or the group head of  learning substance performing duty on behalf of 
supervisor instead of using complete form of supervision.  In addition, the follow up would 
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be performed from former findings of supervision as well as how the findings would develop 
learning and teaching.  It was supported by Saowanee Treputtharat’s (2005) statement that 
the administrators had to monitor and follow up whether the specified plan would be as 
planning, or there were some problems needed to be improved and corrected by supervision.  

4.  In measurement and evaluation, found that the Amatawitaya School focused on 
measurement and evaluation in students’ learning based on the action guidelines of 
measurement and evaluation according to core curriculum.  When risk management was 
administered, the existing risk in measurement and evaluation could be determined as the 
system of analysis in the findings of measurement and evaluation was not clear.  It was only 
simple approximation.  Furthermore, the collection of findings for analyzing, was not 
systematic.  It was supported by Ministry of Education’s (2002) statement that the specified 
measurement and evaluation in National Education Act 1999, and Revised Issue (the Second 
Issue) 2002, Section 26, the school evaluated the students by considering the students’ 
development, behavior, behavioral observation, activity participation, and testing in aligned 
with instructional process based on appropriateness in each level, and education model as 
follows:  (1) determining the regulations and guidelines of practice in measurement and 
evaluation of school, (2) supporting the teachers to establish measurement and evaluation 
plan for each subject to be relevant to education standard, learning substance, learning unit, 
knowledge management plan, and activity management, (3) supporting the teachers to 
implement the instructional measurement and evaluation, (4) implementation in transferring 
knowledge, skill, experience, and learning performances from other  schools or enterprises as 
specified by Ministry of Education, and (5) developing the measurement and evaluation 
instruments to be standardized. Therefore, the school should manage risk by bringing 
information from measurement and evaluation to use in developing the instruments of 
measurement and evaluation to be standard more.   

5. In research for development in educational quality, found that Amatawitaya School 
encouraged and supported staffs to conduct research for using in developing instructional 
quality, found that there was a risk as the staffs didn’t use the classroom research findings to 
develop the plan for instructional management truly.  It was supported by Sumet Suwo’s 
(2010) study in management of core curriculum in Basic School 2008 by using Balanced 
Scorecard in pilot school using curriculum :  a case study of Nampong School, under 
jurisdiction of the Office of Khon Kaen Educational Service Area 4, found that the school 
didn’t use research process in developing the school curriculum clearly.  But, the staffs were 
encouraged and supported to obtain knowledge and comprehension in classroom research 
process in order to develop school curriculum by providing the training for providing 
knowledge in classroom research for the staffs.  So, the school enhanced staffs to conduct 
research as well as support in publicizing research findings and applying the findings in 
school instructional development with more efficiency including monitoring and following 
up by assigning the teachers to conduct classroom research, and use the findings for 
instructional development. 

In guidelines for risk management in academic, the research findings found that 
Amatawitaya School had guidelines from Focus Group Discussion, suggested that the staffs 
should be continuously provided training and seminar for obtaining knowledge.  The 
schedule in activity management should be clearly established in order to decrease the risk 
which wasn’t as specified plan.  The monitoring and following up should be closely 
performed.   Document should be arranged up to date.  Relationship between the 
administrators and teachers should be created.  The plan for all of 4 parts of school work 
should be established for managing the potential risk so that it would occur in level which 
was acceptable by school.  It was supported by Ton Soontarayoot’s (2007) statement that the 
systematic risk management had to be cooperated by every staff, and division in work unit as 
the activity of every one in organization.  The administrator had to develop the staffs’ 



 8 

awareness so that they would view importance of risk management in organization as every 
one’s regular and continuous responsibility as system including obvious form which could be 
able to be truly used in organization. 
 
Recommendations  
 

 1) Recommendations from research findings 
 1.1)  The school should establish committee of risk management, and use guideline 
of risk management from the study in each aspect including continuous system of risk 
management in school. 

 1.2) The school should set up indicator of school curriculum development to 
prevent the risk in using the curriculum. 

 1.3) The school administrators should apply guidelines for efficient risk 
management for preventing and alleviating the potential loss. 

 1.4) The school administrators should apply guidelines of risk management for 
establishing the handbook of risk management of private school to cover 4 division of school. 

 
2) Recommendation for future research 
    2.1) This study was Qualitative Research as a Case Study in private 

school.Therefore, the academic risk management in school under jurisdiction of other work 
units such as Basic School, Local Administrative Organization, or Vocational Education, 
should be studied. 

    2.2) The supplementary in-depth study for guidelines in risk management such as 
the study of risk management model, indicator of risk management as well as construction of 
Grounded Theory in academic risk management, should be studied.   
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ABSTRACT 
 

This research aimed to 1) study the level of organization culture and learning organization 
of schools in cluster 4 under Nakhonratchasima Provincial Administrative Organization, 2) 
study the relation between organization culture and learning organization of schools in cluster 
4 under Nakhonratchasima Provincial Administrative Organization and 3) study the 
organization culture that affected to learning organization of schools in cluster 4 under 
Nakhonratchasima Provincial Administrative Organization.  

Target group consisted of two groups of persons including group for qualitative and 
quantitative study.  Group for qualitative study consisted of 27 persons including school 
administrators, teachers and school committees who purposely selected from large, medium and 
small size schools.  Group for quantitative study was 181 school administrators and teachers.  
Process of conducting research was separated to 2 periods.  The first period was qualitative 
research for confirming conceptual framework and raising the questions using interview 
form. Data was analyzed by content analysis.  The second one was the process of quantitative 
research conducting with questionnaire.  It was found the accuracy coefficient at 0.9850 after 
test.  Data was analyzed through descriptive statistic and referable statistic included values of 
frequency, mean, standard deviation, Pearson correlation coefficient and multiple regression. 
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Research findings could be concluded as follows:  
1. Level of organization culture and learning organization of schools in cluster 4 

under Nakhonratchasima Provincial Administrative Organization was found at high level.  
The findings showed the mean of overview organization culture level at high level.  
Considering at each aspect, it found the generosity with the highest mean while the decision 
was found with the lowest mean. The mean of overview learning organization level was 
found at high level too. Considering at each aspect, it found the joint vision with the highest 
mean while the lowest mean was thinking approach.  

2. Positive relation was found between organization culture and learning 
organization of schools in cluster 4 under Nakhonratchasima Provincial Administrative 
Organization at high level in 7 aspects with statistical significance at the level of “0.01”.  It 
could be orderly arranged as follows: 1) having quality, 2) feeling of being one part of 
organization, 3) trustworthiness,   4) organization goals, 5) decision, 6) authorization and 7) 
acceptance. The only one aspect in which found the relation at moderate level was generosity. 

3. Organization culture that could predict the learning organization of schools in 
cluster 4 under Nakhonratchasima Provincial Administrative Organization at 78.90 % with 
statistical significance at level of “0.01” included 1) having quality, 2) feeling of being one 
part of organization, 3) acceptance, 4) ) organization goals and 5) trustworthiness.  Prediction 
equations were exhibited in the format of Unstandardized Score and Standardized Score as 
follows: 

 
Prediction equation in the format of Unstandardized Score:  
 
Ŷ =  0.415 + 0.300 (X7) + 0.239 (X6) + 0.144 (X3) + 0.108 (X8)  + 0.091 (X2)   
 
Prediction equation in the format of Standardized Score: 

Ẑ Y   =  0.314 (Zx7) + 0.268 (Zx6) +  0.165 (Zx3) + 0.144 (Zx8) + 0.109 (Zx2)  
 
Keywords :  Organization Culture,  Learning Organization 
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1.  Background and Significance of the Problem  
 In global society of new century, it was likely to be changed very much owing to each 
country focusing on rapid growth. As a result, there was competition in developing the 
technology and innovation, with emphasis by government, work unit, and institute relating to 
educational management. So, it was necessary to implement educational reform to be relevant 
to trend of changing of recent global society by human resource development with quality as 
well as various competency.  National Education Act 1999, and Revised Issue (the Second 
Issue) 2002, Unit 1, Section 6, the education had to be performed for developing Thai People 
to be perfect in physical, mental, intellectual, knowledge, virtue, morality, and cultural 
aspects in living, able to live with other people happily.  In addition, Section 8, educational 
management had to be focused on following principles: 1) the life long education for people, 
2) the participation in educational management by society, 3) the continuous development of 
learning process substance. 

Furthermore, the 10th Issue of National Economic and Social Development focused on 
human development to obtain competency in learning through self-studying as well as group 
studying as their habit in order to search for knowledge throughout their life.  (Office of the 
Prime Minister, Office of National Economic and Social Development Commission, 2007)  

The Royal Decree including principles and techniques of good national governance 
2003, Section 11, specified that the bureaucratic section had duty in developing the 
knowledge to be learning organization by perceiving information and news as well as 
collecting different aspects of knowledge for applying in official practice correctly, quickly, 
and appropriately with situation. The government officials under jurisdiction had to be 
changed into efficient ones, and learning together. (Office of Royal Decree, 2003) For 
learning in organization, it was the key part of organization competency in adjusting oneself 
responding to environment with rapid changes as well as applying the knowledge thoroughly 
organization.  The major thing to create learning of organization, was the Organizational 
Culture.  (Martin, 2001); Schein, (1994) was an expert in  Organizational Culture, surveyed 
relationship between culture and learning.  Learning occurred in organization had to be 
caused by shared learning of people in organization, which referred to the group learning, 
then it became to the group culture. In this case, learning was Learning to learn. 

Organizational Culture was an identity of organization work unit as a pattern, belief 
and value , that were accumulated from different sectors affecting learning development of 
organization.  According to viewpoint of Davenport et.al., (2000, cited in Nitad Wited, 2002), 
found that value and belief of people in organization was the power affecting the knowledge 
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in organization. Consequently, the organization adjusted itself to be learning organization. 
Everyone in organization had to learn based on culture facilitating every one’s learning how 
to be disciplined of self development in searching for knowledge continuously, and sharing 
and transferring knowledge with each other for real practice.  Therefore, the school culture 
and environment was a factor inculcating merit and learning for students. (Patterson, 1986 
cited in Jaroenwich Sompongdharma, 2007) Besides, many academic such as Daft (2001), 
and Schein (1994) proposed that the Organizational Culture facilitating the learning, needed 
to be adjusted with outside environment as well as supported for changing by communication 
of meaning in working openly on basis of fact. In addition, it needed to include commitment 
in learning to think systematically by everyone in organization since this characteristic would 
lead the organization into Learning Organization. 

Learning Organization was the organization which people in it intended to increase 
their own competency, and creating performance as their wish where new things occurred.  
Boundary of one’ thinking pattern was enlarged where one’s new inspiration could be freely 
created. Moreover, organization members had the continuous learning in technique for shared 
learning. Senge (1990) stated major principles leading to Learning Organization including 5 
disciplines as: Discipline 1; Personal Mastery, 2) Mental Model, 3) Shared Vision, 4) Team 
Learning, and 5) System Thinking. (Weerawat Punnitamai, 2001) The researcher got the 
variables for this research by analysis and synthesis of related literature about learning 
organization from many experts, academic and many researchers. The researcher found that 
the 8 variables, that were suitable the environment and context of the schools, were 1) shared 
vision, 2) knowledge construction and transfer, 3) concept map, 4) team learning, 5) 
systematic thinking, 6) technology supporting, 7) appropriate structure, and 8) learning 
climate. Moreover the school administrators as organizational leaders played an important 
role in facilitating Learning Organization as well as developing the organization to be 
Learning Organization.  To be Learning Organization, was a form of organizational 
development as basis for stepping to success of organization whether it was bureaucratic 
sector, public enterprise, and private sector by applying to use with the other forma of 
administration as Creative Organization as well as Total Quality Management throughout 
organization.  (Weerawoot Makasiranon, 2007)   
             For schools in Cluster 4 under Nakhonratchasima Provincial Administrative 
Organization, consisted of 9 schools; as 1) Buayai School, 2) Watprachanimit School, 
3)Bualai School, 4) Nhongwapittayasan School, 5) Tanodpittayakom School, 6) 
Makhawittaya School, 7) Prangthongwittaya School, 8) Nongbuapittayakom School, and 9) 
Hindadwittaya School, that offering instruction in basic education from Matayomsuksa 1 to 
Matayomsuksa 6, including total of 327 school administrators and teachers classifying into 
19 school administrators, and 308 teachers, including similar general context of school 
culture since the school situated in nearby geological condition, social situation, livelihood, 
and lifestyle.  The students’ behaviors were alike. Most of parents’ occupations were farmers 
and employees in provinces. As a result, the teachers often facing with problem in students’ 
lack of learning readiness. According to SAR 2009, current situation of Learning 
Organization of schools in Cluster 4 under Nakhonratchasima Provincial Administrative 
Organization,  there was a lack of direction and clearness in model of organizational 
development into Learning Organization.(School Group in Cluster 4 under 
Nakhonratchasima Provincial Administrative Organization, 2009) 
 
          According to the above reasons, the researcher as a staff of schools in Cluster 4 under  
Nakhonratchasima Provincial Administrative Organization, was motivated in studying what 
the  relationship between Organizational Culture and Learning Organization, and which 
factor of Organization Culture affecting Learning Organization of schools in Cluster 4 under 
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Nakhonratchasima Provincial Administrative Organization. If the school administrators and 
teachers were able to develop factors affecting Learning Organization as relevant to the 
characteristic of organization, the school and students would be developed in the right way, 
better efficiency, and led to sustainable Learning Organization. 
 
2. Research Questions 

2.1  What was the level of the organizational culture, and learning organization of 
schools in Cluster 4 under Nakhonratchasima Provincial Administrative Organization? 

2.2  What was the relationship between organizational culture, and learning 
organization of schools in Cluster 4  under Nakhonratchasima Provincial Administrative 
Organization?  

2.3  Which organizational culture affects  learning organization of schools in Cluster 4 
under  Nakhonratchasima Provincial Administrative Organization? 

  
3.  Research Objectives 

3.1  To study the level of organizational culture, and learning organization of schools 
in Cluster 4  under Nakhonratchasima Provincial Administrative Organization.   

3.2  To study the relationship between organization culture, and learning organization 
of schools in Cluster 4  under Nakhonratchasima Provincial Administrative Organization.   

3.3 To study the organizational culture affecting learning organization of schools in 
Cluster 4  under Nakhonratchasima Provincial Administrative Organization. 
 
4.  Research Hypotheses 

        4.1  There was positive relationship between organizational culture and learning 
organization of schools in Cluster 4  under Nakhonratchasima Provincial Administrative 
Organization.   

        4.2  There was at least one factor of organizational culture affecting learning 
organization of schools in Cluster 4  under Nakhonratchasima Provincial Administrative 
Organization.  
 
5.  Research Methodology 

This research was Mixed Methodology including both of Qualitative Research and 
Quantitative Research.  There were 2 phases as:  Phase 1; Qualitative Data were collected for 
confirming the conceptual framework, Phase 2; Quantitative Data were collected for studying 
organizational culture affecting learning organization 

 5.1  Population and samples  
                    1) Population  using in this study as 9 schools in Cluster 4 , including total of 
327 school administrators and teachers classifying into 19 school administrators, and 308 
teachers under  Nakhonratchasima  Provincial Administrative Organization.   
          2) Target group, there were 2 phases of research:  
               Phase 1:  The In-depth Interview was administered with 27 representatives of 
target group practicing during the second semester of 2010 school year.  Purposive Sampling 
was used from 3 schools in Cluster 4 under Nakhonratchasima Provincial Administrative 
Organization as: one large sized school, one medium sized school, and one small sized 
school. The criterion for considering the representatives were as follows: (1) 6 school 
administrators, (2) 9 Lower Secondary School Teachers, (3) 9 Upper Secondary School 
Teachers, and (4) 3 School Committees. 
 Phase 2: The 5 Level Rating Scale was administered with samples. The 
studied samples were school administrators and teachers practicing during the second 
semester of 2010 school year. The population included 327 persons.  The sample sized was 
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determined by using Krejcie and Morgan’s Table.  (Prapapon Sritrakoon, 2007)  There were 
total of 181 samples classifying into (1) total of 19 school administrators, and (2) 162 
teachers. Simple Random Sampling as proportional determination, was administered.   
               5.2  Variables  
            For variables of this study, were from analysis and synthesis of related 
literature documents for selecting related variables relevant to contextual situation of schools 
in Cluster 4 under Nakhonratchasima Provincial Administrative Organization, focusing on 
only variables synthesized by major approaches of academics, and studied research findings 
which  cons is ted  of  o rganiza t iona l  cul tu re ,  and  learn ing  organiza t ion  as : 

           1) Independent Variable was organization culture, consisted of: generosity, 
acceptance , organization goals, authorization, decision, having quality, feeling of being one 
part of organization, and trustworthiness. 

           2) Dependent Variable was the learning organization, consisted of: joint 
vision, knowledge construction and transfer, thinking approach, team learning, systematic 
thinking , technology supporting, appropriate structure, and learning climate.   

5.3)  Instruments using for data collection 
1) The instrument using in Phase 1: Qualitative Data were collected by using 

the In-depth Interview for confirming the conceptual framework. The items of Questions by 
Interview Form were divided into 2 parts. Part 1: The questions asking the organizational 
culture. Part 2: The questions asking the learning organization. For Content Validity of 
research instrument in Phase 1, it was investigated by Questions asking 3 experts’ opinion for 
congruence of the operational definition, and items of each variable. The findings were 
calculated for Index of Item Objective Congruence: IOC. Every questions using in Phase 1, it 
was found  IOC at 1.00. 

2)  The instrument using in Phase 2, Questionnaire using for collecting 
Quantitative Data. There were 3 Parts of Questionnaire as: Part 1; asking the respondents’ 
demographic data, Part 2; asking opinion on organization culture,33 items, and Part 3; asking 
opinion on learning organization, 33 items. For Content Validity of research instrument in 
Phase 2, it was investigated by Questionnaire asking 3 experts’ opinion for congruence of the 
operational definition, and items of each variable. Then, the findings were calculated for 
Index of Item Objective Congruence: IOC. Every items of Questionnaire using in Part 2; 
organizational culture ,and Part 3; learning organization, it was found IOC at 1.00, and 0.98. 
In searching for reliability in total of Questionnaire in Phase 2 , it was found the Alpha 
coefficient at 0.99 after test. 

5.4)  Data Collection 
           1) Data collection in Phase 1, the researcher implemented in-depth interview 
from 27 representative target group for confirming the conceptual framework as well as 
searching for  issues  to construct  the i tems in  quest ionnaire for  Phase 2 . 
                     2)  Data collection in Phase 2, the researcher brought 181 issues of questionnaire 
being investigated content validity, language, reliability. Data were  collected with the 
samples by the researcher herself.  Then, the complete questionnaires were analyzed. 

5.5)   Data Analysis  
The researcher analyzed the collected data from the interview through content 

analysis with following steps :  1) the analysis of information details from interview in each 
problem issue, 2) the grouping of information sequence obtaining from the studied variable, 
3) the study of association in relationship of variables, and 4) the conclusions for showing 
major content as the findings of study, then  they were presented.  For data from the 
questionnaire, they were investigated completeness, and determined the code number for 
establishing handbook, and statistic by computer program in order as: (1) the use of 
frequency and percentage in analyzing the target group’s demographic data, (2) the use of 



7 
 
percentage, and standard deviation values in analyzing the level of organizational culture, and 
learning organization, (3) the use of Pearson’s Product Moment Coefficient Correlation to 
find internal relationship between factors of organizational culture, and learning organization, 
and between factors of organizational culture, and (4) the use of Multiple Regression 
Analysis through Stepwise Multiple Regression in order to present the best predictor using in 
prediction.  The objective was to study factors of organizational culture, affecting the 
learning organization. 
  
6.  Conclusions and Discussions 

1)  For study the level of organizational culture, and learning organization of 
schools in Cluster 4 under Nakhonratchasima Provincial Administrative Organization , the 
research findings found that the level of organizational culture, and learning organization, its 
factor situation was in “High” level every aspects.  The findings showed the mean of 
overview organizational culture level at high level.  Considering at each aspect, it found the 
generosity with the highest mean while the decision was found with the lowest mean. The 
mean of overview learning organization level was found at high level too. Considering at 
each aspect, it found the joint vision with the highest mean while the lowest mean was 
thinking approach. The research finding was supported by Narong Lawongsa’s (2005) study 
learning organization in basic school under the Office of Nongkai Educational Service Area 
1, found that learning organization of schools under the Office of Nongkai Educational 
Service Area 1 overall and each aspect were in “High” level. And also, it was supported by 
Jaroenwich Sompongdharma’s (2007) study the relationship between organizational culture, 
and learning organization of schools under the Office of Eastern Educational Service Area, 
found that organizational culture, and learning organization of schools under the Office of 
Eastern Educational Service Area, both of overall and each aspect, were in “High” level. 

   2) For study the relationship between organizational culture, and learning 
organization of schools in Cluster 4 under Nakhonratchasima Provincial Administrative 
Organization, the research findings of Pearson Correlation Coefficient, found that there was a 
positive relationship all of 8 factors, the value of correlation coefficient were between 0.563-
0.854, at  “0.01” level. It could be orderly arranged as follows: 1) having quality, 2) feeling 
of being one part of organization, 3) trustworthiness,   4) organization goals, 5) decision, 6) 
authorization and 7) acceptance. Generosity was the only aspect which was found in a 
moderate level. The research finding was supported by Nopamad Prapa, (2009) study in 
relationship between  organizational culture, and learning organization of schools under the 
Office of Khon Kaen Educational Service Area 1, found that the organizational culture, 
affecting learning organization of schools in small, medium, large, and extra large size, there 
was a positive relationship all. And the research findings was supported by Sombat Seangpol, 
(2009) study organizational culture affecting learning organization : Faculty of Veterinary 
Science, Khon Kaen University, found that there was a positive relationship between 
organizational culture, and learning organization of Faculty of Veterinary Science, Khon 
Kaen University, including having quality, feeling of being one part of organization , staff’s 
diversity, authorization, acceptance, decision , organization goals, trustworthiness, and 
generosity. Considering direction of relationship, the correlation coefficient was in positive 
direction every aspects, showed that there was relation as similarity in both of variables of 
organizational culture and learning organization. According to this study, we found that 
organizational culture affecting learning organization. Since organizational culture consisted 
of power affecting knowledge in organization.  Consequently, the organization adjusted itself 
to be learning organization. 
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3) For the organizational culture, affecting learning organization of schools in 
Cluster 4 under Nakhonratchasima Provincial Administrative Organization,  the research 
findings of Multiple Regression Analysis by using Stepwise Multiple Regression, found that 
all of 8 factors, there were 5 factors significantly affecting learning organization as:  having 
quality, feeling of being one part of organization, acceptance, organization goals, and 
trustworthiness. It could predict learning organization for 78.90% at 0.01 level.  It was 
supported by Nopamad Prapa’ (2009) study in relationship between organizational culture, 
and learning organization of schools under of the Office of Khon Kaen Educational Service 
Area 1, found that the small sized school consisted of factors predicting learning organization 
including:  having quality, honesty, generosity, feeling of being one part of organization, 
staff’s diversity, could predict for 91.70%.  For medium sized school, there were factors 
predicting learning organization including:  staff’s diversity, generosity, decision, and 
acceptance which could predict for 76.10%.  For large sized school, there were factors 
predicting learning organization including: staff’s diversity, having quality, and feeling of 
being one part of organization which could predict for 85.50% .  For extra large school, there 
were factors predicting learning organization including:  staff’s diversity, having quality, 
generosity, organizational goal, and trustworthiness which could predict for 84.60%.  .  It was 
supported by Sombat Sangpon’s (2009) study organizational culture affecting learning 
organization Faculty of Veterinary Science, Khon Kaen University, found that the factors as 
predictors of learning organization including having quality, staff’s diversity, feeling of being 
one part of organization, generosity, and organization goals which could predict for 81.20%. 
According to this study, we could see that there was the relationship between organizational 
culture, and learning organization of schools in Cluster 4 under Nakhonratchasima Provincial 
Administrative Organization. Therefore, if  one wanted to improve schools in Cluster 4 under 
Nakhonratchasima Provincial Administrative Organization, in higher level, it should be given 
an importance to development of organizational culture factors affecting learning 
organization for all of 5 factors rather than the other factors, especially having quality since 
learning organization was the factor including persistent persons in extending their own 
potential level through learning process as a team continuously, as organization with learning 
climate as well as provision, creation, transfer of knowledge, and organization with goal for 
being quality organization which could be able to exist in environment which could be 
changed throughout the time sustainable and gracefully. 

    
7.   Recommendations  

1)  Recommendations from research findings  
1) According to the findings of this study, the school administrators should prioritize 

the development of organizational culture by giving importance to factors in decision , by 
considering and commanding, using related information for decision, making decision by 
considering possibility of work units  which could be regularly performed. Specifically, 
related people should be provided opportunity to participate in making decision equally. 
Since the findings of research studies in decision, the average value was less than the other 
aspects.  If it was developed, the school would have organizational culture with strength as 
well as be ready to serve as learning organization or changes existing throughout the time. 

2) According to the findings of this study, both of the school administrators and 
teachers should urgently develop learning organization by giving importance to factors in 
thinking approach by showing behavior of different thinking pattern in each person, using 
reasons in analyzing and evaluating the problem rather than emotion, especially the reflection 
in work practice of their own according to the real existing information. 

3) According to the findings of this study, both of the school administrators and 
teachers should emphasize on developing the factors in organizational culture which could 
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predict learning organization of schools in Cluster 4 under Nakhonratchasima Provincial 
Administrative Organization, all of the 5 factors are as follows: having quality, feeling of 
being one part of organization, acceptance, organization goals, and trustworthiness by 
supporting the research budget in searching for guidelines or model in developing these 
factors. Since total of 5 factors could jointly predict learning organization for 78.90%. If they 
were developed, it made schools lead to learning organization efficiency and more strength, 
especially the factor in  having quality. 
 

2)   Recommendations for future research 
1) For future research, the researcher should study about the pattern or model in 

developing learning organization from factors, that obtained from this study, for schools in 
the other Clusters  or schools under the Office of Nakhonratchasima Educational Service 
Area 6, or other work units for assuring and confirming data from this study, and then 
searching for pattern or model for modifying in the usage. 

2) For future research, the researcher should study other factors affecting learning 
organization with schools in other Clusters, under Nakhonratchasima Provincial 
Administrative Organization, or schools under the Office of Nakhonratchasima Educational 
Service Area 6, or other work units for comparing the findings from this research in order to 
be ascertain the findings. 

3) For future research, the researcher should use varied research methodologies in 
developing factors of organizational culture that affects the  learning organization, especially 
the factor in thinking approach.  
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ABSTRACT 
 

The objectives of this research were to 1) study the administrative core competencies 
of school administrators and the effectiveness of total quality management in basic education 
schools under Mahasarakham Primary Educational Service Area Office 2, 2) study the 
relationship between administrative core competencies of school administrators and the 
effectiveness of total quality management in basic education schools under Mahasarakham 
Primary Educational Service Area Office 2, and 3) study the sub-variables of administrative 
core competencies of school administrators that could predict the effectiveness of total 
quality management in basic education schools under Mahasarakham Primary Educational 
Service Area Office 2. Sampling group for this study consisted of 500 persons including 150 
school administrators and 350 teachers from basic education schools under Mahasarakham 
Primary Educational Service Area Office 2. Research instrument was questionnaire with the 
reliability coefficient of 0.96. Data was analyzed using the ready-to use computer program to 
search for value of mean, percentage, standard deviation, Pearson product moment 
correlation coefficient and creating the regression equation for predicting dependent variables 
through stepwise multiple regression analysis. 
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Research findings could be concluded as follows:  

1) Overall administrators of basic education schools under Mahasarakham Primary 
Educational Service Area Office 2 could have mean of administrative core competencies at a 
high level. It could be ranked in order as follows: (1) teamwork, (2) self-development, (3) 
achievement motivation and (4) good service.Overall effectiveness of total quality 
management at a high level. 

2) achievement motivation and (4) good service. Overall effectiveness of total 
quality management at a high level. 

3) Overall relationship between core competencies of school administrators and 
effectiveness of total quality management in basic education schools under Mahasarakham 
Primary Educational Service Area Office 2 was at a high level. This positive relationship was 
also found with statistical significance at the .01 level. 

3. All administrative core competencies could predict the effectiveness of total quality 
management in basic education schools under Mahasarakham Primary Educational Service 
Area Office 2, namely, (1) teamwork, (2) self-development, (3) good service and (4) 
achievement motivation. The value of multiple coefficient was at 0.89. The regression 
coefficient was all found in positive value. The predictive power was at 80 percent and the 
statistical significance was at the .01 level. These could be expressed in equation of 
unstandard and standard score as follows: 

 
Unstandardized Regression Equation 

Y =    0.31 + 0.31X4
** + 0.25 X3

** + 0.20 X2
** + 0.17 X1

**  

Standardized Regression Equation 

Z =    0.341 + 0.251 + 0.22 + 0.16  

 
Keywords :  administrative core competencies, effectiveness, total quality management   
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1.  Background and Significance of the Problem  
 The Constitution of Kingdom of Thailand (2007) stated the External Quality 

Development and Educational Standard Management, Unit 5, Section 80 (3) that the 
government had to develop every level and style of quality and standard in educational 
management in order to be relevant to the economic and social changes, providing the 
National Educational Plan, laws for National Educational Development, Development in 
Teachers and Educational Staffs’ Quality to keep pace with global society changes as well as 
inculcate the students’ awareness of being Thais, discipline, consideration in public benefit, 
and focusing on democratic system with the King as a leader (Constitution of the Kingdom of 
Thailand, 2007 )  National Economic and Social Development Plan, the 10th  Issue (2006-
2011) specified goal to develop human quality for every Thai people obtaining development 
in physical, mental, knowledge and competent, occupational skill, and being stable in 
livelihood covering every target group. In addition, policy of Ministry Team, Mr. Apisit 
Wechachiwa, the Prime Minister, hurried in investing in education and learning by 
integrating in every educational and community level using the area and school based in 
integrating every dimension focusing on assessment criterion of  the Accreditation and 
Educational Standard and Quality Assessment taking major role in alleviating the school with 
lower quality than standard as well as developing the official teachers and educational staffs 
in school in order to be good, intelligent, ethical, quality, and higher educational degree 
teachers.  So, the administrators played an important role in providing school management, 
and enhancing the teacher and student development so that it would be quality school. 
(Statement of Ministry Team’ Policy, 2008) School effectiveness and quality, were major 
factors and objectives in providing educational management successfully as objectives.  So, 
the approach of quality was the whole system as Total Quality Management: TQM, the most 
important specimen of qualitative administration and management in the present. The school 
administrators were key persons in qualitative administration and management which would 
affect the school effectiveness.  Teachers and Educational Staffs’ Rule Act, 2005, Section 79, 
and Section 80, this Act specified principle and technique in recruiting the teacher official 
and educational staffs for being appointed in position of school director assistant, and school 
director. Furthermore, the assessment of official teachers and educational staffs to have 
educational degree and promotion in Total Quality Management of school, educational 
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degree, the administrative core competency was specified to be assessed as follows:  the 
achievement oriented, good service, self-development, and team working. The school 
administrators in the age of changes, needed to have both of administration and management 
process in the core competency focusing on development in Total Quality Management of 
school, and affecting the effectiveness of development in Total Quality Management.  
Mahasarakham Primary Educational Service Area Office 2, was a work unit for basic 
educational management, being responsible in basic administration and management from 
Kindergarten Level to Basic Education Schools for people with studying age in 5 districts 
including: Wapee-patoom, Payakkapoompisai, Na-cheuk, Nadoon, and Yangsee-surach, from 
the second round of External Quality Assessment of Mahasarakham Primary Educational 
Service Area Office 2, total of 225 schools, 188 schools were certified, 37 schools were not 
certified.  (Data from the Office of Quality Accreditation in Quality Standard and Assessment 
(Mass Organization) (OSA) on the 8th September 2009)  The researcher as a staff in work 
unit of Mahasarakham Primary Educational Service Area Office 2, as a work unit for basic 
educational management, was aware and gave an importance to mission and goal in 
providing educational service focusing on developing the educational quality and standard in 
basic level as well as a staff needed to have readiness and strength in work practice efficiently 
and effectively, was interested in the administrative core competencies of school 
administrators affecting  Total Quality Management, in basic education schools under 
Mahasarakham Primary Educational Service Area Office 2, so that the , Mahasarakham 
Primary Educational Service Area Office 2 would use data as a guideline in developing the 
Total Quality Management, Mahasarakham Primary Educational Service Area Office 2, 
further.   
 
2. Research Questions 
 2.1 What levels were the administrative core competencies of school administrators in 
Basic Education Schools, and effectiveness of Total Quality Management, Mahasarakham 
Primary Educational Service Area Office 2? 
 2.2 Was there relationship between the administrative core competencies of school 
administrators, and effectiveness of Total Quality Management in Basic Education Schools, 
under Mahasarakham Primary Educational Service Area Office 2?  In what level? 
 2.3 Which aspect of administrative core competencies of school administrators was the 
predictor of effectiveness of Total Quality Management in Basic Education Schools, under 
Mahasarakham Primary Educational Service Area Office 2? 

  
3.  Research Objectives 

3.1 To study the administrative core competencies of school administrators, and 
effectiveness of Total Quality Management in Basic Education Schools, under 
Mahasarakham Primary Educational Service Area Office 2. 

3.2 To study the relationship between the administrative core competencies of school 
administrators, and effectiveness of Total Quality Management in Basic Education Schools, 
under Mahasarakham Primary Educational Service Area Office 2. 

3.3 To study the sub-variables in the administrative core competencies of school 
administrators, in Basic Education Schools which could predict the effectiveness of Total 
Quality Management, under Mahasarakham Primary Educational Service Area Office 2. 
 
4.  Research Hypotheses 

4.1 There was positive relationship between the administrative core competencies of 
school administrators, and effectiveness of Total Quality Management in Basic Education 
Schools, under Mahasarakham Primary Educational Service Area Office 2? 
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4.2 Every sub-variable between the administrative core competencies of school 
administrators, in Basic Education Schools, was a predictor on effectiveness of Total Quality 
Management, under Mahasarakham Primary Educational Service Area Office 2? 
 
5.  Research Methodology 

The design of this study was Survey Research using surveying as a technique in 
collecting data for studying the administrative core competencies of school administrators, 
affecting the effectiveness of Total Quality Management in Basic Education Schools, under 
Mahasarakham Primary Educational Service Area Office 2. 

5.1  population and samples 
1) Population using in this study included 2,233 school administrators and teachers 

in 5 Districts as: Wapee-patoom, Nadoon, Yangsee-surach, Na-cheuk, and Payakkapoompisai 
in Mahasarakham Primary Educational Service Area Office 2. 

2) The samples using in this study included the school administrators and teachers in 
Basic Education Schools, under jurisdiction of Mahasarakham Primary Educational Service 
Area Office 2, calculating the samples of school administrators and teachers by using 
Yamane’s (1960) formula, at .05 confident level.  There were 144 school administrators, and 
334 teachers.  But, for confidence of data, the researcher used samples of 150 school 
administrators, and 350 teachers, total number of school administrators and teachers was 500 
persons.  Using Stratified Random Sampling to find proportion of samples from school as 
samples, to calculate and classify for determining the proportion. 
  5.2  Variables using in this study 
          Independent Variables were the administrative core competency.  The sub-
variables were: achievement oriented, good service, self-development, and team working 
which were sub-variables of administrative core competency including: 
 1.  The Achievement Oriented  ( X1) 
 2.  Good Service ( X2) 
 3.  Self-Development ( X3) 
 4.  Team Working  ( X4 ) 
 Dependent Variable was the effectiveness of Total Quality Management. 
  5.3  Instruments using for collecting data. 
 1)  The instrument using in this study was the Questionnaire constructed by the 
researcher for asking the school administrators and teachers in Basic Education Schools, 
under Mahasarakham Primary Educational Service Area Office 2, as 5 Level Rating Scale. 
         2 )  In searching for reliability of total issue, Cronbach’s  (1990) Coefficient Alpha 
was administered, its reliability coefficient was 0.96. 
 3) For Content Validity of research instrument, it was investigated by using 
Questionnaire asking opinion from 3 experts evaluating congruence of operational definition, 
and question of each variable.  Later on, the findings were calculated to search for Index of 
Item-objective Congruence:  IOC.  The Questionnaire using in this study, its IOC was from 
0.5 up. 
 5.4 Data analysis 

For data analysis, the researcher analyzed according to research objectives as follows:  
5.4.1) For the administrative core competencies of school administrators, and the 

effectiveness of Total Quality Management in Basic Education Schools, under 
Mahasarakham Primary Educational Service Area Office 2, data were analyzed by using the 
Mean, Percentage, and Standard Deviation.   

5.4.2) For relationship between the administrative core competencies of school 
administrators, and the effectiveness of Total Quality Management in Basic Education 
Schools, under Mahasarakham Primary Educational Service Area Office 2, inferential 
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statistic to find relationship between the administrative core competencies of school 
administrators, and the effectiveness of Total Quality Management in Basic School, was 
administered by  using Pearson Product Moment Coefficient Correlation. 
 To study sub-variables of administrative core competencies of school administrators 
in Basic Education Schools, could predict the effectiveness of Total Quality Management, 
under Mahasarakham Primary Educational Service Area Office 2, analyzed by constructing 
the regression equation for predicting the dependent variables by Stepwise Multiple 
Regression Analysis. 
  
6.  Conclusions and Discussions 
 For overall and each aspect of the administrative core competencies of school 
administrators, and the effectiveness of Total Quality Management in Basic Education 
Schools, under Mahasarakham Primary Educational Service Area Office 2, they were in 
“High” level Considering each competency, found that the competency with highest level in 
order of average value were:  the team working, self-development, and achievement-oriented 
the average value was in “High” level respectively.  For the good service competency, its 
average value was in the last order with average value in “High” level. 

For overall effectiveness of Total Quality Management in Basic Education Schools, 
under Mahasarakham Primary Educational Service Area Office 2, its average value was in 
“High” level.  Considering each factor, found that the first 3 orders of effectiveness of Total 
Quality Management, were in “High” level including:  the team work and team working, the 
valuing and being interested in students, and communication as well as information usage in 
findings analysis with average value in the last order with average value in “High” level. 

For findings analysis, found that there was positive relationship of coefficient 
correlation between the administrative core competencies of school administrators, and the 
effectiveness of Total Quality Management in Basic Education Schools, total of 4 
competencies, at .01 level. Considering coefficient correlation in each competency, found 
that there was the highest relationship with value in “High” level between the administrative 
core competencies of school administrators, and the effectiveness of Total Quality 
Management in Basic School. (r = 0.71-1.00) including: the team working (X 4) (r = 0.85). 
The second order was the self-development (X3) (r = 0.82), good service (X2) (r = 0.80), and 
achievement oriented (X1) (r = 0.80) with relationship in the last order at .01 level. 

The research findings found that the administrative core competencies of school 
administrators in Basic Education Schools including:  achievement oriented, good service, 
self-development, and team working, every sub-variable was a predictor of the effectiveness 
of Total Quality Management in Basic Education Schools, under Mahasarakham Primary 
Educational Service Area Office 2, correlation coefficient of each competency were as 
follows:  the core competency in team working ( X4 ) with multiple correlation coefficient = 
0.85, the predictive value of the effectiveness of Total Quality Management in Basic 
Education Schools = 72.00%, the self-development ( X3 ) with multiple correlation 
coefficient = 0.88, the predictive value of the effectiveness of Total Quality Management in 
Basic Education Schools = 77.00%, the good service ( X2 ) with multiple correlation 
coefficient = 0.89, the predictive value of the effectiveness of Total Quality Management in 
Basic Education Schools = 79.00%, and the achievement oriented ( X1 ) with multiple 
correlation coefficient = 0.89, the predictive value of the effectiveness of Total Quality 
Management in Basic Education Schools = 80.00%, showed that total of 4 competencies 
were the predictors of the effectiveness of Total Quality Management in Basic Education 
Schools, at .01 level. The predictive equation could be written as follows: 
   Regression equation as Un-standardized score 

Y = 0.31 + 0.31X4
** + 0.25 X3

** + 0.20 X2
** + 0.17 X1

** 
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Regression equation as Standardized Score 
Z =   0.34 1 + 0.25 1 + 0.22 + 0.16  

    
7.   Recommendations  
 7.1   Recommendations from research findings 
 According to research study of the administrative core competencies of school 
administrators affecting the effectiveness of Total Quality Management in Basic Education 
Schools, under Mahasarakham Primary Educational Service Area Office 2, and analysis to 
find relationship between the administrative core competencies of school administrators and 
the effectiveness of Total Quality Management in Basic Education Schools, the researcher 
had recommendations as follows:   
 7.1.1)  Enhancing the potentiality of team work, was the important factor affecting 
Total Quality Management in Basic Education Schools, to accomplish the specified goal. 
 7.1.2)  The school administrators should have every core competencies focusing on 
team working in school to accomplish in preparing to serve the third round External Quality 
Assessment. 
 7.1.3)  Enhancing, supporting, and creating comprehension in the administrative 
core competencies of school administrators of achievement oriented for teachers and school 
administrators in order to be in  the same direction in organization, would lead to better 
quality organization. 
 7.1.4)  Basic Education Schools should enhance the team working by planning, 
following up, improving, and developing the school work plan systematically and 
continuously. 
 7.1.5)  Mahasarakham Primary Educational Service Area Office 2, should provide 
training seminar regarding to team working in order to increase potentiality for school 
administrators and teachers continuously. 
   
  7.2  Recommendations for future research 

   7.2.1) The study of administrative core competencies of school administrators in 
work line affecting the effectiveness of Total Quality Management, should be conducted. 

   7.2.2) The in-depth study of administrative core competencies of school 
administrators whether it would affect the effectiveness of Total Quality Management, in 
school passing the second round External Quality Assessment in “Very Good” level, should 
be studied. 
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Abstract 
 
Most, if not all, universities across the country have policies that deal with academic dishonesty.  
Plagiarism is one such transgression that universities have been unable to defeat and position as 
an unethical practice in the minds of students.  According to the Center for Academic Integrity, 
there is "growing evidence that students cheat and plagiarize" 
(http://www.academicintegrity.org).  Lambert, Hogan and Barton (2004) further suggest that 49 
to 70% of students admit to some form of cheating. Obviously, there is no foolproof method of 
abating plagiarism on college campuses, but we might be able to predict student motivations to 
plagiarize by understanding student attitudes toward plagiarism and their behavioral intention.  
Although individuals don't always act on intentions, intention to perform a behavior is "highly 
predictive of actual behavior" (Nabi, Southwell & Hornik, 2002, p. 429).  Thus, the purpose of 
this study is to investigate the relationship between attitude and behavior.  This study considers 
that plagiarism can be predicted and is a product of planned behavior and reasoned action.  
 
The theory of reasoned action looks at whether we can predict behavior (in this case plagiarism).  
The theory argues that the best predictor of behavior is intention – a person's willingness to 
perform that behavior. The intention is determined by the following factors:  (1) attitude toward 
behavior (plagiarism), (2) subjective norms (how people we care about view will view our 
behavior), and (3) perceived behavioral control (perceptions about the ability to perform the 
behavior).  
 
We anticipate that our study will include a convenient multidisciplinary sample of students 
enrolled in courses at CSUN in the fall 2011 semester. More than 350 students will be solicited to 
voluntarily complete a survey regarding their attitudes, subjective norms, behavioral norms and 
intentions with respect to plagiarism.  Students will be contacted via email about the study and 
will be encouraged to go to a separate web based online survey to anonymously complete a 50 
item questionnaire.  Questions will be consistent with the Theory of Reasoned Action and the 
Theory of Planned Behavior. The questionnaire will include measures related to attitude 
(personal disposition), subjective norms (perceptions relating to important people agreeing with 
their action), behavioral norms (perceptions relating to other students) and behavioral intentions 
(extent respondent would act) with respect to plagiarism.   
 
 
The following hypotheses have been developed: 
 
H1: Attitudes toward plagiarism (ATT) will be significantly related to behavioral intention (BI).  
That is, favorable (unfavorable) perceptions of plagiarism will be associated with the intention to 
(not) engage in plagiarism. 
 
H2: Subjective norms about plagiarism (SN) will be significantly related to the behavioral 
intention (BI). That is, perceptions that important people agree (disagree) with the act of 
plagiarism would be associated with the intention to (not) engage in plagiarism. 
 



Can we Predict Students’ Intentions to Plagiarize?:  
The Theory of Reasoned Action Says We Can 

 

H3: Intentions to plagiarize (BI) will be predicted by perceived behavioral control (PBC).  That 
is, ones intention to (not) engage in plagiarism will be associated with perceptions that one has 
the competency to engage in plagiarism or that barriers may inhibit or support plagiarism. 
 
H4: There will be a significant difference in the ATT, BI, SN and PBC of students who have 
been sanctioned for plagiarism and those who have never plagiarized, but no difference between 
those sanctioned and those who have never been caught plagiarizing. 
 
H5:  Personal outcome evaluation will be significantly related to attitudes, subjective norms, 
perceived behavioral control and behavioral intentions. 

Our prediction is that students will not view plagiarism as a big deal and will consider it a low 
stakes and low level offense, which will lead to students to be driven to engage in plagiarism 
because it is not as serious as murder or stealing tangible items.  We believe that there will be 
some link between behavior and behavioral intentions. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



Can we Predict Students’ Intentions to Plagiarize?:  
The Theory of Reasoned Action Says We Can 

 

 

 

Works Cited 

 

Lambert, Eric, Nancy Hogan, and Shannon Barton. “Collegiate Academic Dishonesty Revisited:  
What Have They Done, How Often Have They Done It, Who Does It, and Why Did They 
Do It?” Electronic Journal of Sociology 7.4 (2004): 1-12. ICAAP. Web 11 Aug. 2011 

Nabi, Robin L, Brian Southwell and Robert Hornik. “Predicting Intentions Versus Predicting 
Behaviors: Domestic Violence Prevention From a Theory of Reasoned Action 
Perspective.” Health Communication 14.4 (2002): 429-449. Taylor & Francis Online. 
Web. 11 Aug. 2011. 

 "Welcome to the Center for Academic Integrity." Center for Academic Integrity. Web. 11 Aug.  
2011. <http://www.academicintegrity.org/>. 

 



 

 

Generation 1.5 Asian Americans’ Transition to College: 

Challenges and Successes in Academic Literacy Development 
 

 

Soo W. Park, Ph.D., Independent Researcher 

1303A Alexander Street 

Honolulu, Hawai‘i 96826 

 

alohasoopark@gmail.com 

 

 

ABSTRACT 

This exploratory case study with quantitative and qualitative data aimed to more fully 

understand the experiences, challenges, and successes of Generation 1.5 Asian American 

students in Hawaii’s public high schools and colleges. Data analysis was conducted through three 

main theoretical lenses: 1) writing as a mode of learning, 2) social justice education, and 3) 

language socialization theories of English language learners.  

 Social justice education includes principles of equity, activism, and social literacy 

(Ayers, Quinn, and Stovall, 2009). In the realm of composition, teaching for social justice, 

ideally, would mean teaching students that writing can be a tool to overcome injustices to 

empower themselves. However, Generation 1.5 students are “shut out” from socially and 

academically interacting with higher achieving native English speakers (Frodesen, 2009; Murie 

& Fitzpatrick, 2009). Even in colleges, Generation 1.5 language socialization issues in 

composition studies have been largely ignored (Matsuda & Matsuda, 2009). This is a problem 

since in order to gain academic literacy, students need formal and informal interaction (Gee, 

1987) and exposure to models in natural, meaningful settings in indirect and direct teaching-

learning situations (Van Schalkwyk, Bitzer, & Van der Walt, 2009).  

Surveys of 261 public high school graduates taking first year composition courses at two 

community colleges and one four-year university were used to identify 30 Generation 1.5 Asian 

American students for potential interviews. Nine students and eight faculty members from the 

three campuses were interviewed for this study. 

Findings indicated a lack of access to rigorous college preparatory courses for Generation 

1.5 students that make their transition to college and their academic literacy development a 

challenge. The study showed that more writing to learn, in addition to learning to write, and 

increased integration of the writing process in high schools are needed to help Generation 1.5 

students better transition to college. In colleges, instruction and expectations at community and 

four year colleges were varied, and instructors sometimes had limited awareness of Generation 

1.5 academic literacy development. More articulation between colleges and high schools is 

recommended to better serve the needs of Generation 1.5 Asian American students in Hawaii’s 

public schools. 
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Abstract  
      

     Teaching and learning are at the very heart of worldwide universities and 
colleges.Teachers are the single greatest influence in a student's academic performance. 
Quality teaching gives the priority to maintain teaching of the highest standard and to 
ensure that students, from their studies, are able to gain knowledge, skills and experience 
which are of lifelong value. 

This study identified and compared faculty and student perceptions on academic 
value, instructor enthusiasm and organization of teaching effectiveness. The research was 
conducted by 4504 college students and 853 faculty from Taiwan and China universities. 
The study survey was from Marsh’s Students’ Evaluation of Educational Quality (SEEQ), 
and the survey items employed a five-point Likert scale format. Data collection included 
748 faculty and 3504 students from Taiwan and China universities.  

A two-way ANOVA procedure was conducted regarding raters (faculty and 
students) in Taiwan and China, institution types, course types (general education, 
management, and engineering courses), and their interaction effects. Significant 
differences between students and faculty perceptions of teaching effectiveness were 
found in several variables. For example, Students in China tended to have more positive 
perceptions than did their counterparts in Taiwan in learning/academic value. China 
instructors in general education courses rated themselves higher than students rated them 
in learning/academic value, organization/clarity. Faculty in management courses rated 
themselves higher in learning/academic value and organization/clarity than did their 
students.  
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The researcher recommended that quality universities facing rapid change 
related to global and technological impacts should have a systematic faculty development 
program for the improvement of teaching, and for producing and marketing excellence in 
teaching as a primary institutional goal. Normative differences among students and 
faculty across academic fields and cultures requires regular faculty, student, and 
administration sensitive communication to keep teaching excellence goals, practices, and 
perceptions dynamic and focused on producing desired student achievement.  
 
Keywords: college teaching, teaching effectiveness, academic/learning value, instructor 
enthusiasm, organization/clarity. 
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Introduction 
 

 The traditional and fundamental missions of institutions of higher education are 

the importance of good teaching has been emphasized since the earliest of colleges and 

universities. Teaching effectiveness has generally been explored through the use of 

end-of-course evaluations in which students rate the effectiveness of their teachers. 

McKeachie (1997), Pintrich, Lin and Smith (1986) reviewed the literature to find out 

what effective teachers do. The characteristics they found to be most important are: “(a) 

high levels of interaction with students outside the classroom, (b) striving to make 

courses interesting, (c) using frequent examples and analogies in teaching, (d) referring 

to contemporary issues, and (e) relating content to other fields of study” (p. 83). The 

researchers concluded that teaching effectiveness is dependent on the students, the 

content, and the goals of teaching, as well as on instructor characteristics.  

Excellence and leadership in teaching can be attributed to: engaging the desire to 

learn, eliminating obstacles to learning, increasing opportunities for success, offering 

positive guidance and direction, empowering through high expectations, and motivating 

toward independence (Gillett-Karam, 1994).  

Effective teaching is related to student learning and deals with establishing 

conditions for facilitating learning. Effective teachers are dedicated and exceptionally 

well organized. They are systematic in their teaching in the following ways: 

student-oriented, subject matter experts, vary their teaching methods, explain effectively, 

motivate students, enthusiastic, and keep up-to-date (Guskey & Easton, 1983; Valek, 

1988).  

College teacher quality has become an area of growing concern on college 
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campuses in the world. Likewise, colleges or universities in Taiwan and China face 

increasing pressure from the consumerism of students and parents and the call for 

accountability by government. Ryan and Harrison (1995) indicated that the status of 

teaching is slowly changing and becoming increasingly important to the mission of 

higher education. Subsequently, the renewed emphasis on teaching, however, makes it 

imperative that effective and credible measures of teaching quality are implemented. 

Barnsley (1992) identified the 10 most commonly mentioned characteristics of 

effective college teachers. The teacher is student-oriented, has a thorough knowledge of 

subject matter, uses a variety of teaching methods, possesses good communication 

skills/explains effectively, motivates/inspires students, is organized /plans well, has an 

inborn capacity/is dedicated to/enjoys teaching, is enthusiastic, has broad scholarship, 

and keeps up to date in the field.  

In recent years, when personal qualities are emphasized, effective instructors are 

described as enthusiastic, energetic, approachable, open, imaginative, and possessing a 

sense of humor (Cashin, 1995; Braskamp, Brandenburg, & Ory, 1984). A satisfied 

student doesn’t always imply that the instructor is being enthusiastic, organized or the 

course is relevant. However, when teacher self-perceptions do not equal student 

perceptions of the class, effective teaching quality may not be taking place. If the teacher 

is ineffective, Fitzgeraed (1979) concluded that faculty members are more likely to 

change teaching practices as a result of student evaluation than as a result of peer 

evaluation. Do college students perceive what the teacher thinks they perceive? When 

college teachers inspire class members to think, it is an excellent learning session, 

however, do their students have the same perceptions? Or, are the teachers deluding 
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themselves? 

The purpose of the study was to accomplish the following:  

1. To identify and compare faculty and students perceptions on learning value, 

teaching enthusiasm and organization in Taiwan and China;  

2. To analyze any differences in responses of faculty and students regarding 

general education, management and engineering courses. 

 

Literature Review 

 

New Challenges of Teaching Effectiveness 

Ever increasing higher education costs, older students looking for employment 

survival, thousands of under-prepared traditional students, unparalleled diversity, 

decreasing financial support, and criticism of higher education and its teachers are the 

challenges of today (Frye, 1994). These challenges demand that college teaching be 

effective. Weimer (1990) believed that with the critical look at higher education in 

society, improving college teaching is essential. Consumers of higher education have 

been asking serious questions about teaching and whether or not it has been effective and 

if they are getting their monies worth. State legislatures have critically at education and 

demanding some type of accountability and assessment results to prove that funding for 

higher education programs is appropriate. Teaching is becoming an even more 

complicated process that involves a wide range of variables. These changes, as well as 

the increasing accountability of higher education to society and to legislatures, require 

instructors to be well prepared to meet the challenges of teaching in this environment 
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(Greive, 1991).  

The information explosion is a reality and the content of courses is also exploding 

with new information everyday (Weimer, 1990). More and more essential information 

needs to be fit into courses that are the same length of time. Students need to learn the 

academic content of their courses and learn skills to handle the massive amount of 

information available in general, i.e., via Internet. Students need to learn how to think 

critically, how to analyze, synthesize, and evaluate information, how to question, and 

how to articulate ideas clearly (Farquharson, 1995; Weimer, 1990). 

To help prepare students to be productive citizens in today’s society, Farquharson 

(1995) emphasized that effective instructors should teach questioning and critical 

thinking skills. Faculty should encourage their students to frame questions that have 

personal relevance and pursue answers to those questions. 

Characteristics of Teaching Effectiveness and Quality 

What is good teaching? How can effective teaching be defined? Can excellence in 

teaching be measured? Questions of this kind have been asked for centuries, and they 

now embody a key issue in the minds of politicians and civic leaders as the debate on 

merit pay for faculty seem to be escalating. 

Unfortunately, there is no set of easy answers to these questions. An overview of 

recent literature on teaching effectiveness revealed no standard, commonly agreed on 

definition, or list of effective teaching qualities. Most studies have tended to emphasize 

qualities such as knowledge and organization of the subject matter, skills in instruction, 

and personal qualities and attitudes that are useful when working with students (Cashin, 

1995; Braskamp, Brandenburg, & Ory, 1984). When personal qualities are emphasized, 
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effective instructors are described as enthusiastic, energetic, approachable, open, 

imaginative, and possessing a sense of humor. When teaching skills and mastery of 

subject matter are emphasized, effective instructors are described as being masters of the 

subject matter, organized and emphasizing important concepts, able to clarify ideas and 

point out relationships, able to motivate students, able to pose and elicit useful questions 

and examples, being creative or imaginative, and being reasonable and fair (Coffey, & 

Graham, 2001). 

Chickering and Gamson (1987) produced their seven principles for good teaching 

practices in undergraduate education. First, frequent student-faculty contact should be 

both informal and formal, in and out of class. Second, faculty should increase 

opportunities for interaction between them and the student. Third, active rather than 

passive learning should be encouraged. Fourth, students should receive prompt and 

constructive feedback to increase learning. Fifth, students and faculty should be 

encouraged to effectively use their time both in-class and outside of class. Sixth, clear 

communication of high expectations increases student learning. Seventh, instructors must 

recognize that students vary in the ways they learn. A variety of instructional methods 

should be used.  

Researchers and practitioners (Abrami & d’Apollonia, 1991; Cashin & Downey, 

1992; Feldman, 1997; Marsh & Baiey, 1993; Marsh & Roche, 1993) agree that effective 

teaching is an involved, complex process and should be viewed as a multidimensional 

construct (i.e. organization, enthusiasm, knowledge of subject matter, communication). 

Seldin (1999) suggested the following qualities of effective teachers and teaching: 

1. Treat students with respect and caring. 
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2. Provide the relevance of information to be learned. 

3. Provide clear expectations for assignments. 

4. Draw inferences from models and use analogies. 

5. Use active hands-on student learning. 

6. Offer real-world, practical examples. 

7. Communicate in a way that is understandable to their students. 

8. Present themselves in class as “real people.” 

9. Vary instructional modes. 

10. Create a class setting that is comfortable for students. 

11. Provide frequent feedback to students on their performance. 

12. Use feedback from students and others to assess and improve their teaching. 

13. Reflect on their own classroom performance in order to improve. 

Marsh and Roche (1997) noted that repeated analyses of items on the Students’ 

Evaluation of Educational Quality (SEEQ) form identify nine teaching factors, including 

Individual Rapport and Instructor Enthusiasm. In a factor analysis of 458 items on 17 

different student rating forms, d’Apollonia and Abrami (1997b) identified one of four 

factors of effective teaching to consist of behaviors related to concern for students, 

respect, and tolerance. 

Learning value 

Teaching is the art of shaping and molding students to become lifelong learners in 

a challenging world. Learning is acquiring new or modifying existing knowledge, 

behaviors, skills, values, or preferences and may involve synthesizing different types of 

information (wikipedia, 2011).  
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Classrooms can be stimulating, intellectually challenging environments where 

students drive the learning. If students are able to test ideas in a stimulating and 

intellectually challenging environment, they can learn something which they consider 

valuable (G. Nise,2011). Teacher provides a learning environment that is intellectually 

challenging and stimulating which brings out the best out of every student. Student 

will interest in the subject and gain more understandable the subject materials. 

Teacher enthusiasm  

     Enthusiasm has been identified as an important characteristic of effective teachers 

(Brophy & Good, 1986). Collins (1978) identified teacher enthusiasm by eight elements: 

a) rapid, uplifting, varied vocal delivery; b) dancing, wide open eyes; c) frequent, 

demonstrative gestures; d) varied dramatic body movements; e) varied emotive facial 

expression; f) selection of varied words; g) ready, animated acceptance of ideas and 

feelings; and h) exuberant over-all energy level. Good instructor is enthusiastic about 

teaching the class, dynamic and energetic, motivates students through enthusiasm for the 

subject, and the style of presentation held student interest during class. 

Teacher who showed enthusiasm towards the course and students can get a 

positive learning. Teacher who show enthusiasm can lead to students are more likely to 

be engaged, interested, energetic, and curious about learning (G.Nise, 2011). Baur (2002) 

interviewed 130 college chemistry students after completing their first general chemistry 

class and asked them to describe their high school chemistry teacher and course. Data 

from the surveys was grouped into categories with five different "types" of high school 

chemistry courses emerging. The category with the most positive response from students 

included descriptions of an "enthusiastic teacher." Most people agree that one of the 

qualities of an effective teacher is enthusiasm (Wiki, 2011).  
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Teacher organization/clarity 

McCaleb & White (1980) created five low-inference teacher clarity behaviors: 

sequencing, explaining, understanding, structuring, and presenting. Chesebro’s (2003) 

stated “Clear Teacher Profile” (p. 136), which describes clarity in terms of structural (e.g., 

organized transitions) and verbal clarity (e.g., using relevant examples).  

Previous research has showed that teacher organization and preparation and 

clarity continually stand out in terms of teacher’s positive associations with student 

learning achievement. Feldman (1997) stated that instructor organization involves 

teaching activities intended to structure material into units more readily accessible for 

students’ long-term memory. An outline for the lecture provides encoding schemata and 

advanced organizers which enable students to incorporate new, incoming material into 

existing structures.  

Lecture listening is one of the most challenging cognitive tasks faced by college 

students (Ryan, 2001), As lecture cues, teacher clarity behaviors range from explicit 

advance organizers and structured transitions (Titsworth, 2001a) to the use of relevant 

examples for students (Cruickshank & Kennedy, 1986). Previous studies have used 

self-report measures to assess students’ perceptions of affect toward a class, instructor, 

and content matter (Chesebro, 2003). Good instructor’s explanations are clear, class 

materials are well prepared and carefully explained, proposed objectives agree with those 

actually taught, and presentations are given that facilitated taking notes.  
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Method 

Participants  

A total of 5357 undergraduate students and instructors from Taiwan and China 

participated in the study. There were 4504 students enrolled in taking general education 

courses, management courses, and engineering courses; and 853 full-time instructors 

who participated. Among those, 2510 students are from Taiwan and1994 students from 

China. While there were 561 instructors from Taiwan and 292 instructors from China. 

The sample from the same population for the study was randomly selected.  

Instrumentation 

The survey instrument employed to collect data for the study was developed by 

Marsh, H. W. (1987), Students’ Evaluation of Educational Quality (SEEQ). The SEEQ 

instrument was slightly modified in several ways to measure factors including 

Learning/Academic value, Instructor enthusiasm, Organization/Clarity, It has been 

shown to reliably discriminate between teachers and to provide a valid measure based on 

a number of indicators of effective teaching (Marsh, 1987). It has also been supported by 

more than 30 exploratory factor analyses that have demonstrated the generalizability of 

the SEEQ factor structure across different levels of teaching and across different 

academic disciplines (Marsh, 1983. 1984. 1987; Marsh & Hocevar, 1991). 

The survey instrument consists of two parts. Part one conducted a five-point Likert 

scale that ranges from “1” representing Strongly Disagree to “5” representing Strongly 

Agree, which are incorporated into three variables or subscales. Part two contains related 

background units and class characteristics. The instrument was slightly modified to better 

adapt to an Asia college setting and also adapt to obtain faculty perceptions.  
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Data Collection 

Data were collected during the last four weeks of the spring semester of June 

2011. At that point, the student have been exposed to the teaching of their teachers for at 

least 12 weeks, giving them ample time to make judgments about learning value, teacher 

enthusiasm, and organization for the courses. Participating students in the study were 

asked to deposit the completed surveys in a large envelope on the table of the classroom. 

The teacher of each class selected were requested to distribute the survey packets to each 

student in the class, collect the completed survey from the envelopes, and then forward 

them to the researcher via an enclosed pre-stamped, self-addressed envelope. The 

surveys were labeled for each course at each country.  

Data Analysis 

The study used the data gathered by the survey instrument to answer the research 

questions. The background unit was made using descriptive statistics. Two-way analyses 

of variance (ANOVAs) were used to generate responses to research questions. The first 

step of the ANOVA was if one or more of the overall tests of the main and interaction 

effects were significant, various follow-up tests could be conducted. The choice of which 

follow-up procedure to conduct depends on which effects were significant. If the 

interaction effect was significant, follow-up tests can be conducted to evaluate simple 

main effect and interaction comparisons. If the interaction effect was not significant, the 

focus switches to the main effects. If a main effect for a factor with more than two levels 

was significant, then follow-up tests using Tukey’s HSD approach can be conducted. 

The Statistical Package for Social Sciences (SPSS 17.0 for windows) was 

employed for all data analyses.  
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Results 

Response Rate 

The survey was conducted with two selected countries, Taiwan and China with a 

total of 5357 faculty and students. There were 4802 (89.63%) participants provided 

usable responses to the instrument. Of the 4504 students surveyed, 4023 (89.32%) 

students provided usable responses to the instrument. Of the 853 faculty surveyed, 779 

(91.32%) faculty provided usable reposes to the instrument.  

Differences in Perceptions of learning value by Raters and Countries 

The results of the ANOVA as presented in Table 1 indicates a significant main 

effect for raters, F (1, 4772) =121.11, p = .000, and for institutions, F (1, 4772) =14.12, p 

= .000, and a significant interaction effect between raters and countries, F (1, 4772) 

=21.10, p = .000. Table 2 shows that there was a significant difference between students 

and instructors in Taiwan, F (1, 4772) = 154.30, p = .000, with instructors having a 

significantly higher perception of Learning Value than students in Taiwan, and there was 

a significant difference between students and instructors in China, F (1, 4772) = 16.96, p 

= .000, with instructors having a significant higher perception of Learning Value than 

students in Taiwan. In addition, there was a significant difference between Taiwan and 

China students, F (1, 4772) = 141.90, p = .000, with Taiwan students having a significant 

higher perception Leaning/Academic Value than China students, but there was no 

significant difference between Taiwan and China instructors, F (1, 4772) = .20, p = .655. 
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Table 1 

Comparison of Perceived Leaning Value by Raters and Countries 

 
 
Source 
 

 
Sum of 
Squares 

 
 

df 
 

 
Mean 
Square 

 
 

F 

 
 
p 

Raters   76.43    1 
 

76.43 121.11 .000* 

Countries    8.91    1 
 

 8.91  14.12 .000* 

Interaction   13.32    1 
 

13.32  21.10 .000* 

Error 4046.30 4772 
 

  .63   

Total 4222.544 4781 
 

  
      

*p < .025 
 

Table 2 
 
Results of Simple Main Effect of Leaning Value Raters and Countries 

 
 
Sources of Variation 

 
Sum of 
Squares 

 
 

df 
 

 
Mean 
Square 

 
 

F 

 
 

p 

      
Raters Within Taiwan   97.38    1 97.38 154.30 .000* 

Raters Within China   10.71    1 10.71  16.96 .000* 

Institutions Within Students   89.55    1 89.55 141.90 .000* 

Institutions Within Instructors     .13    1   .13    .20 .655* 

Within Residual 4046.30 4772   .63   

 
* p < .006 
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Differences in Perceptions of Instructor Enthusiasm by Raters and Countries 

The results of the ANOVA as presented in Table 3 indicate there was a significant 

main effect for raters in Taiwan and China, F (1, 4772) =129.74, p = .000, with 

instructors having a significantly higher perception of instructor enthusiasm than students, 

and that a significant main effect for countries, F (1, 4772) =15.39, p = .000, with 

students and instructors in China having higher perception than students and instructors 

in Taiwan. But there was no significant interaction effect between raters and institutions, 

F (1, 4772) =1.76, p = .185.  

Table 3 

Comparison of Perceived Instructor Enthusiasm by Raters and Countries 

 
 
Source 
 

 
Sum of 
Squares 

 
 

df 
 

 
Mean 
Square 

 
 

F 

 
 
p 

Raters   96.95    1 
 

96.95 129.74   .000* 

Countries   11.50    1 
 

11.50 015.39    .000** 

Interaction    1.31    1 
 

 1.31   1.76  .185 

Error 4238.94 4772 
 

  .75   

Total 4382.40 4781 
 

  
      

 

*p < .025 

Differences in Perceptions of Organization /Clarity by Raters and Countries 

The results of the ANOVA as presented in Table 4 indicate a significant main 

effect for raters in Taiwan and China, F (1, 4772) =148.91, p = .000, with instructors 

having a significantly higher perception of Organization/Clarity than students. There was 
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a significant main effect for countries, F (1, 4772) =7.36, p = .007, with students and 

instructors in China having higher perception than students and instructors in Taiwan. 

But there was no significant interaction effect between raters and institutions, F (1, 4772) 

=3.78, p = .052.  

Table 4 

Comparison of Perceived Organization /Clarity by Raters and Countries 

 
 
Source 
 

 
Sum of 
Squares 

 
 

df 
 

 
Mean 
Square 

 
 

F 

 
 

p 

Raters   99.54    1 
 

99.54 148.19  .000* 

Countries    4.95    1 
 

 4.95   7.36  .007* 

Interaction    2.54    1 
 

 2.54   3.78 .052 

Error 4113.68 4772 
 

  .67   

Total 4249.58 4781 
 

  
      
 

* P < .025 
 
 
Differences in Perceptions of Learning Value for Course Types in Taiwan  

The results of the ANOVA as presented in Table 5 indicates a significant main 

effect for raters, F (1, 1214) =137.57, p = .000,with instructors having a significantly 

higher perception of Learning/Academic Value than students in Taiwan. But there was no 

significant main effect for courses, F (2, 1214) =.23, p = .794, and that no significant 

interaction effect between raters and courses, F (2, 1214) =.38, p = .685. 
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Table 5 

Comparison of Perceived Learning Value in Taiwan by Raters and Courses 

 
 
Source 
 

 
Sum of  
Squares df 

 

 
Mean  

Square 

 
 

F 

 
 
p 

Raters  82.92   1 
 

82.92 137.57 .000* 

Courses    .28   2 
 

  .14    .23 .794* 

Interaction    .46   2 
 

  .23    .38 .685* 

Error 938.82 1214 
 

  .60   
 
Total 1037.48 1231 

 
   

      
 
* p < .025 
 
 
Differences in Perceptions of Instructor Enthusiasm for Course Types in Taiwan  

 

The results of the ANOVA as presented in Table 6 indicate a significant main 

effect for raters, F (1,1214) =82.26, p = .000, with instructors having a significantly 

higher perceptions of Instructor Enthusiasm than students in FEC, but there was no 

significant main effect for courses, F (2, 1214) = .99, p = .377. In addition there was no 

significant interaction effect between raters and courses, F (2, 1214) =1.47, p = .231.  
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Table 6 

ANOVA of Perceived Instructor Enthusiasm in Taiwan by Raters and Courses 

 
 
Source 
 

 
Sum of  
Squares df 

 

 
Mean  
Square 

 
 

F 

 
 
p 

Raters 
 

 63.002 
 

  1 
 

63.002 
 

82.258 
 

.000* 

Courses 
 

  1.497 
 

  2 
 

  .749 
 

  .978 
 

.377* 
 
Interaction 

 
  2.248 

 
  2 

 
 1.124 

 
 1.468 

 
.231* 

 
Error 

 
1084.726 

 
1214 

 
  .766 

  

 
Total 

 
1270.143 

 
1231 

   

      
 
* p < .025 

 

Differences in Perceptions of Organization/Clarity for Course Types in Taiwan  

 

The results of the ANOVA as presented in Table7 indicate a significant main 

effect for raters, F (1, 1214) =97.25, p = .000, with instructors having a significantly 

higher perception of Organization/Clarity than students in Taiwan, but there was no 

significant main effect for courses, F (2, 1214) =3.14, p = .044. In addition there was no 

significant interaction effect between raters and courses, F (2, 1214) = 1.19, p = .306.  
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Table 7 

Comparison of Perceived Organization/Clarity in Taiwan by Raters and Courses 

 
 
Source 
 

 
Sum of  
Squares df 

 

 
Mean  
Square 

 
 

F 

 
 
p 

 
Raters 

 
 66.37 

 
  1 

 
66.37 

 
97.25 

 
.000* 

 
Courses 

 
  4.29 

 
  2 

 
 2.15 

 
 3.14 

 
.044* 

 
Interaction 

 
  1.62 

 
  2 

 
  .81 

 
 1.19 

 
.306* 

 
Error 

 
1010.13 

 
1214 

 
  .68 

  

 
Total 

 
1208.87 

 
1214 

   

      
 
* p < .025 
 
 
Differences in Perceptions of Learning Value in China by Raters and Course Types 

The results for the ANOVA as presented in Table 8 shows there was a significant 

difference between students and instructors in China general education course, F (1, 1025) 

= 17.90, p = .000, and in management course, F (1, 1025) = 10.17, p = .001, with 

instructors having a significantly higher perception of Learning Value than students. But 

there was no significant difference between students and instructors in China engineering 

courses, F (1, 1025) = .078, p = .780. In addition, there was a significant difference on 

perceived Learning Value among courses within China students, F (2, 1025) = 7.62, p 

= .000, but there was no significant difference in Learning Value among courses within 

China instructors, F (2, 1025) = 2.25, p = .106.  
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Table 8 
 
Results of Simple Effect for Perceived Learning Value in China by Raters and Courses  
 
 
Sources of Variation 

 
SS 

 
df 

 
MS 

 
F 

 
p 

 
Raters within General Education

 
  11.66 

 
  1 

 
 11.66 

 
17.90 

 
.000* 

 
Raters within Management 

 
   6.63 

 
  1 

 
  6.63 

 
10.17 

 
.001* 

 
Raters within Engineering 

 
5.86E-02 

 
  1 

 
5.86E-02

 
  .08 

 
.780 

 
Courses within Students 

 
   9.93 

 
  2 

 
  4.97 

 
 7.62 

 
.001* 

 
Courses within Instructors 

 
   2.93 

 
  2 

 
  1.47 

 
 2.25 

 
.106 

 
Within Residuals 

 
 771.21 

 
1025 

 
   .65 

  

 
* p < .005 
 

 

Table 9 indicates only a significant difference existed between management and 

engineering courses, F (1,1025) = 13.28, p = .000, with engineering students had more 

positive perception of Learning/Academic Value than management students. 
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Table 9 

Follow- up Test for Perceived Learning Value in China by Raters and Courses 

 
Sources of Variation 

 
SS 

 
df 

 
MS 

 
F 

 
p 

 
GE vs. Mgmt within Students 

 
  2.06 

 
  1 

 
2.06 

 
 3.15 

 
.076 

 
GE vs. Eng within Students 

 
  3.78 

 
  1 

 
3.78 

 
 5.79 

 
.016 

 
Mgmt vs. Eng within Students 

 
  8.65 

 
  1 

 
8.65 

 
13.28 

 
.000* 

 
GE vs. Mgmt within Instructors 

 
   .93 

 
  1 

 
 .93 

 
 1.43 

 
.232 

 
GE vs. Eng within Instructors 

 
  2.89 

 
  1 

 
2.89 

 
 4.43 

 
.036 

 
Mgmt vs. Eng within Instructors 

 
   .47 

 
  1 

 
 .47 

 
  .71 

 
.399 

 
Within Residuals 

 
771.21 

 
1025 

 
 .65 

  

*p < .001  

 

Differences in Perceptions of Instructor Enthusiasm in China by Raters and Course 

Types 

The results of the ANOVA as presented in Table 10 indicates a significant main 

effect for raters, F (1,1025) = 47.84, p = .000, with instructors had a higher perception of 

Instructor Enthusiasm than students. But there was no significant main effect for courses, 

F (2, 1025) = 1.36, p = .258, and no interaction effect between raters and courses, F (2, 

1025) = 2.76, p = .064.  
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Table 10 

Comparison of Perceived Instructor Enthusiasm in China by Raters and Courses 

 
 
Source 
 

 
Sum 

Squares 
 

df 
 

 
Mean 

Square 

 
 

F 

 
 

p 

Raters  33.64  1 
 

33.44 47.84 .000* 

Courses   1.90   2 
 

  .95  1.36 .258* 

Interactions   3.86   2 
 

 1.93  2.76 .064* 
 
Error 689.35 1025 

 
  .70   

 
Total 864.93 1029 

 
  

      
 
* p < .025 

Differences in Perceptions of Organization/ Clarity in China by Raters and Course 

Types 

The results of the ANOVA as presented in Table 11 indicates there was a 

significant difference between students and instructors in China general education course, 

F (1, 1025) = 39.73, p = .000, and in management course, F (1, 1025) = 11.49, p = .001, 

with instructors having a significantly higher perception of Organization/ Clarity than 

students. In addition, there was a significant difference in Organization/Clarity among 

courses within China students, F (2, 1025) = 11.56, p = .000. As shown in Table 12, 

China students in engineering courses had more positive perception of 

Organization/Clarity than those in the general education courses, F (1, 1025) = 22.99, p 

= .000.  
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Table 11 
 
Results of Simple Effect for Perceived Organization in China by Raters and Courses  
 
 
Sources of Variation 

 
SS 

 
df 

 
MS 

 
F 

 
p 

 
Raters within General Education

 
 25.32 

 
  1 

 
25.32 

 
39.73 

 
.000* 

 
Raters within Management 

 
 07.32 

 
  1 

 
 7.32 

 
11.49 

 
.001* 

 
Raters within Technology 

 
  3.14 

 
  1 

 
 3.14 

 
 4.93 

 
.027 

 
Courses within Students 

 
 14.73 

 
  2 

 
 7.36 

 
11.56 

 
.000* 

 
Courses within Instructors 

 
  1.22 

 
  2 

 
  .61 

 
  .96 

 
.385 

 
Within Residuals 

 
760.65 

 
1025 

 
  .64 

  

* p < .005 
 

Table 12 

Follow- up Test for Perceived Organization in China by Raters and Courses 
 
Sources of Variation 

 
SS 

 
df 

 
MS 

 
F 

 
p 

 
GE vs. Mgmt within Students 

 
  3.50 

 
  1 

 
 3.50 

 
 5.50 

 
.019 

 
GE vs. Eng within Students 

 
 14.65 

 
  1 

 
14.65 

 
22.99 

 
.000* 

 
Mgmt vs. Eng within Students 

 
   .72 

 
  1 

 
  .72 

 
 1.12 

 
.290 

 
GE vs. Mgmt within Instructors 

 
   .26 

 
  1 

 
  .23 

 
  .40 

 
.527 

 
GE vs. Eng within Instructors 

 
  1.22 

 
  1 

 
 1.22 

 
 1.91 

 
.167 

 
Mgmt vs. Eng within Instructors 

 
   .32 

 
  1 

 
.32 

 
  .50 

 
.482 

 
Within Residuals 

 
760.65 

 
1025 

 
.64 

  

 
*p < .001 
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Discussion and Conclusions 

This study has two purposes. The first is to identify and compare faculty and 

student perceptions of learning value, teacher enthusiasm and organization in Taiwan and 

China. The second purpose is to analyze any differences in responses of faculty and 

students, considering courses in general education, management, and engineering. 

Perceptions of Learning Value, Teacher Enthusiasm and Organization between Faculty 

and Students in Taiwan and China 

It is surprising to the researcher that there are a great number of significant main 

effects and interaction effects between the two countries. In spite of significant main 

effects and interaction effects that abounded in this study, faculty perceptions across the 

two countries are almost similar to each other. Perhaps the most conspicuous finding to 

emerge from this study is that the China students tended to have much higher perceptions 

than Taiwan students in learning/academic value. 

This probably would relate to student social and education backgrounds, 

psychological cognition and learning expectations and exposure to China students. 

Because the China higher education participation rate was at just over 14% of gross 

enrollment, this rate is very low in comparison with other faster-growing East Asian 

economies such as 99% in Taiwan and 30% in Hong Kong. Therefore, the Chinese 

government has placed priority within the education sector for rapid expansion and 

improvement of higher education to upgrade teaching quality (Hau, 2005). The China 

students have been brought up in more authoritative atmosphere prevalent in China than 

have Taiwan students experienced. The China students have been conditioned highly to 

respect their faculty (Hau, 2005).  Another possible explanation might regard 
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expectations. According to Marsh and Dunkin (1992), Perry, Abrami, Leventhal,and 

Check (1979), they reported that student expectations influence their ratings: students 

who expect a course or teacher to be good generally find their expectations confirmed. In 

addition, maybe, some groups of students are quite strongly clustered in terms of their 

learning styles and expectations. This may lead to “two peaks” Likert scales, with one 

group being much more satisfied than another, according to how closely their learning 

styles match the teaching styles of the instructors (Tymms, 1992).   

Generally speaking, faculty in the two countries rated themselves higher than 

students rated them. This finding is supported by Centra (1973) who wrote that there was 

a tendency for teachers to give themselves better ratings than their students did. Marsh, H. 

W., & Roche, L. A. (1994) reached the same conclusion from their study in improving 

teaching effectiveness.  

Perceptions of Learning Value, Teacher Enthusiasm and Organization between Students 

and Faculty in Taiwan 

Discrepancy between Taiwan students and faculty in perceptions was interesting. 

The significant difference between faculty and students is probably closely linked to the 

outcome of using questionnaires to improve teaching or to assure quality. If students 

have the opportunity on a confidential survey to express their opinions, they may do so 

and vary from the opinions that their teachers might best prefer.  

Although faculty has higher perceptions than their students regarding learning 

value, teacher enthusiasm and organization, it doesn’t matter with courses. This may be 

in part due to the differential nature of the content in the three types of courses, and that 

student learning expectations are a major issue affecting rating feedback (Tymms, 1992).  
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Perceptions of Learning/Academic Value between Students and Faculty in China 

The most striking finding to appear from views between the China faculty and 

students showed significant interaction effects between faculty and students on the 

learning/academic Value and organizations/clarity. Regarding learning/academic value, 

this categories related to the class being intellectually challenging and stimulating, 

learning something valuable, the subject matter being understood, and increasing interest 

in the subject matter as a result of having taken the class. Faculty in general education 

and management courses rated themselves higher than did their students. However, there 

were similar views between faculty and students in engineering courses. Moreover, 

students in engineering courses perceived more definitely than students in management 

courses. The explanation may link to student hope and exposure to engineering courses. 

In essence, this dimension denotes subjective feelings of success gained through 

participation in a course and/or at the hands of a particular teacher.  

Students who are challenged and stimulated, who consider their learning through 

the course to have been worthwhile, whose interest in the subject was increased, who are 

conscious of having understood the subject matter and who generally rate the course 

highly are clearly expressing feelings of satisfaction with their achievement and pleasure 

with the challenge of the learning tasks. Maybe instructors in engineering courses just 

reach their students expectations. 

Perceptions of Organization/Clarity between Students and Faculty in China 

This category focused on the instructor’s explanations being clear, class materials 

that were well prepared, proposal objectives agreeing with those actually taught, and 

instructor-giving presentations that facilitated taking notes. Faculty in general education 
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and management courses recognized themselves as more upbeat than their students rated 

them. Faculty and students in engineering course had no significant differences. However, 

students in engineering courses had higher perceptions than did students in general 

education. Earlier reports showed that general education courses were rated higher or 

more definitively than were engineering courses because it seems “required” courses 

were more prevalent than were engineering courses (Chang, 1997; Feldman, 1978; 

Marsh, 1987; Scherr & Scherr, 1990).  

Wachtel (1998) found that the difference between general education and 

engineering courses is that students are likely more interested in elective courses than in 

required courses. This research reflected that although all courses in China colleges were 

required, but engineering courses were still rated higher than general education courses. 

Perhaps, students in engineering courses perceived that their instructors would “cue” 

them about the organization of subject matter. Concrete-sequential engineering faculty 

may participate more than other faculty in providing advanced organizers, pointing out 

practical applications of concepts, inducing appropriate information of linkages between 

new material and material previously learned, and explaining subject matter in familiar 

colloquial language. These teaching functions have become associated with 

teacher-directed instruction that has become widely accepted in concrete-sequential 

content fields.  

General education courses may be less concrete and range across many 

knowledge bases. Instructor methods may also vary considerably in these courses. Some 

general education courses may have perennial content and others have new material 

every semester. There may be less consistent student expectations in how instruction will 
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be delivered. Maybe, it is a warning for general education faculty to better teaching style. 

The following conclusions are based on the results from the statistical analyses of 

the data and the reported findings of this study. 

1.  Student perception and faculty self-perception in the area of 

Learning/Academic Value are significantly different between the two countries. Faculty 

in both countries rated themselves higher than students rated them.  

2.  Student perceptions between Taiwan and China are significantly different in 

Learning/Academic Value, with China students having much higher perceptions than 

Taiwan students. However, they are no significantly different in perceptions regarding 

Instructor Enthusiasm, Organization/Clarity.  

3.  In general, the China student perceptions and faculty self-perception across 

general education, management, and engineering courses are that faculty rated 

themselves higher than their students rated them. However, there are perceptual 

differences between students and faculty in Learning/Academic Value, 

Organization/Clarity, but no significant interaction effects in perceptions of Instructor 

Enthusiasm. 

4. For Learning/Academic Value, China students in engineering courses have 

significantly more positive perceptions than do students in management courses. 

5. China instructors in general education courses rated themselves higher than 

students rated them in Learning/Academic Value, Organization/Clarity. Faculty in 

management courses rated themselves higher in Learning/Academic Value and 

Organization/Clarity than did their students.  

6. China students have a significant difference between engineering courses and 
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general education courses in perceptions on Organization/Clarity. Engineering courses 

students perceived this category as more positive than do students in general education 

courses. 

The researcher recommended that quality universities facing rapid change 

related to global and technological impacts should have a systematic faculty development 

program for the improvement of teaching, and for producing and marketing excellence in 

teaching as a primary institutional goal. Normative differences among students and 

faculty across academic fields and cultures requires regular faculty, student, and 

administration sensitive communication to keep teaching excellence goals, practices, and 

perceptions dynamic and focused on producing desired student achievement.  
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ABSTRACT 
This study was part of an on-going investigation of the use of literacy-based learning strategies 
with struggling secondary urban students, many of whom were English Language Learners 
(ELLs) in two high school biology classrooms. It continued to investigate the use of literacy 
based learning strategies that were introduced, demonstrated and developed with Teaching 
Assistant Scholars (TASs) to assist English Language Learners (ELLs) and Former English 
Language Learners (F-ELLs) experience success in selected high school biology classes.  
 
Background 
This study continued the investigation of the use of literacy-based learning strategies with 
secondary urban students struggling to pass the state Regent exams in biology. It was part of a 
continuing grant funded by the National Science Foundation (NSF) and embedded within a Math 
and Science Partnership in New York City (MSPinNYC) program. MSPinNYC developed an 
innovative, and highly effective instructional model, titled Peer Enabled Restructured 
Classrooms (PERC). The model has been developed in schools with low graduation rates that 
serve underachieving and historically at risk inner city students, altering the way students learn 
math and science in urban settings. The PERC model provides a learning structure that supports 
student learning by pairing more advanced peer tutors with underachieving and historically at 
risk inner city, urban students. Many of the students in the project had failed the course or the 
state exam at least once.  
 
This project was a specific attempt to assist struggling students, especially English Language 
Learners (ELLs) and Former English Language Learners (F-ELLs), in two identified PERC 
Living Environment (LE) biology classes. The specific goal of this project was to investigate the 
effectiveness of literacy strategies with ELLs and F-ELLs in order to increase their knowledge of 
science to be able to successfully pass the New York State Regent exam. Teaching Assistant 
Scholars (TAS) worked with the PERC ELLs and F-ELLs in small groups of three and four in 
two class periods. The TAS and the cooperating teachers received professional development and 
were taught to use specific literacy strategies to support content and literacy skills and to help the 
ELLs and F-ELLs access difficult content in the targeted Living Environment classrooms 
(Echevarria, Short, & Vogt, 2008; Reiss, 2008; Krashen, 2003; Krashen, 1982) and to provide 
comprehensible input in a low anxiety settings (Krashen, 2003;Krashen, 1982).  
 
Literature Review 
Research findings show that ELLs need to develop specific literacy skills in order to be 
successful in content area learning. ELLs must be given explicit training and teaching in 



cognitive and metacognitive strategies to help them process complex, academically challenging 
materials while they are acquiring a second language (Carlo, August, McLaughlin, Snow, 
Dressler, Lippman, Lively, & White, 2004; Curtin, 2009; Faltis, & Coulter, 2008; Hart & Okhee, 
2003; Walqui, Koelsch, Hamburger, Gaarder, Insaurralde, Schmida, Weiss, 2010) 
 
Strategy development to improve literacy among adolescent ELLs has been identified as a 
critical area of need in order to improve educational outcomes. In grades 6-12 students must be 
able to read, discuss and write in the subject area they are studying. High school teachers must 
therefore become literacy teachers; in effect they must provide their student with strategies to 
negotiate the content reading material (Koelsch, 2006; Leasaux, & Geva, 2006; Walqui, 2001, 
2000; Walqui, van Lier, & Koelsch, forthcoming). This may be a new role for high school 
teachers who traditionally see themselves as experts in the content and not in reading. As a 
result, many of the literacy strategies found here will provide teachers and students with 
opportunities to use strategies in the content classroom.  
 
Approaches to improve literacy in ELLs include ways to expand and improve content 
vocabulary. In order for high school students to access the high level content they must have 
approximately a vocabulary of 50,000 words (Graves, 2006). ELLs are under increasing pressure 
to acquire this vocabulary knowledge in a relatively short amount of time. Strategies to increase 
vocabulary include a wide variety of graphic organizers, use of visuals and demonstrations, use 
of cognates, use of affixes and prefixes for word identification and meaning, use of context clues, 
understanding words with multiple meanings, idiomatic and metaphorical expressions, and 
specific content related words. (August 2003; Echevarria, Vogt, & Short, 2004; Graves, 2006).  
The majority of strategies found here are to help teachers and TAS build vocabulary and 
linguistic competence for all students, and especially for ELLs and F-ELLs. 
 
Another area that needs to be developed in ELLS is the explicit teaching of reading 
comprehension strategies, such as making inferences, predicting, summarizing, previewing, 
reviewing, comparing contrasting, analyzing, note taking, clarifying, interpreting, understanding 
relationships, identifying main idea, connecting themes, ideas and concepts, and linking to 
previous knowledge (Denti & Guerin, 2004; Garcia & Godina, 2004; Bernhardt, 2005). 
Strategies such as anticipatory activities, structured note-taking, graphic organizers, vocabulary 
instruction, writing to learn prompts, and reciprocal teaching can help improve ELL literacy 
skills (Short &Fitzsimmons, 2007). 
 
Project 
This project took place over two academic semesters in two high school Living Environment 
classes. There were 20 students in Class A and 19 students in Class B.  
Of the 39 students: 

• 24 were identified as target students: 10 ELLs and 14 F-ELLs   
• Class A counted 6 ELLs and 6 F-ELLs  
• Class B counted 4 ELLs and 8 F-ELLs  
• Overall, 35 students were attending regularly 

There were 13 Teacher Assistant Scholars (TAS) divided between the two classes. In Class A 
there were 7 TAS, one of whom was a current ELL and one an F-ELL. In Class B, there were a 
total of six TAS, five of whom were Former English Language Learners (F-ELLS). 



Over the course of the year, on a semi-regular basis (roughly one strategy every three weeks), the 
TASs and the cooperating teachers received professional development in literacy strategies. Each 
of the literacy strategies was introduced, demonstrated, modeled, and practiced with the TAS 
peer instructors, whose role it was to assist the participating project students apply the strategy in 
their classroom settings. The literacy strategies were selected with input from the two teachers, 
who then selected the science content with which to implement each strategy. The strategies that 
were incorporated into this setting included vocabulary specific strategies, conceptual 
development strategies, comprehension strategies, text analysis strategies, summarizing 
strategies, and the use of graphic organizers. Specifically named, they were: 

• Skim Scan and Selective Attention (SSS) 
• GIST: Generating Interactions  between  Schemata and Text 
• Vocabulary Maps 
• Tiered Vocabulary 
• Concept maps 
• Question answer Response (QAR) 
• Word Wall Activities 
• Cognates 
• Flash Cards  

 
Data Collection 
Data was collected throughout the year using direct observation, surveys, interviews, and 
teachers’ feedback sessions with the PERC students, throughout the school year. During the year, 
immediately after a strategy was used, the TASs were asked to discuss their perception of the 
effectiveness of the strategy by completing a written survey form. In the end of the year group 
interviews, the TAS were asked to reflect on and discuss the effectiveness of the literacy 
strategies used during the Living Environment classes. The TAS were asked to reflect on the 
perceived effectiveness of the strategies as well as on the overall experience of incorporating 
literacy strategies into the science curriculum. The TAS also completed an end of year written 
survey.  
 
At the end of the year, feedback sessions were conducted between the two teachers and the 
PERC students. The teachers analyzed the students’ responses and extrapolated common and 
recurring themes. The teachers plan to use this feedback for future planning and teaching.  
 
Teacher Feedback on PERC students  
During the end of the year feedback sessions with the teachers, participating students revealed to 
the teachers their opinions and perceptions of the literacy strategies that had been developed and 
incorporated into the biology class curriculum.  The teachers reported that the PERC students 
found them to be useful and helpful in understanding core concepts and content specific ideas 
and models. Students reported to the teachers that they found the Flash cards, Word Maps, SSS 
and GIST strategies to be the most effective because they helped them understand concepts and 
build content vocabulary. Their least preferred strategies were the Concept Definition maps and 
Tiered Vocabulary.  
 
Students reported to the teachers that they found the flash cards to be effective because they were 
able to use the cards independently to study and to complete assignments. They told the teachers 



that the flash cards helped them to improve their vocabulary in English as well as their reading 
skills, and that they were useful in that it gave the students more time to incorporate the 
vocabulary that they were studying. 
 
The students told the teachers that the word maps were useful because they helped them to 
understand synonyms and they were able to understand the words in English. Students reported 
that prior to using the word maps, they simply looked up words in the dictionary but that this 
strategy was not effective. Using other words that were synonyms proved to be more effective 
for vocabulary retention and comprehension. 
 
The students told the teachers that they did not prefer the Concept Definition Maps and the 
Tiered vocabulary because both strategies were too complicated and complex, and the students 
really did not understand how to use them effectively. 
 
Most students told the teachers that they were able to use the literacy strategies they were taught, 
and that the literacy strategies helped them to understand science better. The students told the 
teachers that they would use the literacy strategies in their future classes. Most students believed 
that the strategies benefitted them in their understanding of science concepts and that they 
recommended using the strategies with future students. Overall, the students also reported to the 
teachers that they had transferred some of these literacy strategies and skills to other classes 
outside the biology classroom, such as English class and Global Studies. 
 
TAS Interview Findings: End of Year 
The TAs reported in an end of year interview session that there was a double benefit to using the 
literacy strategies. The strategies helped the ELLs to break down the content and the material 
being presented. The TAS recognized that The TAS also stated that the literacy strategies helped 
to motivate the students in their daily assignments.  
 
Some of the comments given by the TAS regarding the literacy strategies and ELLs were: 
• “It takes the ELLs longer to read the long passages, and that they get lost. The ELLS were 

able to get the point of the lesson without getting lost in the words”. 
• “Since a lot of them were breaking down to the simplest form to understand they were a good 

way to understand and they were not getting as lost along the way”. 
• “They understand it, you can tell right away”.  
• “They get the point but it’s just the words that they get confused with”.  
• “It takes the ELLs longer to read things and then the writing takes more time and with the 

strategies they can ask more questions.” 
 
The TAS agreed that they were able to implement a strategy even when the teachers did not 
direct them to use a specific strategy. In effect, the TAS were able to mange the strategies and 
use the one that best fit the assignment at hand. 
 
The TAS reported that not only did the PERC the students find the strategies helpful but those 
TAS who were themselves second language learners found them to be useful in their own 
studies. One TAS stated that she was an ELL for 8 years and she swathe difficulties that ELLs 
have in understanding and she appreciated how the strategies gave the ELLs more time to go 



through the material carefully. She understood the challenges of being an ELL in difficult 
content classes. 
 
TAS also reported that they themselves were using the strategies in their other classes. One F-
ELL TAS, reported using Tiered vocabulary in math because the formulas and vocabulary words 
are particularly difficult for her to remember. Other TASes reported using SSS and GIST in 
English and Global Studies to break down complex reading and to understand difficult long 
passages. 
 
The TAS shared that they would have liked to have had more time and practice using the various 
strategies. They recommended that in the future the teachers spend more time practicing and 
incorporating the strategies into the weekly practices. 
 
In final comments the TAS expressed their deep feelings of effectiveness in this project: 
 

• “I feel like, good about myself, that I helped the students. It’s been a “hell of a ride” with 
them. It’s been awesome, and knowing how they worked and how we tried to boost them 
up every day.” 

• “It was like a roller coaster because when we, its like a roller coaster, because when you 
get on you don't know how its going to be and that was at the beginning, it was scary at 
first …But as we go on we saw that we actually can do it”. 

• “I didn't have anyone to help me so it’s knowing that I’m helping another student like 
learn more and stay focused and not get distracted, I find that very helpful and I think that 
if other people do the same thing, then they can just help other”. 

• “Even ourselves, there were some things I was like iffy about like topics and stuff so I 
was like ‘Oh’ and I realized and I understood it better it helped me as well.” 

• “Yea, it’s like taking the class over again, but then really understanding it”. 
• It was really worth it because in a class that it’s like everybody is together, people 

sometimes get really shy about raising their hands and everybody else will hear. But 
when you have a TAS, its like a certain group of people and like everybody is open to 
one another, and so they feel more comfortable.” 

 
TAS End of Year Written Survey: 
The end of year TAS written survey was a combination of 10 questions using a 5-point Likert 
scale, with 5 representing “strongly agree” and 1 representing “strongly disagree”. There were 
also 5 short answer constructed response questions, and a rank ordering of the nine literacy 
strategies that had been developed over the year. 
 
Overall the TAS responded favorably (Likert response levels 4-5) that: 

• Students were able to use the strategies 
• The literacy strategies were effective 
• The number of strategies was appropriate 
• Literacy strategies were valuable tools to learn science 
• Literacy strategies were beneficial to their students to learn science 
• Strategies were suitable to the classes and the science content material 

 



They also indicated agreement (Likert response levels 4-5) that they: 
• Would use strategies on their own without the teachers directly telling them to 
• Used the strategies in their own learning 

 
TAS were not as strongly in agreement (Likert response levels 2-3) with the two questions that 
asked if the strategies would help second language learners in particular. This perhaps was a 
foreshadowing to the results of the Regent exams reported below. 
 
In the constructed responses the TAS reported that they generally felt the strategies were 
beneficial, and that they personally benefitted from learning about these strategies. However, 
they recommended that they should have been given more time and practice with the strategies 
before using them with the students in the small groups. They also recommended continuing 
with this intervention and perhaps having an orientation at the beginning of the year. 
 
In the rank ordering, most TAS felt that the GIST, SSS, Flash Cards, Word maps, Word Wall 
activities, Tiered Vocabulary, and QAR were the most useful strategies. This mirrored the 
overall perceptions of the PERC students, as told to the teachers. 
 
Regents Results 
Of the 24 identified target population (ELLs and F-ELLs), 17 took the end of year State Regent 
exam. Two students were absent, two were barred for lack of required semester lab work, and 
two students had no scores reported. Of the 17 students, only six passed the Regent exam. This 
35% pass result was clearly not what had been hoped for. However, these rates were only 
slightly lower than the overall 41% pass rate of these two classes. The teachers and the 
researcher are looking into variables that may have affected this outcome. Scores for ELLs and 
F-ELLs in similar classes at the same school or at other PERC sites are not available at this time 
to make a comparison between schools or within the same school. This may be a direction for the 
analysis of results to take in the coming months.  
 
Also, it is incumbent upon the researcher to closely analyze the feedback and data for 
unrecognized or unseen obstructions that may have occurred during the professional 
development delivery or the in-class application of the strategies. Additionally, the teachers can 
review their planning and implementation of the strategies to be assured that TAS had received 
sufficient training to be able to effectively model and demonstrate the strategies, and that the 
strategies were incorporated in the most relevant sections of the content material. 
 
Going Forward 
The concept of improving literacy skills and developing literacy strategies continues to be a 
focus of the grant that funded this study. In the summer and fall of 2011 participating teachers 
and TAS continued to receive professional development on the literacy strategies and a literacy 
section was added to the PERC Teacher Handbook. This section outlined how to develop literacy 
strategies along with an in depth description of twenty strategies. Implementation instructions for 
each strategy were also included to allow teachers and TAS use in the PERC classrooms 
throughout the academic year.  
 



During the first three professional development seminars held in the fall of 2011 (September, 
October and November), literacy strategies were re-introduced and practiced at both PERC 
teachers and TAS seminars. It is hoped that these strategies will be used integrally in the science 
classrooms and become part of the teachers’ and TAS’ planning processes and daily teaching 
strategies. It is also hoped that the TAS pacing recommendation will be considered in future 
professional development structures to allow for more in depth use of each strategy before a new 
strategy is introduced.  The researcher plans to continue literacy based professional development 
sessions for the teachers and TAS with the much hoped for outcome of improved student success 
in difficult secondary content classes. 
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Abstract 
This paper reports on the results of an action research project to improve professional skills and 
to increase students’ oral and written communication skills, critical thinking skills, and reflective 
practice, in a teaching and learning environment that supported active engagement and 
participation in undergraduate classes at a major urban public institution of higher learning. 
Students participated in the first semester of a Tuning Protocol project, one which was designed 
and developed as a strategy to actively engage students in a constructivist educational 
environment by providing opportunities for small group interaction among students who were 
ethnically, culturally and linguistically diverse. This paper will explore, examine and analyze 
students’ written feedback on how the experience affected their oral and written communication 
skills, their critical thinking skills, and their reflective practice for future assignments. 
 
Background: 
Academic research reveals that as student populations become more ethnically, culturally and 
linguistically diverse, professors need to restructure their teaching methodology to allow for 
meaningful interaction, where students can be more engaged and involved in their own learning 
(Huber & Hutchings, 2005; Hutchings & Shulman, 1999). This was a major motivation for the 
researchers to use the Tuning Protocol and it was incorporated into undergraduate teacher 
preparation and health education classes since the method allows students to take responsibility 
and ownership over their learning process. 
 
The population served by this project was a linguistically and ethnically diverse student body. In 
2010, the undergraduate fall enrollment at this institution was 7821 students, ranging in age from 
20 to over 50, with nearly 70% born outside the United States. More than 50% spoke a language 
other than English at home.  Students hailed from over 125 countries and spoke more than 80 
different languages. More than two thirds of the student population self identified as being 
ethnically or culturally diverse along with almost one third who self identified as being second 
language learners (York College, City University of New York, 2009, 2010). 
 
The project centered on the use of a Tuning Protocol, a means by which students interact with 
each other in meaningful ways, to reflect on, assess, evaluate and discuss their work in class. As 
part of this research project, the Tuning Protocol was introduced in two undergraduate classes, 
Foundations of Education and Family Health Education, with the goal of providing opportunities 
for students to become reflective practitioners, effective communicators and critical thinkers. It 
was also used to encourage and support active engagement, and effective participation in small 
group settings. 
 
This innovative project was originally funded by a York College Center for Excellence in 
Teaching and Learning (CETL) grant, which was based on the framework of the Scholarship of 
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Teaching and Learning (SoTL) theory of practice. SoTL promotes the philosophy of discovery 
through basic research and integration and application of knowledge to improve faculty 
instruction and student learning (Boyer, 1990). One of the critical tenets of SOTL is that 
educators can improve their teaching and their students’ learning through reflection and inquiry. 
This knowledge is then made available to peers in the profession. This project built on the SoTL 
tradition of peer interaction, engagement and reflection, and will provide the academic 
community with the research-based results on the effectiveness of using the Tuning Protocol to 
increase communication skills, critical thinking skills and interaction among diverse learners in a 
higher education classes. The use of the Tuning Protocol in this context is unique to its original 
use as reported in the in the literature and as such, brings new research results to the academic 
community. 
 
Previously, the quantitative data gathered on the Tuning Protocol through the pre and post Likert 
style survey responses were analyzed and the results were reported to the academic community 
(Gerena & Glaser, 2011). This paper presents the results of the written response feedback data 
that was collected during the first semester of its use and subsequently analyzed after the 
semester had been completed. Students' post Tuning Protocol written comments have been 
analyzed and themes have been developed on how this procedure impacted students' oral and 
written communication skills, critical thinking skills, and reflective practice. 
 
 
METHODOLOGY 
Participants 
The Tuning Protocol was implemented in two separate academic settings at the beginning of the 
semester. One of the settings was a Teacher Education Foundation level class.  The Tuning 
Protocol was also used in a mid-level Health Education elective course. One of the goals of 
introducing the Tuning Protocol in this context was help participating undergraduate students 
improve their oral and written communication skills, their critical thinking skills and their 
reflective practice. It was also hoped that by participating in this project these students would 
become familiar with a strategy that will useful to them in their future occupations, either as 
teachers or health occupation professionals and practitioners. There were fifteen pre-service 
teaching students in this class, and twelve agreed to participate in the study. There were 30 
undergraduate students in the Health Education class and 25 agreed to participate in this action 
research project. 
 
Study Design 
This was a pilot study that used both qualitative and quantitative methods to collect and analyze 
data. It included a pre and post survey to measure participants’ attitudes towards engaging with 
peers to improve communication skills, reflective practice, and critical thinking skills. The study 
was conducted over a four-month period, from February to May 2010. The instruments used to 
collect data at six points in time included the pre and post attitudes Likert style surveys, and the 
students’ constructed open response post Tuning Protocol written reflection worksheets.  
 
Instruments: 
All data collection instruments were designed specifically for this project and were original in 
design and development. The instrument used to collect the written feedback was a Student 
Reflection Log which asked students to respond to seven questions based on their perceptions of 
how the Tuning Protocol experience affected their written and oral communication skills, their 
critical thinking skills, and their reflective skills (Appendix A). All questions were constructed 
response items that asked the students to respond in original terms how they perceived the 
Tuning Protocol as having an impact on their skills. There were seven questions to the written 
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response logs. Student responses to four of these questions, which were related to the criteria and 
variables of oral and written communication skills, critical thinking skills, and reflective practice, 
will be analyzed and discussed in this paper. These questions that will be analyzed and discussed 
in this paper refer to questions 1, 2, 3, 7 of the original log: 
 

1. Do you think the Tuning Protocol experience improved your written communication 
skills? Why? How? 

2. Do you think the Tuning Protocol experience improved your oral communication skills? 
Why? How? 

3. Do you think the Tuning Protocol experience improved your critical thinking skills such 
as analyzing complex issues, evaluating ideas, and synthesizing information? Why? 
How? 

7. What did you learn about your writing and oral communication that you can apply to 
future assignments? 

 
 
Data Collection 
Over the course of the semester, the Tuning Protocol was used four times beginning in week 4 
and terminating in week 12. The Tuning Protocol was used usually at two to three week intervals 
to allow for students to complete written assignments with which to use during the Tuning 
Protocol application. In each class, assignments were specifically designed for students to use 
with the Tuning Protocol. Data was collected at six points in time using the Tuning Protocol 
pre/post survey and the Tuning Protocol written response logs.  There six data collection points 
took place as follows:  

• Data collection point 1, the pre participation Likert style survey took place during week 3 
of the semester;  

• Data collection points 2-5, the written response logs completed after each of the Tuning 
Protocol applications, were collected at weeks 5, 7, 10, 12 of the semester.  

• Data collection point 6, the post participation Likert style survey, took place during week 
13 of the semester;  

This paper is focusing on data point collections 2-5. After each experience with the Tuning 
Protocol, all participants were asked to reflect on their personal learning and communication, 
critical thinking and reflective skills by completing the “Post-Tuning Protocol Reflection Log”.  
 
DATA ANALYSIS 
The first analysis of data from this project was gathered, examined and analyzed following the 
completion of the semester in which the Tuning Protocol was used in two undergraduate classes. 
Analysis of the qualitative data was conducted based on the students’ pre and post semester 
surveys. It was reported that, based on the Likert scale pre and post surveys there were positive 
changes in attitudes across the board of participants (Gerena & Glaser, 2010).  
 
Qualitative: Post Tuning Protocol Reflection Logs: 
The first step that was taken was to construct a table of responses based on both individual 
participant and question responses. The four questions that were examined were: 
• Q1. Do you think the Tuning Protocol experience improved your written communication 

skills? Why? How? 
• Q2. Do you think the Tuning Protocol experience improved your oral communication skills? 

Why? How? 
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• Q3. Do you think the Tuning Protocol experience improved your critical thinking skills such 
as analyzing complex issues, evaluating ideas, and synthesizing information? Why? How? 

• Q7. What did you learn about your writing and oral communication that you can apply to 
future assignments? 

 
  
FINDINGS 
Qualitative:  
The findings reported in this paper are from a preliminary data analysis of 13 students from the 
Teacher Education course and 25 students from the Health Education course.  This qualitative 
data was extracted from the four written feedback surveys that were administered after each 
Tuning Protocol was completed. The analysis of this feedback is ongoing and iterative and the 
researchers will continue the data analysis over the next several months. 
 
Throughout the process of the qualitative data analysis, the researchers engaged in reflective 
journaling or recording of reflective notes to understand and learn what students’ perceptions 
were while they were participating in this project. These memos will constitute additional data to 
be analyzed.   
 
At this stage of the analysis, the researchers transcribed the data from the students’ post tuning 
protocol reflection logs into more readable tables.  These transcripts, along with the researchers’ 
reflective memos are what are being reported at this time.  In the next wave of data analysis, the 
researchers will be using these transcripts and memos to code the data and develop category 
systems to search for statistically significant relationships between variables.  Overall, the data 
reveals that the Tuning Protocol benefited students and added to their learning process.  The 
following table summarizes reported benefits by category/question. 
 
Table 1.  Summary of Student Reported Benefits of the Tuning Protocol by Category 

Inductive Category Selected Responses of  Participant Reported 
Benefits 

Q1:Written Communication Skills 

1. Help with grammar, proofreading and sentence 
structure. 

2. Improved  writing clarity 
3. Learned to express my thoughts in writing 
4. Peers see writing mistakes that writers are not able 

to recognize 
5. Recognition of different sections needed in papers  
6. Help clarifying my ideas 
7. Improved paper structure and organization 
8. Classmates point out my mistakes with warm and 

cool comments so students can improve writing 
9. Opportunity to bounce ideas off of peers and get 

ideas. 
10. Increases pride in work because peers will see the 

work 
 

Q2:Oral Communication Skills 

1. Increased comfort talking and communicating 
with peers 

2. Ability to speak out loud with peers and receive 
comments 

3. Practice talking with classmates improved my 
communication by helping students get over 
shyness 

4. Talk in small groups rather than in front of 
everyone 
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5. Establishing a relaxed environment for verbally 
communicating with peers  when reading or 
sharing my opinion 

6. Opportunity to give warm and cool comments 
7. Learn from writing how to speak well and 

professionally 
8. Get help with incorporating ideas from reading 
9. Provides an opportunity for an educational 

conversation 
 

Q3:Critical thinking skills 
(i.e., analyzing complex issues) 

1. Helped with synthesizing the task 
2. Must analyze peers thoughts and what they were 

trying to say in their paper 
3. Learned to think critically about topic. 
4. Peers will give new clues to focus on 
5. Clarity on how to improve critical thinking skills 

such as analyzing 
6. Pressure to share analysis of peers’ analytical 

responses and to think of a lot of complex 
questions that make peers think deeply. 

7. You have to think critically when reviewing 
someone’s work 

8. It allows you to use formal thinking 
9. Reading several peers paper drafts can lead to 

different analysis 
10. Exposure to critical thinking concerning my peers 
11. Get ideas on what to include when analyzing a 

paper.  
12. Opportunity to access prior knowledge and to 

include it in writing 
 

Q7:Reflective Practice 

1. Improving group dynamics will help me as a  
teacher. 

2. A good teaching practice is to reinforce 
cooperative learning. 

3. My presentation skills are a work in progress that 
will continue to develop as time goes on. 

4. In order to improve my writing and 
communication skills I need the opinions of 
others. 

5. Doesn’t be afraid to express my feelings in a 
constructive way. 

6. Peer conference and oral communication helps one 
improve on literacy but also cognitive 
development in “real world” using what you learn 
and applying it 

7. Student learned that he is a very strong writing and 
coral communicator. His skills are superior; very 
proud of himself 

8. Its good to have a positive outlook and attitude on 
receiving critiques because it helps you understand 
more about what you should know 

9. Learned to make connections with my opinions  
10. Student learned to write about all the important 

information. Also to find ways to relate writing to 
what is already known on the topic 

 
For Question #1, “Do you think the Tuning Protocol improved your written communication 
skills? How?”, of the 41 responses analyzed over four separate administrations, 95% (39) 
responded “Yes” and stated that the TP helped them to improve their written communication 
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skills.  There was one “No” response because the student felt that the material was covered in 
another course (Writing 303).  There was one student who responded “A little” because “now I 
know that I have to work on these ideas.” 
 
For Question #2, “Do you think the Tuning Protocol improved your oral communication skills? 
How?,” Of 41 responses over four separate administrations, 95% (39) responded “Yes” and 
stated that the TP helped them to improve their oral communication skills.  One student said, 
“Somewhat” and indicated that they are used to talking in groups.  Additionally, one student 
reported “No” and explained that they did this before in a writing class. 
 
For Question #3, “Do you think the Tuning Protocol improved your critical thinking skills?  
How?,”  Of 41 responses over four separate administrations, 98% (40) responded “Yes” and 
stated that the TP helped them to improve their critical thinking skills, such as analyzing 
complex issues, evaluating ideas, synthesizing information.  One student responded “Not today.” 
It was not made clear why (no further comment was made) 
 
For Question #7, “What did you learn about your writing and oral communication that you can 
apply to future assignments?” Of 40 responses, 100% of the respondents indicated that their 
written and organization skills, as well as their oral communication skills, were improved by 
participating in the Tuning Protocol project. All responses were reflective in nature about how 
the students could and would think about their written and oral communication skills, and critical 
thinking skills in the future. 
 
DISCUSSION 
Implications and Future Research 
This study illustrated that the Tuning Protocol can be used across disciplines to provide student-
centered instruction and foster experiential learning.  Both the Teacher Education and the Health 
Education students appeared to benefit from participating in this study. Most comments were 
positive in nature and participants expressed satisfaction with the Tuning Protocol as a method to 
improve written and oral communication skills and critical thinking skills. The reflective 
comments demonstrated that students were taking the process seriously and planned on 
continuing to think about their learning and skills development in the future.  
 
However, the analysis of data is far from completed. In the coming months the researchers plan 
on conducting more in depth analysis of all data, both quantitative (Gerena & Glaser, 2011) and 
qualitative. Some of the directions that this analysis will take are as follows: 
 

• Future data analysis will examine comments and responses to ascertain if there are 
differences between the Teacher Education and Health Education students.  

• At this time it is unclear if the qualitative findings are significant. Therefore, the 
researchers are committed to thoroughly analyzing the written qualitative feedback to 
determine themes or salient topics that might be understood by the participating students’ 
reflections. To accomplish this, the written feedback will be studied for themes and core 
beliefs following established qualitative research methodology, as recommended by 
Krueger & Casey (2009), Yin  (2009) and Cohen (2000). The researchers will code the 
data and use qualitative data analysis software to look for significant relationships.  
 

• This project will be repeated in upcoming semesters to attempt to replicate the findings 
and gain further insights into how students can improve their communication, critical 
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thinking and reflective practice skills by participating in peer assessment using the 
Tuning Protocol. 

 
Conclusions 
This study explored whether using a Tuning Protocol can improve student oral and written 
communication skills, higher order thinking skills, and reflective practice in higher education 
contexts.  Preliminary findings indicated that the Tuning Protocol helps to improve both oral and 
written communication skills. Based on student written feedback at the conclusion of each 
Tuning Protocol application, students indicated that both written and oral communication skills 
had improved.  At this time, based on previous research findings (Gerena & Glaser, 2011), it 
seems reasonable to state that the Tuning Protocol can be an effective strategy or tool to improve 
written and oral communication skills, critical thinking skills, and reflection practice. The 
Tuning Protocol can be used in a variety of settings and across curricula areas and can be 
effective in a range of academic contexts. More data analysis is needed to determine the most 
salient benefits of this tool and more research is needed to determine how peer engagement using 
a Tuning Protocol may help to enhance, oral and written communication skills critical thinking 
skills and reflective practice. 
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Appendix A  
Post Tuning Protocol Reflection Log 

 
Name: _____________________________    Date: ______ 
 
Directions:  Respond in your own words to the following questions. Please be as specific and 
detailed as possible. 

1. Do you think the Tuning Protocol experience improved your written communication 
skills? Why? How? 

 
 

2. Do you think the Tuning Protocol experience improved your oral communication skills? 
Why? How? 

 
 

3. Do you think the Tuning Protocol experience improved your critical thinking skills such 
as analyzing complex issues, evaluating ideas, and synthesizing information? Why? 
How? 

 
 

4. What were the cool/warm comments about your paper? 
 
 

5. How did you react to the warm and cool comments? 
 
 

6. What changes did you make to your draft paper as a result of the Tuning Protocol 
experience? 

 
 

7. What did you learn about your writing and oral communication that you can apply to 
future assignments? 
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Nonverbal Mirroring in Multi-cultural Group Discussions 

During the past several decades, increased attention has been paid to issues of 

nonverbal communication in different settings. Initially, most studies in nonverbal 

communication generally have focused on the individual behaviors and the meaning of 

specific nonverbal communication (Feldman and Rime, 1991; Feyereisen, 1991; Fast, 1988; 

Scheflen, 1973, 1964; Efron, 1972; Birdwhistell, 1970; Ekman and Freisen, 1969a, 1969b). 

Recently, many researchers have turned their attention to the group-level communication. 

Nonverbal communication relays a significant amount of information during interpersonal 

interaction. Thus, these nonverbal cues influence interpretations of the content and 

atmosphere of the conversation. One aspect of nonverbal communication that is particularly 

influential is nonverbal mirroring. Nonverbal mirroring refers to unconscious mimicry of the 

postures, mannerisms, facial expressions, and other behaviors of one’s interaction partner, 

such that one’s behavior passively and unintentionally changes to match that of others in 

one’s current social environment (Chartrand and Bargh, 1999). Unfortunately, much of the 

research of nonverbal mirroring is characterized by three types of shortcomings.  

First, most interest in this area has focused on fields of communication or 

psychotherapy. Although education is an important context involving many different kinds of 

nonverbal communication, few nonverbal mirroring studies had focused on educational 

activities. In addition, it is not always made clear if the participants in their studies referred to 

teachers or students.  

Second, much of the literatures about nonverbal mirroring focus on its role and 

function in communication. Since nonverbal communication is closely integrated with the 
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verbal communication to form the whole communication process, therefore, it is 

inappropriate to isolate nonverbal mirroring from the whole process and neglect its 

relationship to verbal interaction. Therefore, the research results could not provide enough 

credibility in describing the role and functions of nonverbal mirroring.  

Third, researches on nonverbal mirroring are usually done among the participants 

who come from the same cultural background. The researchers do not consider the multi-

cultural situations. In addition, research within uni-cultural context often does not indicate 

whether cultural factors are included. It is not always made clear the role of cultural factors 

in nonverbal mirroring.  

There exists a particular need for more researches on nonverbal mirroring in 

educational activities. First, educational activities are one of the most important and essential 

activities in the society, and they involve a lot of nonverbal mirroring. Therefore, studying 

nonverbal mirroring in different educational activities would help increase the 

understandings of the interaction between teacher and student or among students. This would 

broaden the scope of nonverbal mirroring researches and provide a deeper and more 

comprehensive understanding of many educational activities.  

Second, in educational communication, the teacher and student would use both verbal 

and nonverbal communications to deliver their thoughts. Therefore, while studying nonverbal 

mirroring, it is necessary to take its relationship and interaction with verbal communication 

into consideration as well to generate a more profound perspective of nonverbal mirroring in 

education.   
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Third, multi-cultural context becomes one of the most important features in current 

globalized education. Participants from different cultural backgrounds develop different 

preferences on nonverbal mirroring. The nonverbal mirroring studies in multi-cultural 

surroundings would be necessary and useful in promoting more efficient and smooth 

communications between different cultures.   

In this article, I discuss a portion of data gathered in three interviews with an 

international student and three observations on her multi-cultural group discussions in the 

university. This study investigated several aspects of nonverbal mirroring adopted by the 

participants who came from different cultural backgrounds in their group discussions. I will 

argue that in multi-cultural group discussion, nonverbal mirroring happened harmoniously 

with verbal utterances, and gender and culture influenced the individualized nonverbal 

mirroring preferences.  

REVIEW OF RELATED LITERATURE   

Recently, nonverbal communication researchers and practitioners have turned their 

attention to the group-level communications. This group-level observation shifts from the 

meaning of specific behavior in terms of individual preferences to a concern with behavior 

sharing among group members (Crews, Sanders, and Hensley, 1995; Kendon, 1990). Most 

nonverbal behaviors are commonly viewed as the spontaneous expression of interaction 

participant’s internal changes, while a number of researchers have investigated that people 

would adopt nonverbal behaviors purposely to achieve certain communication goals in group 

communications, like rapport-building (Bernieri, 1988; LaFrance and Broadbent, 1976), or 
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deception (Burgoon, Blair, and Strom, 2008; Buller and Aune, 1988; Ekman and Friesen, 

1969a).  

Research has found that people tend to mirror the nonverbal behavior patterns of their 

interaction partners. Most of nonverbal mirroring is unintentional and unconscious. 

(Chartrand and Bargh, 1999; Wallbott, 1998; Bavelas, Black, Chovil, Lemery & Mullett, 

1988; LaFrance 1982; Scheflen, 1964). Nonverbal mirroring, also referred to as motor 

imitation (Mead, 1934), postural congruence or synchronization (Scheflen, 1964), congruent 

postural configurations or mirroring (Charney, 1966), dyadic entrainment (Condon and 

Ogston, 1967), movement coordination or interactional synchrony (Kendon, 1970), 

coordination (Kenton, Harris, & Key, 1975), posture sharing (LaFrance and Broadbent, 

1976), posture synchrony (LaFrance, 1979), behavior coordination (Trout and Rosenfeld, 

1980), posture mirroring (LaFrance, 1982), behavioral matching or reciprocity (Cappella, 

1981), interaction rhythm (Mathiot and Carlock, 1982), interactional synchrony (Bernieri, 

Reznick, and Rosenthal, 1988), motor mimicry (Bavelas, et al., 1988), interactional 

synchrony or postural mirroring (Tickle-Degnen and Rosenthal, 1990), rhythmic 

interactional behaviors (Manusov, 1993), and nonverbal mirroring (Chartrand and Bargh, 

1999).  

The behaviors studied under the rubric of nonverbal mirroring vary from mother-

infant interaction, adolescent peers interactions, to adult discussions, from nonverbal 

interactions to verbal-involved group discussions in different domains in communication, 

psychotherapy, to artificial intelligence (Martin, Gueguen, and Fischer-Lokou, 2010; Hove 

and Risen, 2009; Baylor, 2009; Goodboy, 2009; Sansone, 2004). Cappella (1981) and Lamb 
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(1977) studied the infant’s movements corresponding with their caregivers’ vocal cues. 

Meltzoff & Moore (1983, 1977) and Dimberg (1982), Zajonc, Adelmann, Murphy, and 

Niedenthal (1987) found the facial mimicry has revealed that both infants and adults imitated 

the facial expressions of people with whom they interact. Sandhu, Reeves, and Portes (1993) 

did a research to study the role of nonverbal mirroring in counseling with Native American 

adolescents. Charney (1966) studied behaviors of both client and therapist during a single 

psychotherapy hour. He found a progressive increase in mirroring behavior during the hour 

and correlated this with an increase in rapport between client and therapist. Scheflen (1964) 

has pointed out that people in a group often mirror one another’s behavior and that those who 

share a posture usually turn out to share a viewpoint as well. Burleson and Rosalind (2007) 

developed emotionally intelligent learning companions based on participants’ nonverbal 

social behaviors.  

Similarly, group discussion is one of the main contexts for nonverbal mirroring 

researches. Kendon (1970) found cases of mirroring in a group discussion. Examination of 

speaker and listener movements led him to conclude that a person’s degree of “presence” 

may be judged by the degree to which his posture shifts and his other movements are 

coordinated with those of others present. LaFrance (1982, 1979) and LaFrance and 

Broadbent (1976) had found the rhythmic match of people’s postures with the participants in 

group interactions. DeLucia-Waack, Gerrity, Kalodner, and Riva (2004) had discussed the 

nonverbal mirroring adoption in psychotherapy group process.  

Traditionally, this nonverbal mirroring has been viewed as an unintended 

consequence of empathic feelings or as a natural, spontaneous occurrence similar to 
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symptomatic (Allport, 1968; Chappel, 1970). However, many researches began to find the 

underlying role of these nonverbal mirroring in social interactions (Van Swol, 2003; Bavelas, 

et al., 1988, Bavelas, Black, Lemery, and Mullett, 1986).  

In their view, nonverbal mirroring is a social or communicative act rather than an 

indicative act of the participants’ internal states and experiences; nonverbal mirroring is thus 

“an interpersonal event, a nonverbal communication intended to be seen by the other” 

(Bavelas, et al., 1986, p.322). Many researches argued that nonverbal mirroring in 

interactions is typically the feeling of rapport, togetherness, and persuasion. (Charney, 1966; 

LaFrance and Broadbent, 1976; Trout and Rosenfeld, 1980; Chartrand and Bargh, 1999). 

LaFrance found a positive correlation between mirroring and the perception that the 

behaviors were used intentionally to influence others. She proposed that the participant 

tended to use nonverbal mirroring purposely to send information to other participants in the 

conversation. While in Van Swol (2003), the research showed that nonverbal mirroring 

behavior might help the speaker to impress his / her partners as someone confident, friendly 

and cooperative while it showed little relation in changing partners’ opinions as a strong 

persuasive tool in communication.  

Although nonverbal mirroring had generated considerable researches in 

communication, psychology, therapy, and artificial intelligence, its role in group discussions 

in education has remained understudied. The previous studies focused on the relations 

between the participants and the impact on their interaction partners. The need to investigate 

nonverbal mirroring in a broader perspective has led to more interest in research in different 

factors that influence the nonverbal mirroring.  
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DESCRIPTION OF THE STUDY 

The data in this study come from three interviews with one international student and 

three observations of her group discussions afterwards. All the four students were in School 

of Management. The school is known for a strong international atmosphere since up to 70% 

students are international students. The students were chosen for this study because of this 

international atmosphere of the educational environment and their frequent group discussions 

in the study. 

After a brief survey of several international students, one Chinese female student was 

chosen to be the interview participant due to her willingness to take part in the interview and 

her frequent multi-cultural group discussions. The Chinese girl – Jane was interviewed three 

times in the library. Most of the questions in the interviews were open-ended questions, and 

covered a variety of topics, including the overall impression of nonverbal mirroring, 

descriptions of specific kinds of nonverbal mirroring, and views of the similarities and 

differences of nonverbal mirroring usages among her group members.  

During the interviews, Jane strongly recommended me to observe her multi-cultural 

group discussion, and therefore I observed her group discussions three times after the 

interviews.  

All the participants were first-year master students in the School of Management, and 

they all had profound experiences in group discussions. They had never met before and in 

this semester they were enrolled in one accounting course, and were randomly chosen by the 

professor to work cooperatively as one group once a week throughout the whole semester.  
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Each observation was from 8pm to 9pm on Tuesday’s night, and happened in the 

same classroom in the School of Management. The classroom is about 90 ㎡ with a large 

computer desk in the left front, a big white screen hung in front of a wide blackboard. There 

are seven semi-circle rows of seats, and every desk has an electronic outlet.   

In all the three observations, the American male student, Mark, sat at the computer 

desk and faced the other three students. He did all the computer work for the group with the 

front computer, and their answers were also shown as slides in the big white screen in the 

front. The American female student, Jessica, sat at the right end of the first row, and the two 

Chinese female students, Ruth and Jane, sat at the center of the first row. Ruth and Jane 

usually sat with two seats between them, but in the second observation, they sat side by side. 

For each slide shown in the big white screen, all the students discussed the content and then 

they allocated their order in presenting their assignments.  

During the group discussions, the students discussed their assignments. The topics of 

the first two assignments were the solutions to promote two different companies’ sale 

problems, and the last one was the solution to one company’s human resources problem.  

All the students typed on their own computers for almost half of the total discussion 

processes. From time to time, one student found a problem and started the group discussions. 

They also used the blackboard when demonstrating mathematic formulas.  

I tape-recorded and transcribed three interviews, and during the three observations, I 

sat at the left end of the fourth row, observed the nonverbal mirroring of the four students, 

and wrote down all the observation data during the discussions for analysis.  
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To begin to understand the nonverbal mirroring in multi-group discussions, I 

examined the interview transcripts and field notes of group discussions. Based on nonverbal 

communication categories suggested by Knapp and Hall (1992), I organized the students’ 

performances in three observations into specific nonverbal communication categories with a 

time line of the discussion. Then I compared different participant’s nonverbal 

communications based on the same category and time to locate the nonverbal mirroring in 

their discussions.   

I then turned to qualitative analysis of these nonverbal mirroring field notes combined 

with the interview transcripts. I organized transcript excerpts into three domains. These three 

domains represented certain patterns of nonverbal mirroring in a multi-cultural group 

discussion. Nonverbal mirroring would not happen randomly among the participants during 

the discussions; therefore, the first domain analyzed the one external factor of nonverbal 

mirroring – the relationship with verbal utterance to find the pattern of nonverbal mirroring 

emergence among the participants.  

The other two domains focused on the internal factors of nonverbal mirroring 

adoption. The second domain analyzed the differences of individualized nonverbal mirroring 

between the genders among the participants. There were three female students and one male 

student in the group, therefore, I analyzed the gender differences based on each individual’s 

adoption. My third domain analyzed the influences of different cultural backgrounds in the 

group discussions. There were two American students and two Chinese students; therefore, 

the amount of two students’ nonverbal mirroring of each cultural background served as the 

basis of this domain.  
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Findings: Harmony with Verbal Utterances and Gender and Cultural Differences 

Jane, the participant in the interviews, showed an implicit awareness of nonverbal 

mirroring in group discussions, while in the observations, all her group members showed 

obvious nonverbal mirroring during the group discussions. Three themes emerged from my 

analyses of their nonverbal mirroring in the multi-cultural group discussions. These themes 

focused on the issues of (a) the harmonious relationship between nonverbal mirroring and 

verbal utterances, (b) gender differences in nonverbal mirroring, and (c) cultural differences 

in nonverbal mirroring.  

Harmony between Nonverbal Mirroring and Verbal Utterances 

The emergence of nonverbal mirroring has a close relationship with the verbal 

utterances the participants made during the group discussions. In most cases, the participant 

tended to have obvious nonverbal mirroring when he / she agree or show curiosity with the 

speaker, and at the turns of the discussions. 

Jane, the Chinese girl, who claimed in her interviews several times that her mother 

usually told her not to use gestures while talking. Therefore, she had developed the habit of 

little nonverbal behaviors during the group discussions. In the first observation, she sat two 

seats left to Ruth. While Jane explained her ideas to the whole group, Ruth was still typing at 

her computer and did not pay attention to what Jane said. After Jane finished, Ruth looked up, 

turned to Jane, and asked her several questions which Jane had just explained. During their 

communications, Ruth used some gestures, and leaned leftwards towards Jane, while Jane 

did not show any nonverbal behaviors. After several short verbal exchanges, Ruth understood 
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one of Jane’s reasons; then she patted on the table between them with her left hand and said, 

“Oh, right, you don’t want that.” Jane immediately patted on the table between them with her 

right hand and said, “Yeah, I had explained that.”  

Jane did not use any nonverbal behavior while communicating with Ruth, and when 

Ruth finally understood her meaning, Jane felt relieved. When she heard Ruth’s verbal 

utterances, she saw Ruth’s nonverbal behavior as well. She immediately adopted two ways to 

give her feedbacks – verbally and nonverbally. As for the nonverbal response, she adopted 

the nonverbal mirroring. In the group discussion, the nonverbal mirroring happened when the 

participant totally agreed with the speaker, and the nonverbal mirroring was used to reinforce 

her strong agreement with her partner.  

Sometimes, nonverbal mirroring happened when the participant showed curiosity 

towards the verbal utterances. 

Jessica used a lot of nonverbal communications during the group discussions. In the 

observations, she usually sat at the right end of the first row, and Mark sat at the front 

computer desk at the left end of the classroom and faced the whole classroom. When Jessica 

explained her understandings of one problem, Mark exchanged few eye contacts with her. 

When Jessica said, “And as for the question you mentioned before….” and at the same time, 

she turned her body towards Mark a little bit and pointed at Mark with her left hand. Mark 

heard the sentence and immediately changed his posture and leaned a little bit towards 

Jessica and at the same time, moved his left hand a little bit forward.  
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Though in the previous example, Mark did not use any verbal utterances to show his 

interests in Jessica’s remarks, he adopted the exact same nonverbal behaviors with Jessica’s 

behaviors to indicate his interest in the current conversation. With leaning towards Jessica, he 

also encouraged her to continue talking.  

Therefore, in the observations, when the participant tried to show agreement or 

interests to certain topics, he / she tended to use nonverbal mirroring to reinforce his / her 

verbal utterances, or even sometimes, he / she adopted nonverbal mirroring only rather than 

verbal utterances to indicate his / her curiosity towards the current topic. Therefore, 

nonverbal mirroring happened with certain attitudes caused by verbal utterances to send 

sufficient and positive feedbacks to the partner.  

As shown in the observations, most of the nonverbal mirroring happened at the turns 

of verbal utterances in group discussions. In the second observation, when Jane ended talking 

with “That’s it.”, at the same time, she sat back and looked around at everyone. Both Mark 

and Jessica sat back and Ruth stopped typing on her computer, and they all exchanged eye 

contact with Jane. Then, Jessica leaned forward and looked around at everyone, and she 

began to talk.  

Here, Jane used certain nonverbal communications – “sitting back” and “eye contact” 

to reinforce the information that she had finished talking. All the other group members used 

nonverbal mirroring such as changing their postures or exchanging eye contacts to indicate 

that they had received the information. At the turns of verbal utterances, nonverbal mirroring 

could be used to fill up the gap in verbal utterances and pushed the whole conversation flow 

smoothly.  



13 

 

For the listeners in the conversation, they tended to use nonverbal mirroring prior to 

their verbal utterances to send the information of their willingness to take the turn.  

When Ruth finished her explanation, she extended both her hands and said, “I don’t 

know. It’s just my thoughts.” Mark sat left to Ruth, and he extended his left hand and began 

talking his ideas.  

Rather than speaking immediately after Ruth finished, Mark adopted the nonverbal 

mirroring first, though it happened just one second before the verbal utterance, he used this 

behavior to tell the other participants of his readiness to talk. Therefore, at most of the 

utterance turns, nonverbal mirroring and verbal utterances tied together to form a smooth 

switch between the turns among the participants.   

 In summary, it is clear from the examples presented above that in group discussions, 

nonverbal mirroring was not detached from verbal utterance; on the contrary, they were tied 

closely to push the conversation move on smoothly and continuously. The harmonious 

relationship between nonverbal mirroring and verbal utterance was shown most obviously 

when the participant agreed with or is interested in certain topics or at the utterance turns.    

Gender Differences in Nonverbal Mirroring 

From the above analysis, it is clear that nonverbal mirroring played an important role 

in a successful group discussion; therefore, the internal factors such as gender and culture 

emerged as essential elements in understanding the individualized nonverbal mirroring 

adoption.  
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Gender, the most obvious factor between the participants, also has its important role 

in the nonverbal mirroring adoption. First of all, the female students tended to adopt more 

nonverbal mirroring than the male students did.  

In the first observation, when Jane expressed her ideas, Ruth changed her posture and 

turned her head a little bit to Jane; Jessica leaned forward and also looked at her; while Mark 

still looked at his computer and did not change his posture, and only had eye contacts once 

with Jane. In the third observation, Jessica had 53 mirroring behaviors, Ruth had 37 

mirroring behaviors, and Jane had 21 mirroring behaviors, while Mark had only 19 mirroring 

behaviors. Therefore, it should be noted that in the group discussion, female students use 

more nonverbal mirroring than male students did.  

Another obvious gender difference was shown in the reaction time of nonverbal 

mirroring among the participants. In the second observation, all the four students were typing 

on the computer, and when Jessica began explaining her ideas, she stopped typing, put both 

her elbows on the table, and looked around at each group member. When Jane and Ruth felt 

Jessica’s sight swept over them, they stopped typing and looked up to have eye contacts with 

Jessica; while when Jessica looked at Mark, he still looked at his computer, and he looked at 

Jessica three seconds later.  

In the third observation, when Ruth talked to Jessica, Jessica immediately looked at 

Ruth and also turned her postures orientation towards Ruth; and Mark looked at them but 

slowly turned his posture towards Ruth.  
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The above examples showed that in group discussion, female student tended to have a 

quicker reaction time in showing nonverbal mirroring while male student usually waited a 

few seconds rather than reacted immediately. It seemed that female students tended to adopt 

immediate and direct nonverbal mirroring to indicate their positive and cooperative attitude 

and keen focus on their partners. 

In summary, gender factor played an obvious and important role in adopting 

nonverbal mirroring. Among all the nonverbal communications, female student tended to use 

more nonverbal mirroring as feedbacks to other participants. Moreover, female student 

usually had a quicker reaction time than male student did.  

Cultural Differences in Nonverbal Mirroring 

Many previous researches proved that the different cultural backgrounds would 

influence the adoption of nonverbal communication, and this could also apply to the 

nonverbal mirroring adoption. In the multi-cultural group discussion in this study, cultural 

factor was another essential and obvious element in deciding the individualized nonverbal 

mirroring adoption. From the interviews and observations, different cultural backgrounds of 

America and China influenced the student’s nonverbal mirroring.  

In all observations, when Jessica talked to the other participants, she used a lot of 

nonverbal communications. She almost adopted different kinds of nonverbal cues with every 

sentence she said. Ruth showed nonverbal mirroring to almost two third of Jessica’s 

behaviors. When Jessica leaned forward and extended her hand, Ruth would also change her 

posture and extend her hand. Jane responded with nonverbal mirroring to less than half of 
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Jessica’s nonverbal behaviors. Jane usually turned her head and body towards Jessica, and 

had more eye contacts with her. When Ruth and Jane spoke, Jessica made nonverbal 

mirroring to almost all the nonverbal behaviors Ruth and Jane made. According to the total 

numbers of participants’ nonverbal mirroring in the third observation, Jessica and Mark used 

72 mirroring behaviors and Ruth and Jane adopted 58 mirroring behaviors. American 

students tended to use more nonverbal mirroring than Chinese students did.  

Bearing different cultural backgrounds in adopting nonverbal mirroring, these group 

members’ nonverbal mirroring would have a clear impact on their partners’ nonverbal 

mirroring adoption.  

In the interviews with Jane, when Jane identified some similarities and differences of 

nonverbal mirroring among her group members, she immediately connected them with 

individual cultural backgrounds. She pointed out the profound influences of cultural factors 

behind the nonverbal mirroring of their group members:  

My mother does not allow me to use many gestures while talking with others; therefore, I 

usually do not use gestures in our group discussions. But when I discussed with Jessica or 

Mark, and I saw their frequent gestures, after a while I would use several gestures to 

express my meaning. It is quite natural and I feel awkward if I just sat there and did not 

use my hands.  

Jane mentioned her conscious changes of nonverbal mirroring in the Americanized 

surroundings, while Jessica also felt the Chinese influences on her behavior. In the third 
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observation, Jessica and Jane were discussing about one problem. Jessica gradually 

decreased her usage of nonverbal behaviors due to Jane’s few nonverbal mirroring responses.  

Therefore, it showed that in the multi-cultural group discussion, cultural factors 

became especially important in influencing the participant’s nonverbal mirroring. The 

participant would adjust his / her usages of nonverbal mirroring to adapt to the surrounding 

cultural context.  

The above analysis illustrated the importance of cultural factors in nonverbal 

mirroring in a multi-cultural context. The participants of different cultural backgrounds 

would bring their cultural factors in adopting nonverbal mirroring. The participants’ 

nonverbal mirroring would also have the influences on the behaviors of the other participants 

who come from a different cultural background.  

CONCLUSION  

Nonverbal mirroring exists in almost all kinds of social activities, including the 

educational domain. It played an important role in promoting smooth and successful 

communications between social members. Considering it in a diverse cultural educational 

context would provide a more comprehensive perspective in nonverbal mirroring study.  

In this paper, I have attempted to investigate the nonverbal mirroring in the multi-

cultural group discussions. I study the relationship between nonverbal mirroring and verbal 

utterances, and find out the gender and cultural factors that influence the individualized 

nonverbal mirroring among the group members.  
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While communicating with partners in the group, the participant tends to build up a 

harmonious relationship between nonverbal mirroring with verbal utterances. He / She tends 

to use the nonverbal mirroring as a symbols to indicate his / her active and positive 

participation in the group discussion. The appropriate time to use a nonverbal mirroring is 

also important for a smooth conversation. The participants tend to use nonverbal mirroring at 

the utterance turns to send the information of acknowledging the ending of the speech and 

willingness to take the next turn.  

The analysis of the observation and interview data also showed two essential 

elements in adopting nonverbal mirroring– gender and culture. Female students tend to use 

more nonverbal mirroring and have a quicker reaction time than male students do, and 

different cultural backgrounds influence the participant’ nonverbal mirroring adoption and 

multi-cultural context may also bring instant influences on the participant’s nonverbal 

mirroring adoption during the discussions.  

The nonverbal mirroring plays a significant role in education to understand the 

communications between teacher and student and among students. Therefore, in the future 

study, the measurement of reaction time of different participants’ nonverbal mirroring would 

provide more detailed and specific information to individualized nonverbal mirroring. The 

adoption of nonverbal mirroring in different educational contexts or in different subject 

matters courses would develop a more comprehensive understanding of nonverbal mirroring.  
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American Sign Language Phonological Awareness: Test Development and Design 

Abstract 

American Sign Language (ASL) is the conversational language for many Deaf children 

yet, assessments designed to measure these children’s sign language skills are lacking. There is a 

current need for valid and reliable test instruments in order to monitor Deaf children's sign 

language acquisition. This study reports on the development and pilot of a computer-delivered 

test designed to measure American Sign Language phonological awareness (ASL-PA) in young 

children (ages 4-7). Findings from research on Deaf signers’ phonological awareness were 

synthesized to create a framework of the most salient ASL phonological features [i.e., 

Handshape (H), Location/place of articulation (L), and Movement (M)]. McQuarrie’s (2005) 

receptive-based phonological similarity judgment task (picture matching-to-sample), which was 

developed for children aged 8 to adult, was used as the prototype to develop a downward 

extension of the test that would be suitable for 4-7 year old children. The test measures the 

ability to identify similarity relations in signs under three comparison conditions  [i.e., signs with 

three shared parameters (H + M + L); signs with 2 shared parameters (H + M; L + M; and H + 

L); and signs that share a single parameter (H, M or L)]. We outline the test development 

procedures, and document the implementation of the first four phases of seven phase test 

development process. Specific issues associated with designing test items and materials are 

described including considerations regarding piloting the test with young Deaf children who 

have varied ASL proficiency levels.  Preliminary findings from our pilot study offer support for 

(a) the plausibility of assessing ASL-PA by targeting key parameters identified in the literature, 

and (b) the potential of computer test delivery using a dynamic/video presentation format. The 
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clinical and educational implications of the test for Deaf children who use sign language will 

also be discussed. 

Introduction 

 In the current era of standards, accountability, and achievement testing, there is ever-

increasing pressure to document learning outcomes. Recent attention focused on bilingual 

education for Deaf children has resulted in a marked increase in attention to measurable 

outcomes in terms of children’s language and literacy learning, and has highlighted the need for 

more information about early ASL development (DeLana, Gentry, & Andrews, 2007).  

Intensified attention to early learning outcomes, in turn, has increased the importance of 

assessment in preschool and early childhood programs. Although assessment is a pivotal 

component in educational programs serving hearing children, teachers in Deaf education must 

rely on informal assessments in the form of naturalistic observations and anecdotal progress 

monitoring as there are few developed tests supporting American Sign Language assessment (see 

reviews in Haug, 2005; and Singleton & Supalla, 2005).  

 Deaf children’s struggle to develop phonological awareness of spoken language is well 

documented and the severely impoverished reading skills of most deaf learners have been a topic 

of educational concern for over a century (see review in McQuarrie, 2008). Increasingly, 

researchers have begun to turn their attention to explorations of the use of American Sign 

Language to promote the acquisition of written English (see Chamberlain, & Mayberry, 2000). 

While several recent correlational studies have found positive relationships between ASL 

proficiency and reading proficiency (Hoffmeister, 1994, 2000; McQuarrie & Abbott, 2008; 

Padden & Ramsey, 2000; Prinz & Strong, 1998; Strong & Prinz, 2000) the exact nature of this 

relationship is not yet understood. Specifically, there is very little research that has explored the 
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potential contribution of ASL phonological awareness (ASL-PA) to the development of English 

literacy (although see Di Perri, 2004; McQuarrie & Abbott, 2010).  To support further research 

in this area, there is a need for a universal tool that can give reliable indicators of the 

development of ASL phonological awareness in young bilingual Deaf children. In this context, 

the term bilingual is used to refer to both a signed language and a spoken/written language: 

American Sign Language (ASL) and English.  

 This paper reports on a project based at the Minerva Deaf Research Lab, University of 

Alberta, to develop a computerized receptive-based assessment of phonological awareness in 

American Sign Language for use with bilingual Deaf children. Current understandings of the 

construct of ASL phonology are briefly reviewed. Thereafter, the implementation of the first four 

phases of our seven phase test development process are outlined. Specific issues associated with 

designing test items and materials are described, including issues related to developing and 

piloting the test with young Deaf children who have varied levels of ASL proficiency.  A 

description of the last four phases (i.e., phases 5-8) in the development of the American Sign 

Language-Phonological Awareness Test (ASL-PAT) is then presented. 

Literature Review 

 ASL is a language that is independent of English and reflects neither the structure nor the 

orthography of English. American Sign Language displays the hierarchically organized linguistic 

levels (i.e., phonology, morphology, semantics, syntax and pragmatics) found in other natural 

(signed and spoken) languages (Sandler & Lillo-Martin, 2006). In linguistics, phonology refers 

to “the level of analysis at which meaningless, contrastive units of language combine to form 

meaningful units” (MacSweeney, Waters, Brammer. Woll, & Goswami, 2008, p. 1369).  In 
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spoken languages, these are auditory/articulatory units that when combined, form words. As 

well, the substitution of a single phonological feature creates a new word. For example, in 

phonological terms, the spoken English words /bat/ and /pat/ are considered minimal pairs, as 

they differ by only one phonological parameter (i.e., only in the voicing feature of the initial stop 

consonant). In comparison, a minimal pair in ASL is also formed by changing one phonological 

parameter (described below). 

 It is important to note that although the term phonology and phonological awareness are 

typically understood in reference to the acoustic/articulatory units of spoken languages 

(phonemes/sounds), linguists use the terms phonology and phonological awareness to refer to the 

visual/articulatory units or internal structure of signed languages as well.  The phonological 

system of ASL is described with reference to sublexical properties of sign formation: handshape, 

location, and movement – which are combined to form signs (see Klima & Bellugi, 1978; 

Hildebrandt & Corina, 2002). Handshape refers to specific configurations of the hand, fingers, 

and thumb.  There are approximately 40 hand configurations native to ASL signs that are not 

based on English structure rules (see examples in Figure 1). 

                             

Figure 1. Example of American Sign Language Handshapes.  
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Location refers to the place of articulation or where the sign is made on the face and body, or in 

front of the signer’s body.  Movement refers to the action or path that the hand or arm performs 

(i.e., a downward zigzag path in the sign PIZZA).  These visual/articulatory features are an 

intrinsic part of ASL phonology analogous to phonetic features in spoken language phonology 

(Brentari, 2002; Emmorey, 2002). As with spoken words, new signs can be created by the 

substitution of one sign parameter (see discussion in Best, Mathur, Miranda, & Lillo-Martin, 

2010).  In Figure 2, the ASL signs TAPE, CHAIR and TRAIN are considered minimal pairs in 

ASL as these signs differ by only one phonological parameter. The three signs share the same 

handshape, are formed in the same location but have a different movement path.  The Movement 

parameter then is the point of contrast.  

 

Figure 2.  Minimal Pairs in American Sign Language.  

We present next the development stages of a new test of ASL phonological awareness, 

the ASL-PAT, which is modeled after McQuarrie’s (2005) receptive-based phonological 

similarity judgment task (picture matching-to-sample) and was developed for children aged 8 to 

adult.  McQuarrie’s task was used as the prototype in developing a downward extension of a 

measure that would be suitable for 4-7 year old children. The similarity judgment task represents 

an adaptation of well-known spoken language psycholinguistic paradigms, and was selected as a 
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prototype for our project because performance on this measure reliably identifies different levels 

of ASL phonological awareness levels in Deaf adolescents and adults (McQuarrie & Abbott, 

2008; 2010).  McQuarrie’s task measures the ability to identify similarity relations in signs under 

three comparison conditions [i.e., signs with three shared parameters (H + M + L); signs with 2 

shared parameters (H + M; L + M; and H + L); and signs that share a single parameter (H, M or 

L)].  Our aim in developing a downward extension of the test into what we call the American 

Sign Language-Phonological Awareness Test (ASL-PAT) is to develop a measure that is 

sensitive enough to discriminate young children’s phonological knowledge based on age, and to 

distinguish native speakers of ASL from late-learners.  

Method 

The process of developing a downward extension of McQuarrie’s (2005) task included the 

following phases:  

1. Test vocabulary selection and item development:  

a) the establishment of selection criteria for lexical items, and 

b) the establishment of selection criteria for pictures/images. 

2.  Consultation and content review with adult native users of ASL to determine the 

following: 

a) the suitability of the test vocabulary for use with younger children;  

b) the presence of regional sign alternatives for the test vocabulary;   

c) whether the cue and distracter items and pictures were clearly depicted and 
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                   age appropriate for younger signers; and 

d) that the test content was relevant to and representative of the targeted ASL     

       phonological components (i.e., the construct domain). 

3.  Computerized administration/software/programming: 

a) the use of video recorded ASL test item stems/cues to reduce cognitive load and 

increase the flexibility in item selection, and  

b) the use of video recorded -test instructions to promote standardized administration 

delivered in a child-friendly register. 

4. Piloting of test items with a sample of typically developing 4-7 year old native and non- 

native signers (approximately 12 children in total, 3 from each age group). The purpose 

of the pilot test is to:                                                              

a)   evaluate the feasibility, usefulness, and usability of the test items; and           

b)   examine how the students react to the instructions, items, and item delivery methods.  

5. Revise test items based on pilot test data:    

a)  revision of the items and procedures will ensure that the test is age appropriate.  

6. Field test and Item Analysis (facility and discrimination): 

 

a)   performance data will be collected and examined to ensure high item and task quality;  

      we will:   

i. identify items that are too easy (passed by all) or too hard (failed by all),   

ii. determine whether the items can discriminate ASL-PA knowledge based on age 

and ASL native/non-native proficiency, and 

iii. ascertain the developmental order of ASL-PA.  
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b)   accuracy of response times and computerized scoring processes will be examined; 

and 

c)   reliability will be assessed by calculating Cronbach's alpha as a measure internal  

consistency. 

7. Standardization to develop scale scores: 

a)  validate the measures with a large representative sample of Deaf children from across   

Canada and the United States; and then  

  b)  develop corresponding age equivalent scores and interventions to assist the children in 

areas of weakness, as identified by the ASL-PAT. 

In the ensuing sections of this paper, we will describe the implementation of the first four phases 

of the test development process. A pilot test and revision of test items will occur in the fall of 

2011. A field test of the revised pilot test items will begin in the spring of 2012. Standardization 

across North America with a large normative group will occur in the fall of 2012. 

Phase 1:  Test Vocabulary Selection and Item Development 

There are several issues specific to ASL that need to be taken into consideration when 

developing test items. The first issue concerns lexical item selection. Our goal was to have a set 

of age appropriate lexical items suitable for use with very young Deaf children.  Published word 

lists and vocabulary tests designed for both hearing and Deaf children were consulted to locate 

vocabulary appropriate for 4-7 year olds. Tests reviewed included the Comprehensive Test of 

Phonological Processing CTOPP ages 5 and 6 (Wagner, Torgesen, & Rashotte, 1999); the 

Peabody Picture Vocabulary Test 3
rd

 edition (PPVT-111; Dunn & Dunn, 2006); the MacArthur 

Communicative Development Inventory for American Sign Language (ASL-CDI; Anderson & 

Reilly, 2002); the Clinical Evaluation of Language Fundamentals-Preschool (2
nd

 ed.) (Wiig, 
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Secord, & Semel, 2004); and the Clinical Evaluation of Language Fundamentals: Fourth Edition 

(CELF-4; Semel, Wiig, & Secord, 2003). The majority of the words selected were from the 

MacArthur Communicative Development Inventory for American Sign Language (ASL-CDI 8 to 

36 months). Over 628 words were considered for inclusion in the test. This number was reduced 

by excluding signs that were not age appropriate, had multiple common signs, and could not be 

easily represented by a picture. 

  Selection criteria. Several criteria were used to select the cue, target, and distractors: for 

each item the cue and target were screened for potential confounds relating to English 

orthographic, semantic, and onset and rhyme matches. We ensured that all cue/target pairs did 

not have more than one sign. When creating the cue/target pairs we ensured that different 

handshapes (e.g., “open 8”, “5”, see figure 1), locations (e.g., forehead, chest, arm, hand), and 

movements (e.g., zigzag, straight, arc) were represented across all conditions.  Similarly, the 

distractors in relation to the cue and target were screened for potential confounds relating to (a) 

English orthographic, semantic, and onset and rhyme matches; and (b) ASL phonological 

parameter matches (H, M, L). Frequency lists (e.g., those found on the Lextutor website) were 

consulted to ensure that the terms were both age appropriate and frequently used words.  

Vocabulary items were only used once throughout the test. 

Selection of pictures/images. Picture stimuli were downloaded off the Internet; only free 

sources were used. Only the most concrete, realistic, and age appropriate pictures were selected 

for use. Some of the pictures were manipulated in PAINT or Photoshop to create the clearest 

representation of each vocabulary term (e.g., deletion of extraneous background material). In 

addition, it was determined that dynamic presentation of the cue using a video format would 

allow us to use a wider range of vocabulary (e.g., action words that could not be represented by a 
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picture could be demonstrated in a video clip and used as cues). The target and distractors were 

all represented by pictures.  

Phase 2: Consultation and Content Review  

 The item selection phase was completed by assembling a panel of ASL consultants 

consisting of two university researchers (both hearing), three ASL specialist teachers (all Deaf 

native-ASL users), and one doctoral student (Deaf). Over a series of sessions, the expert 

review panel conducted a content review of the test items to verify that the sign stimuli and 

pictures represented the constructs intended to be measured. They also reviewed the target/cue 

pairs for the potential confounds described above.  Following the review, items and pictures 

identified as potentially problematic were revised.  

Phase 3: Programming/Software Selection 

In phase three, the Project team compared the feasibility of alternate presentation formats, 

such as the dynamic/video presentation of sign stimuli versus the picture-based presentation used 

in the McQuarrie’s (2005) original test.  It was decided that that dynamic/video presentation was 

the best choice given the targeted age group and the challenges of finding sufficient sign stimuli 

that matched construct parameters, and could be represented concretely and realistically in 

picture form.  Phase three also involved video recording of the ASL test item-cues.  The 

videotaping took place in an appropriate studio space equipped with back drop lighting at the 

University using high quality video equipment (i.e., a digital flip camera). Two research 

assistants video-taped the cues as they were signed by a Deaf native signer. The native signer 

was also involved in the content review process, so she was familiar with the test items and 

testing procedures. Videos were edited to produce individual clips of each cue. The clips started 

with a shot where the signer’s arms rested at her side for one second, and she ended in the same 
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position held also for one second. In addition, videos of the test instructions signed in ASL by 

the same signer using a child-friendly register were recorded.  Due to problems anticipated with 

the large scale delivery of the ASL-PAT, the Project team explored alternate test presentation 

formats/ Although they reviewed several online experimental software packages that are 

currently being used in the field (e.g., Snap 10; Riddle Me This; Psyscope; and Survey Gizmo), 

they were unable to find a tool that could be used to program all the components of the tasks.  In 

the end, a Computing Science expert was hired to create a web-based platform that could be used 

in the future for the purposes of large-scale data collection.  For the purposes of the pilot test, 

however, a mock up version of the test was programmed using Direct RT
©

 Research software 

(Empirisoft, 2010).   

Phase 4 and 5: Pilot Test and Revision  

 After several months of exploring the literature relevant to the ASL-PAT design and 

development, and creating and reviewing the test items, we collected pilot test data in fall 2011 

from 12 children aged 4-7, (3 from each age group).  The purpose of the pilot test was to 

evaluate the feasibility, usefulness, and usability of the test items, and to examine how the 

students reacted to the instructions, items, and item delivery methods. This data will be used to 

improve upon the items and instructions. The data from the pilot is currently being examined. 

Preliminary results suggest that, for the most part, the test directions, and items are functioning in 

the intended manner.  After analyses of the pilot test data are complete, testing procedures will 

also be clarified and revised where necessary, and the best quality items will be selected for 

inclusion in the field test.  

Next Steps (Phases 6 and 7) 

 In Phases 6 and 7, we will conduct a field test of the items.  Field testing is essentially a 
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process of testing a test.  In this phase of test development, it is necessary to test the items’ 

difficulty and effectiveness in separating different levels of ASL phonological awareness.  The 

ASL-PAT will be administered to 80 children between the ages of 4-7, who did not participate in 

the pilot study (i.e., 20 children at each age group), throughout the provinces of Alberta, British 

Columbia, Manitoba, and Ontario, Canada.  Performance data will be collected and examined to 

ensure high item and task quality, and accuracy of response times and computerized scoring 

processes.  Item analyses will help to (a) identify items that are too easy (passed by all) or too 

hard (failed by all), (b) determine whether the items can discriminate ASL-PA knowledge based 

on age and ASL native/non-native proficiency, and (c) ascertain the developmental order of 

ASL-PA. Classical item statistics (including item difficulty and discrimination) will be used to 

evaluate and improve items. Reliability will be assessed by calculating Cronbach's alpha as a 

measure internal consistency. 

 In the final phase of development, the ASL-PAT will be administered to large sample of 

deaf children attending programs or schools for the deaf and mainstream programs across North 

America. The ASL-PAT will be administered as part of the test battery used in the large scale 

Early Education Longitudinal Study (EELS) conducted by the National Science Foundation’s 

Science of Learning Center on Visual Language and Visual Learning (VL2). Separate samples 

will be collected from child native and non-native deaf ASL signers. We anticipate beginning 

this process in the fall of 2012. We will also develop an administration and technical manual to 

establish test administration and scoring procedures.  

Conclusion 

 The absence of valid and reliable measures of young children’s phonological development 

in the sign modality impacts the ability of educators and clinicians to monitor progress and 
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identify developmental problems in the signed language development of young deaf children. 

The need for an assessment tool that can be used to monitor progress, provide diagnostic 

guidelines for instruction, and that can be administered easily, reliably, and efficiently is 

essential in furthering the educational objectives of early childhood programs and school-based 

programs that incorporate a bilingual approach to teaching and learning for Deaf children. The 

ASL-PAT development project described in the paper is a first step toward the development of 

such an assessment tool. 

In its present format, the ASL-PAT measures the ability to identify similarity relations in 

signs under three comparison conditions [i.e., signs with three shared parameters (H + M + L); 

signs with 2 shared parameters (H + M; L + M; and H + L); and signs that share a single 

parameter (H, M or L)]. Ideally, the final version of the ASL-PAT will be optimized by 

including only the items that best predict phonological awareness in ASL and are most sensitive 

to developmental differences in language acquisition.  Upon completion of the test development 

project and associated validation studies, the ASL-PAT will be available for teachers and 

clinicians to provide diagnostic information on children’s language development, and for use by 

researchers for cross-study comparisons.  
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Regularity Effects in Word Reading of Skilled Deaf Readers 

 

Abstract 

 

Although there have been reports that some Deaf readers, usually the very good Deaf 

readers, do seem to know something about the phonological system of English (Hanson & 

Fowler, 1987; Burden & Campbell, 1994) recent evidence from younger skilled Deaf readers has 

challenged this conclusion (see McQuarrie & Parrila, 2009). The purpose of this study is to 

determine whether skilled adult Deaf readers use phonological information during word 

recognition. Response accuracy and response latency data from a lexical decision task were 

collected from two groups of skilled readers. The experimental group consisted of prelingually 

Deaf adults who had completed some post secondary education/training and who used American 

Sign Language as a primary means of communication. A reading level matched group of hearing 

university students served as controls. A lexical decision task requiring a manual response was 

administered to all participants. The manipulated variables included phonological and 

orthographic regularity, while controlling for word frequency and length. Accuracy and reaction 

times were compared across conditions and groups using a mixed design ANOVA. Results 

showed significant differences between the hearing and skilled Deaf readers on their knowledge 

of grapheme-phoneme correspondence (i.e., regularity). The conclusion that skilled Deaf readers 

do not use phonological regularity information to the same extent as skilled hearing readers 

implies that other strategies may be utilized during word recognition and that more research is 

needed to determine the best practices for reading instruction of Deaf individuals. 
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Regularity Effects in Word Reading of Skilled Deaf Readers 

Decades of reading research conducted with Deaf learners evidences a staggering 

deficiency in reading achievement. Most students with hearing loss leave high school with 

reading skills comparable to an average ten year old child with normal hearing (see review in 

Paul, 1998). Numerous studies have documented the importance of phonological processing 

skills for hearing readers‟ reading development (see review in Adams, 1990); thus, it is not 

surprising that difficulties arise in reading development for learners with impeded access to the 

sound system of English. A small minority of Deaf students, however, do learn to read fluently, 

with approximately 8% of Deaf high school graduates leaving school with age appropriate 

reading levels (Holt, Traxler, & Allen, 1997). How some Deaf readers manage to achieve age 

appropriate reading levels while the majority does not is unclear. Research findings in the area of 

phonological knowledge of skilled deaf readers are contradictory, with some studies finding the 

use of phonology in various word recognition (e.g., Hanson & Fowler, 1987) and reading tasks 

(e.g., Hanson, Goodell, & Perfetti, 1991), and others finding little use of phonological knowledge 

(e.g., Burden & Campbell, 1994; Chamberlain, 2002; McQuarrie & Parrila, 2009; Waters & 

Doehring, 1990) in the deaf populations tested.  

The continuing debate over the use of phonological information by the Deaf presents three 

possible scenarios: that skilled Deaf readers use phonology, that they have deficient use of 

phonology, or that they do not use phonology during word recognition tasks. The study reported 

in this paper has the potential to shed some light on this debate by examining whether there are 

significant differences between a group of profoundly Deaf skilled adult readers and a group of 

skilled adult hearing controls on a lexical decision task (described below) that is more sensitive 
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to phonological and orthographic regularity effects than those used in previous studies of Deaf 

readers. 

Literature Review 

Poorer phonological processing efficiency of deaf skilled readers in comparison to reading 

level matched hearing peers suggests that deaf readers may reach the same levels of reading 

performance through alternative means of support (Treiman & Hirsh-Pasek, 1983). Phonological 

knowledge of ASL (Shand, 1982; Treiman & Hirsh-Pasek, 1983), and increased reliance on 

orthographic (Lichtenstein, 1998; Merrils, Underwood, & Wood, 1994; Hanson 1982) and 

morphological knowledge and strategies (Hanson & Wilkenfeld, 1985; Hanson & Feldman, 

1989; Hanson, 1993; Gaustad, Kelly, Payne, & Lylak, 2002) may aid deaf readers. Increased use 

of contextual information may also support skilled deaf adult readers in word recognition tasks 

(Kelly, 1996). There are reports that at least some deaf readers, usually the very good deaf 

readers, do seem to know something about the phonological system of English (Hanson & 

Fowler, 1987). However, their use of phonological information in word recognition tasks tends 

to be lower than their reading levels would predict (Hanson & Fowler, 1987; Waters & 

Doehring, 1990). Whether skilled deaf readers use phonological information during reading has 

been much debated.  

Chamberlain (2002) was the first to investigate spelling-sound correspondence effects with 

signing deaf adults using a lexical decision task with two groups of deaf readers (good and poor 

readers), and a hearing control group. She examined all groups‟ response accuracy and reaction 

time data for both high- and low-frequency words at four levels of spelling-sound regularity and 

consistency. Regularity was defined as the tendency to follow English grapheme-to-phoneme 

correspondence (GPC) rules. Consistency was defined as the tendency for neighbouring words 
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(defined as words containing the same orthographic rime) to have consistent spelling-sound 

relationships. Chamberlain employed the stimuli category distinctions developed by Plaut, 

Seidenberg, and Patterson (1996) that is based on the average numbers of friends and enemies 

each word has. Regular consistent words (e.g., must) have many friends and few enemies. 

Regular inconsistent words (e.g., bone) have several friends and a few enemies. Ambiguous 

words (e.g., town) have several friends and several enemies, and exception words (e.g., done) 

have a few friends and many enemies. Chamberlain hypothesized that “if deaf readers use a 

phonological code for reading as do hearing readers, then both the good and poor readers will 

show spelling-sound correspondence [i.e., regularity] effects” (p. 125). A significant frequency 

effect was found for all three groups, but only the hearing readers had a significant regularity 

effect. This regularity effect, however, was not well established, as it was only found in the 

response accuracy data and not in the response latency data. It was concluded that neither the 

good nor poor deaf readers were accessing phonology, since no regularity effects were found in 

either the reaction time or accuracy data for either group of deaf readers. Nonetheless, 

Chamberlain‟s findings may not be accurate for a few reasons. The stimuli were problematic, as 

there were an unequal number of words and non-words. Since there were four times as many 

words as non-words, likely producing a positive responses bias in the data. There were also 

problems with the frequency classification system used to separate high and low frequency 

words. In addition, presentation was not fully random and the response data were not cleaned 

and trimmed for misleading outliers. 

The current study sought to use an improved lexical decision task to determine whether 

phonological regularity effects were present in skilled deaf readers. Specifically, we sought to 

overcome the discrepancies in past research. Therefore, several stimuli changes were made to 
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Chamberlain‟s (2002) task, resulting in an equal number of words and non-words and clearer 

word conditions, including an improved frequency distinction. The lexical decision task is 

described in detail in the subsequent methodology section. 

Word regularity was also manipulated so we could compare the accuracy and reaction time 

data of regular, irregular, and strange words across groups. Regular words, such as came, follow 

GPC rules (e.g., the e at the end of the word makes the previous vowel have a long sound). 

Irregular words, such as break, do not follow GPC rules, although they do have regular 

orthography. According to the GPC rules, break would be pronounced /brik/. Strange words 

contain unusual or atypical spelling patterns and often have irregular spelling-sound 

correspondence. For example, the strange word aisle contains irregular orthography (silent s in 

the middle of the word) and does not follow GPC rules for the ai vowel combination. For this 

study, the stimulus words were divided into four categories: regular consistent (RC), regular 

semi-consistent (RS), irregular inconsistent (II), and strange (S). Each category was further 

separated into high and low frequency words. Much of the previous research in spelling-sound 

correspondence and consistency has used the same word conditions as this study but has given 

the conditions different names. Plaut et al. (1996) referred to their categories as regular 

consistent, regular inconsistent, ambiguous, and exception. Their category of regular inconsistent 

corresponds with our condition called regular semi-consistent in the present study. This name 

change occurred to clarify for the reader that the words in this category, although containing 

rimes shared with exceptions to the phonological representations, are in fact consistent with most 

of their neighbours. Naming the category “inconsistent” may lead to the incorrect interpretation 

that these words are themselves inconsistent. The second category name change for the present 
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study was from exception to irregular inconsistent, to provide the reader with more clarity 

regarding the relationships between the word conditions.  

To examine regularity effects, we compared the accuracy and reaction time data of regular 

words (RC and RS combined; or R), irregular words (II), and strange words (S) across groups. 

Regularity effects have the potential to show both phonological and orthographic processing in 

word reading (Burden & Campbell, 1994). Faster or more accurate responses to regular words 

than to irregular words will indicate a phonological regularity effect, since both word types have 

regular orthographic patterns but only the irregular words have irregular spelling-sound 

correspondence. Faster or more accurate responses to irregular words than to strange words will 

indicate an orthographic regularity effect, since both have irregular spelling-sound 

correspondence but only the strange words have irregular orthographic patterns. To control for 

the possible effects of reading skill, analyses were conducted with deaf and control subgroups 

matched on word reading efficiency. To control for the possible effects of sound access, only 

Deaf readers with profound hearing loss were included in this study.  

Hypotheses for the current study include that there would be a main frequency effect for 

both groups. It was hypothesized that no regularity effects would be found for high-frequency 

words in either of the groups. It was further hypothesized that both phonological and 

orthographic regularity effects would be found for the control group on low-frequency words. 

The Deaf group was hypothesized to show orthographic regularity for low-frequency words 

since reliance on orthographic information may aid the reading process (see Lichtenstein, 1998; 

Merrils, Underwood, & Wood, 1994; Hanson 1982). It was unknown whether the Deaf group 

would demonstrate a phonological regularity effect on low-frequency words as phonological 

effects have not been shown in several earlier word reading tasks with Deaf readers (e.g., Burden 
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& Campbell, 1994; Campbell & Burden, 1995; Chamberlain, 2002), but have in others (e.g., 

Hanson & Fowler, 1987). It was further hypothesized that the Deaf readers have word 

recognition strategies that are different from those of the control group. Significant main group 

effects were also hypothesized to exist, as well as significant interaction effects involving group, 

including group by frequency, group by regularity, and group by frequency by regularity. 

Previous research suggests that good hearing readers should show regularity effects with 

low-frequency words in lexical decision tasks, although these effects are somewhat less 

pronounced than in naming tasks (Waters & Seidenberg, 1985; Jared, McRae, & Seidenberg, 

1990). Using spoken language naming tasks with Deaf participants, however, is problematic due 

to the heterogeneity of speech characteristics (Chamberlain, 2002). If no significant differences 

are found between the control and Deaf groups, it may be concluded that the Deaf group has a 

similar word reading pattern as the hearing group, meaning that they are most likely using 

phonological processing strategies when reading words.  

Method 

Participants 

A total of 30 participants volunteered for the present study. The deaf group consisted of 16 

adults with a pre-lingual severe or profound hearing loss who use ASL as a primary means of 

communication. Fourteen hearing adults volunteered for the control group. All participants had 

completed a minimum of thirteen years of education. Despite the effort to sample only skilled 

readers with some university experience, the groups were not perfectly matched on their reading 

ability; the control group had significantly higher scores on the reading comprehension subtest of 

the Nelson Denny Reading Test (Brown, Fishco, & Hanna, 1993) than the Deaf group (F (1, 29) 

= 11.60, p =.002). To control for possible effects of reading skill, the analyses in this study were 
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therefore conducted with a sub-sample of 10 Deaf participants matched as closely as possible to 

10 individuals in the control group on their raw scores on the Test of Silent Word Reading 

Fluency (Mather, Hammill, Allen, & Roberts, 2004). This meant excluding four of the readers in 

the control group who could not be matched with any of the Deaf participants, and six of the 

readers in the Deaf group who could not be matched with any of the participants in the control 

group. 

Measures 

Test of Silent Word Reading Fluency. Word reading efficiency, or speed of word 

recognition, was measured by Form B of the Test of Silent Word Reading Fluency (Mather, 

Hammill, Allen, & Roberts, 2004) which required participants to recognize printed words. 

Participants were presented with rows of words (spaces omitted) and were instructed to draw 

lines between word boundaries within a three minute time limit. There were 2 practice rows and 

32 test rows. Mather et al. (2004) reported test-retest reliability of 0.91 for Form B for examinees 

aged 7.0 through 17.11.  

Lexical Decision Task. Three hundred monosyllabic stimuli were presented in random 

order to each participant. The list contained both high- and low-frequency words of varying 

degrees of regularity (regular, irregular, and strange). There were an equal number of words and 

non-words. The list was adapted from Plaut, McClelland, Seidenberg, and Patterson (1996). As 

Plaut et al. (1996) did not include strange words in their list, several strange words were taken 

from other sources (Burden & Campbell, 1994; Waters & Doehring, 1990; Waters & Seidenberg, 

1985; Waters, Seidenberg, & Bruck, 1984; Seidenberg, Waters, Barnes, & Tanenhaus, 1984) to 

create the strange condition. As Plaut et al. (1996) included non-words matched to only one 

category, the numbers of words and non-words were not equal. Therefore, the results found by 
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Chamberlain (2002) may have had a positive response bias. For this study, more non-words were 

generated to create a balance between real words and non-words. Plaut et al. (1996) separated 

their list into high- and low-frequency words, based on Kucera and Francis (1967). Closer 

examination of the stimuli revealed several problems with the frequency classification system. 

For example, a word with a frequency count as low as 27 (“flew”) was included as “high-

frequency”, whereas a word with a frequency count as high as 87 (“touch”) was included as 

“low-frequency.” In order to eliminate the overlap, several words were deleted and new words 

were added to the list. Plaut et al. (1996) had a range of 0-7289 for high-frequency words and a 

range of 0-87 for low-frequency words. The modified list had range of 36-923 for high-

frequency words and 0-19 for low-frequency words. With the exception of the strange high-

frequency condition, all high-frequency words had a Kucera-Francis written frequency count ≥ 

60, and low-frequency words had a Kucera-Francis written frequency count ≤ 19 (Informatics 

Division Science and Engineering Research Council, 1987). Enough high-frequency strange 

words could not be found, so four have a Kucera-Francis written frequency count between 36 

and 50. 

Procedures 

All participants were tested individually in a quiet room. Deaf participants were given 

instructions in ASL by a deaf signing research assistant. Hearing participants were given 

instructions in spoken English by the hearing researcher.  

The lexical decision task was presented on a Dell OPTIPLEX GX270 desktop computer 

with a Dell flat screen 17 inch monitor, using DirectRT Precision Timing Software (Jarvis, 

2004). Participants were seated approximately 60 cm from the monitor, and were instructed to 

place their left index finger on the key labeled NO and their right index finger on the key labeled 
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YES. Participants were told that they would see a string of letters appear on the screen and they 

were to decide, as quickly and as accurately as possible, if the letter string made up a real English 

word, and to press the key corresponding to their choice. The sequence of the trials was as 

follows: written instructions repeated what had been told to each person, then a fixation mark 

“+” appeared for 1000ms to signal where the stimuli would appear on the monitor, followed by 

the target stimulus which remained on the screen until the participant responded, and finally the 

next fixation mark appeared to signal the next target stimulus. Two short breaks were given; one 

after each 100 presentations. 

Analyses 

To analyze response accuracy, participant scores on the lexical decision tasks were 

calculated by first assigning a “1” for each correct response and a “0” for each incorrect 

response, and then totaling the scores for each participant in each condition (regular, irregular, 

strange, and high frequency and low frequency words in each of the 3 conditions). To analyze 

response latency, participant means were calculated for correct responses only. Each word that a 

minimum of 10 (33.33%) of the participants responded to incorrectly was deleted due to possible 

problems with the particular stimulus. The words removed included one low frequency irregular 

inconsistent word; wad, and three low frequency strange words; phlegm, fugue, and sieve. Once 

the particular words had been deleted, outliers in individual reaction times were removed. This 

was accomplished by first calculating the mean and standard deviation for each participant in 

each condition. Any word whose reaction time was more than two standard deviations away 

from the participant‟s mean reaction time was deleted as an outlier, and a new mean score was 

calculated.  



Regularity Effects    12 

 

To examine the regularity effect, a repeated measures ANOVA was calculated for the 

participant means with Regularity (3; regular, irregular, and strange) and Frequency (2; high 

frequency and low frequency) as within-subject factors. These analyses were first completed 

separately for the Deaf and control groups, followed by a mixed model ANOVA that included 

Group (2) as the between-subject factor. 

Results 

Lexical Decision Response Accuracy 

Table 1 presents the mean accuracy scores and standard deviations for the two participant 

groups across word conditions. Overall, the accuracy scores was high and there was a 

considerable ceiling effect in both groups; subsequently, no analyses were conducted on the 

mean accuracy scores.  

 

Table 1 

Response Accuracy Means and Standard Deviations of Control and Deaf Groups 

 

Condition 

(15 Stimuli) Group 

Control 

(n = 10) 

Deaf 

(n = 10) 

High Low High Low 

Mean SD Mean SD Mean SD Mean SD 

Regularity: 

Regular˚ 

Irregular 

Strange 

 

29.70 

14.80 

14.80 

 

0.48 

0.42 

0.42 

 

29.40 

14.10 

12.70 

 

0.70 

0.88 

0.82 

 

30.00 

14.90 

14.90 

 

0.00 

0.32 

0.32 

 

29.40 

14.30 

13.10 

 

0.84 

0.95 

0.88 

Note: ˚30 stimuli 

 

Lexical Decision Response Latency 

Response latency means and standard deviations for the two participant groups are 

presented in Table 2. 
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Table 2 

Response Latency Means (in milliseconds) and Standard Deviations of Control and Deaf Groups 
 

Condition 

(15 Stimuli) Group 

Control 

(n = 10) 

Deaf 

(n = 10) 

High Low High Low 

Mean SD Mean SD Mean SD Mean SD 

Regularity: 

Regular˚ 

Irregular 

Strange 

 

604 

643 

673 

 

73.42 

90.96 

70.76 

 

693 

699 

710 

 

57.76 

87.49 

98.21 

 

669 

696 

672 

 

151.42 

152.07 

134.31 

 

 

771 

722 

731 

 

 

166.67 

181.76 

176.38 

Note: ˚30 stimuli 

 

Regularity Effect. A mixed model ANOVA with Regularity (3; regular, irregular, and 

strange words) and Frequency (2; high frequency words and low frequency words) as within-

subject factors, and Group as the between-subject factor indicated that the main effect of Group, 

F (1, 20) = 0.51, p = .487, was not significant. The Regularity by Group interaction effect was 

significant, F (2, 20) = 6.28, p = .005. No significant results were found for the Frequency by 

Group interaction effect, F (1, 20) = .01, p = .968, or the Frequency by Regularity by Group 

interaction effect, F (2, 20) = 8.41, p = .440. Figure 1 shows that the significant Regularity by 

Group interaction effect resulted from very different response patterns across the groups. For the 

deaf group, the mean reaction time for regular words was slower than for other word types, and 

the mean reaction time for strange words was faster than other word types. The opposite was true 

for the control group, who followed the general pattern of having a faster mean reaction time for 

regular words and a slower mean reaction time for strange words. 
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Figure 1. Mean reaction times for regular, irregular, and strange words for the control (n = 10) 

and deaf (n = 10) groups.  

Because a significant Regularity by Group interaction effect was found for the groups, a 

repeated measures ANOVA was calculated to determine the within-group differences. The 

control group still showed significant main effects of Frequency, F (1, 10) = 13.13, p = .006, and 

Regularity, F (2, 10) = 5.12, p = .017. Reaction times to high-frequency words were significantly 

faster than reaction times to low- frequency words, and reaction times to regular words were 

significantly faster than reaction times to strange words, and were generally faster than reaction 

times to irregular words, although this difference only approached significance. There was no 

significant difference between reaction times to irregular and strange words. The Frequency by 

Regularity interaction effect was not significant, F (2, 10) = 1.28, p = .303.  

The deaf group also showed a main effect of Frequency, F (1, 10) = 14.48, p = .004, with 

reaction times to high-frequency words significantly faster than reaction times to low-frequency 

words. The main effect of Regularity was not significant, F (2, 10) = 1.41, p = .270. The 
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Frequency by Regularity interaction effect was significant, F (2, 10) = 4.23, p = .031. Figure 2 

indicates that regular words had the greatest difference between the high- and low-frequency 

conditions, followed by strange words. Irregular words had a considerably smaller mean reaction 

time difference between the high- and low-frequency conditions. Post hoc analyses showed that 

the mean reaction time difference between high- and low-frequency words was significant for 

both the regular and strange conditions, but not for the irregular condition. Post hoc analyses also 

showed that the Regularity effect was significant for low-frequency words, F (2, 10) = 6.02, p = 

.010, but not for high-frequency words, F (2, 10) = 1.20, p = .324. Post hoc pairwise 

comparisons indicated that reaction times to low-frequency regular words were significantly 

slower than reaction times to both low-frequency irregular words and low-frequency strange 

words. Overall the deaf group showed the following response latency patterns: irregular 

inconsistent < regular, and strange < regular for low-frequency words. No other reaction time 

differences were significant. 

 

Figure 2. Mean reaction times for high- and low-frequency words for the deaf (n = 10) group.  

660

680

700

720

740

760

780

High Low

Frequency

R
e
a
c
ti

o
n

 T
im

e

Regular

Irregular

Strange



Regularity Effects    16 

 

Discussion 

To investigate word regularity effects in skilled deaf and hearing adult readers, reaction 

time data across high- and low-frequency regular, irregular, and strange word conditions were 

examined using repeated measures and mixed model analyses of variance. Due to the ceiling 

effect on the lexical decision task found in both the deaf and hearing groups, no within or 

between group analyses were conducted on the mean accuracy word condition scores. To control 

for the possible effects of reading ability, all analyses were conducted with hearing and Deaf 

participants who were matched as closely as possible on word reading efficiency skill. 

Regularity 

Some earlier studies in the area of regularity have indicated that deaf readers do not show 

phonological regularity effects. Waters and Doehring (1990) found no evidence of phonological 

regularity in any of their three age groups of oral deaf students. When they separated the groups 

based on reading level rather than chronological age, they again found no evidence of 

phonological regularity. Burden and Campbell (1994) tested signing deaf teens and found similar 

results. Their study indicated that orthographic, but not phonological, information was utilized 

by the deaf. In a study of deaf children, Merrills et al. (1994) found no evidence for phonological 

coding with real words, but did for pseudo-words. Chamberlain‟s (2002) study of signing deaf 

adults yielded no evidence for phonological coding in either the good or poor deaf readers.  

Hanson and Fowler (1987), however, also tested signing deaf adults with good reading 

skills. They found that the deaf participants were facilitated in their responses to rhyming word 

pairs consisting of two regular words (e.g., cave and save) as opposed to pairs consisting of a 

regular and an irregular word (e.g., cave and have), indicating that phonological information was 

used. Another study, a meta-analytic review of individuals with reading disability found a “clear 
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effect of word regularity…the magnitude of which did not differ from the word regularity effect 

for reading-level controls” (Metsala, Stanovich, & Brown, 1998, p.279). 

In the current study, the main effect of group was not significant, and the only significant 

group interaction effect was regularity by group. The groups exhibited very different response 

patterns, as illustrated in Figure 1. The control group‟s regularity effect included a trend for 

regular words to be recognized faster than irregular words, indicating phonological effects, as 

well as the significant difference between regular and strange words. The deaf group‟s response 

pattern indicated that they were not using information about word regularity in a similar way to 

the control group. Since regular words follow the English grapheme-to-phoneme correspondence 

rules, it is peculiar that they would yield the slowest reaction times for the deaf participants. If 

phonological regularity information was utilized by the deaf group, these words should have had 

the fastest reaction times. Following typical spoken language patterns, if word regularity 

information was utilized by the deaf group, reactions to strange words should have had the 

slowest times.  

Regularity effects have been much more pronounced in naming than in lexical decision 

(Waters & Seidenberg, 1985; Jared, McRae, & Seidenberg, 1990). In lexical decision tasks, these 

effects have depended on the response criteria of the participants and by pressure to respond 

quickly (Waters & Seidenberg, 1985) which was not controlled for in the present research. While 

irregular spelling has been found to influence performance on both naming and lexical decision, 

spelling-sound correspondence has been found to influence only naming. These effects were 

found with only low frequency stimuli (Seidenberg, Waters, Barnes, & Tanenhaus, 1984). 

To summarize the regularity reaction time data, it seems that there were some differences 

in the way that the control and deaf groups responded to words. It appears that regularity 



Regularity Effects    18 

 

information was used by the control group, but not by the deaf group. Like Chamberlain (2002), 

the expected regularity effect (R < II < S) for the control participants was not firmly established 

in the current study, however there were trends indicating that the effect may have been present. 

However, when the groups were more carefully matched based on reading skill, the group 

difference of speed of reaction time disappeared, and in its place there was a significant 

regularity by group interaction effect that showed very different response patterns of the two 

groups. Because regular low-frequency words had slower reaction times than either irregular or 

strange low-frequency words for the deaf group, it can be concluded that regularity information 

was not utilized, or was utilized quite differently in the deaf group than is normally found with 

hearing participants. These findings may support the claims made by Burden and Campbell 

(1994), Merrills et al. (1994), McQuarrie and Parrila (2009), and Chamberlain (2002) that 

phonological regularity information is not used during word recognition by signing deaf readers. 

The task used by Hanson and Fowler (1987), who did find evidence of phonological coding, may 

have been flawed as the researchers failed to include any rhyming word pairs that were not 

orthographically similar. The meta-analysis that found a regularity effect for the reading disabled 

population focused mainly on dyslexic readers and was not specific to the deaf population 

(Metsala, Stanovich, & Brown, 1998). Signing deaf readers have a number of considerations that 

are likely different than dyslexic readers, e.g., access to spoken language phonology and primary 

means of communication, and it would be remiss to assume that they would have the same 

response patterns as individuals considered dyslexic or reading disabled. 

Conclusion 

Overall, the research regarding the use (and the extent of use) of spoken language 

phonological information by deaf readers is inconsistent at best, with some researchers claiming 
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that skilled deaf readers do use phonological knowledge in lexical decision tasks (e.g., Hanson & 

Fowler, 1987), others reporting that the deaf do not exclusively use phonology (e.g., Kelly, 

1993), and still others reporting that phonological knowledge is not used during word reading 

(e.g., Burden & Campbell, 1994; Chamberlain, 2002). The results reported in this paper lend 

support to the last perspective, as we found that skilled adult Deaf readers do react differently to 

different word conditions than a matched group of skilled adult hearing readers. 

In the future, results from a larger sample of deaf and control participants should be 

collected and analyzed, to determine whether a larger group would show the expected response 

patterns. Additional studies with groups strictly matched on the basis of word reading efficiency 

are needed to clarify the group interaction effects regarding regularity found in this study. In 

addition, both phonological and orthographic consistency effects should be considered to 

determine whether phonological or orthographic consistency effects exist for skilled Deaf adult 

readers. Such studies have the potential to shed additional insights on the debate as to whether 

skilled deaf readers use phonological knowledge when reading. 

Current, largely unsuccessful, reading instructional methods for deaf students are based on 

information gained from research with hearing readers. Knowledge of the reading strategies of 

skilled deaf readers increases our ability to design reading programs and interventions that 

optimally support reading skill development for all deaf learners. In addition, awareness of the 

strategies used by deaf readers who demonstrate limitations in phonological knowledge has the 

potential of informing reading research and theory in general. The current study indicates that 

skilled deaf adults do not use phonological information during word reading. If these results are 

replicated in future studies, there will be some important theoretical consequences. Because 

much of the teaching of reading to deaf students is based on research with hearing readers, it may 
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not be indicative of best practice. In particular, the reading matched groups of participants with 

skilled word reading efficiency, indicated that responses to word conditions separated by 

regularity were quite different for the deaf group than they were for the hearing readers. If the 

findings from the current research are valid, there are strong implications that new ways of 

teaching reading to deaf students need to be tried and assessed. Although the current study 

examined information specific to successful deaf learners, much more research is needed. 
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Abstract: 
This paper is a review of literature relevant to professional development in the context of school‐
university partnerships. This review has limited scope and does not represent a full or 
comprehensive review of all literature in this area. The literature considered in relation to this topic 
was categorised into the following four themes: Recent developments affecting the Australian 
school and university sectors; Challenges; Professional development in the school and university 
sectors; and School‐University partnerships. 
 
Professional development in Australian schools is often part of the mandatory requirement for 
teachers to remain current with policies, practices and pedagogy; however some teachers question 
the relevance of such programs. As Lieberman and McLaughlin (1992) note, many teachers are 
critical of conventional staff development ventures with workplace driven in‐services traditionally 
being met with ‘aversion’. The perception that such professional development is of limited worth is 
exacerbated by the very universality of an  experience  that often sees an entire staff ‘complete’ 
many hours of passive learning with little apparent relevance to the core business of teaching.   

 
At least some of these criticisms can be addressed with the forging of mutually beneficial 
relationships between schools and universities. Professional development programs run by 
universities expose teachers, who can feel isolated from educational developments as they grapple 
with the minutia of a school day, to modern educational thinking. The university lecturers maintain 
links with the practical application of their research, ensuring that they remain credible experts to 
successive generations of pre‐service teachers. The benefits, however, are far more tangible than 
this symbiotic relationship, for the enticements are as much pragmatic as they are philosophical. A 
university can offer credit for those teachers prepared to build on the professional development 
opportunities, and therefore provide a pathway toward an accelerated attainment of a postgraduate 
qualification. In turn a university has ready access to potential students. The better the inservice, the 
more students pursue a full enrolment, which in turn spawns a closer relationship between school 
and university. This will help to ensure that universities provide relevant, authentic and engaging 
teacher preparation programs that can help combat the stagnation of pedagogical practice which 
can result from the division between research and classroom practice.  

 
The creation of these communities of practice help to bridge the gap between the two contexts and 
facilitate the journey of teachers from the school to the university context, particularly in terms of 
pedagogical expertise and requirements for research (Murray & Male, 2005). In turn, teachers in 
schools are also able to provide important and strategic connections which can foster research 
collaborations, access to classes to implement and trial pedagogical initiatives, and a supportive 
environment for pre‐service teachers to experience the classroom context on an ongoing basis, 
rather than solely during designated practicums. The expected outcomes of this study are to provide 
insights into the value of establishing communities of practice, particularly during initial teacher 
training, between the school in which pre‐service teachers undertake practicum, and the university.   
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Abstract: 
This paper explores the formation of a school/university research team (SURT) which resulted from 
the interplay of a number of personal and professional interrelationships. The group is bound by 
friendships which cut across gender, age and hierarchical divides. The extent that prior relationships 
shaped both the approach to, and the subsequent response of the invitees, is evident in the fact that 
far from declining the opportunity, all were effusive and enthusiastic. This ensured that generating 
interest and enthusiasm was not an issue which intruded on the early planning stages. Most of the 
decision making process was instead informed by the need to provide opportunities that were 
commensurate with the ambitions and enthusiasm of the group rather than the constraints of an 
arbitrary timeline. This was consistent with the research of theorists such as Lieberman (1992) who 
noted that “contrary to cynical generalizations about teachers’ lack of enthusiasm for staff 
development efforts, teachers are willing and eager to be involved in activities that challenge them 
and that promote their professional growth.”  

A grassroots network such as SURT, if it remains responsive to the needs of its members, and which 
evolved as an entity  separate  from any hierarchical or employment based  structure,  can offer an 
important means by which teachers can experience growth  in their careers through deepened and 
expanded  classroom  expertise  and  new  leadership  roles.  In  short,  a  research  group  rewards  the 
participants with  a  renewed  sense of purpose  and efficacy  and opportunities  to help  shape  their 
own learning. Schools may be places of student learning but as Leonard & Leonard (2003) contends 
their  role  in  teacher  learning  is  less  certain,  a  limiting  factor  in  any  desire  for  educational 
improvement.  As Wagner  and Masden  (2002,  p.  43)  have  argued,  this  improvement will  not  be 
realized  “unless  teams of  teachers  improve  together.” This paper utilises  a narrative  approach  to 
provide  an  insight  into  SURT which  has  been  inspired  by  a model  of  collaboration  and  includes 
important aspects such as communication, skills and expertise, encouragement and professionalism 
(Stone & Cuper, 2006). This chapter describes the formation and direction of this school/university 
research team, how the researchers have become the researched as they understand their place in 
this journey and the importance of strengthening links between schools and universities.   
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Abstract
Opportunities to produce comprehensible output, as well as exposure to comprehensible input, are 
necessary  for successful L2 learning (Swain 1985, 1995; Krashen 1985, 1994). However, average 
Japanese EFL learners have few opportunities to use English outside the classroom as in other EFL 
countries, and tend to lack opportunities to express themselves in English even in the classroom, as 
CLT has not taken root in schools yet. After six years of studying English in such an educational 
setting, many  college students, especially those not majoring in English, are still at the false 
beginner level, seeing the language as just another subject to study, not as a tool for communication, 
and/or having negative feelings about using/learning English after many years of unsuccessful 
effort.

In order to provide those false beginners with more opportunities to produce comprehensible 
output, in a non-threatening way for weaker students, the author started by integrating student 
blogging into her language classrooms in 2011 Spring Semester, which was part of an ongoing 
project to develop  an online communicative/collaborative language learning environment for 
Japanese EFL learners (2011-2013, supported by  the Japan Society for the Promotion of Science 
Grant-in-Aid for Scientific Research: 23520696).

Based on the 15-week classroom practice, this presentation outlines keys to effective 
implementation of online activities, including (i) ease of accessibility  and use, (ii) meaningful links 
between in- and out-of class activities, and (iii) face-to-face or online activities for focus-on-form, 
and discusses how student blogging can facilitate L2 learning by  motivating learners to 
communicate with each other and maximizing the three functions of comprehensible output (Swain 
1985, 1995). The next phase of the project, with more focus more on collaboration and 
communication between students, will also briefly discussed.
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ABSTRACT 

This study aims to develop and evaluate the CMC tool based on social presence. This system consists of three parts; 
social presence mapping, chat display, concept mapping, which enhance social presence and encourage learning behavior 
such as active discussion. The effect of this system was evaluated from the viewpoints of social presence and contribution 
to learning. The results showed that effect of each function on learning was perceived positive. However, the result also 
revealed that the function of the enhancement awareness to social presence would be needed. 

KEYWORDS 

Social presence, Visualization, Collaborative learning. 

1. INTRODUCTION 

1.1. Research background 
 

Interest has grown in collaborative learning in higher education for fostering high-end learning skills. 
Collaborative learning requires learners to participate actively in learning. However, there are several 
problems, in order to conduct collaborative learning in educational settings. Nishimori et al (2005) pointed 
out the difficulty in adjusting schedules for collaborative learning due to the difference of class among 
learners, which is afraid to lead to the lack of group cohesion, which delay the task achievement progress.  

As information technology advances, using computer networks for Computer-Supported Collaborative 
Learning (CSCL) get more popular in educational settings, in order to solve the problem above. Especially, 
Computer-Mediated Communication (CMC) tools such as Bulletin Board System (BBS) is often used as 
collaborative learning tool for the support of learning in home and out-of-class. 

Background theory of CSCL is socio-constructivism, which knowledge should be constructed and re-
constructed through interaction between learners or learners and artifacts. In this view, it should be 
considered how to enhance learners’ interaction in collaborative learning process in virtual group, when 
design CSCL. This study aimed to develop and evaluate CMC tool for collaborative learning based on social 
presence, which contributes to enhance learning motivation and achievement. This paper introduced and 
reported social presence and CMC tool named “SPchat”. 

1.2. Social Presence 

One of the frameworks of evaluation in learning with CMC is social presence. Social presence is a concept 
related to one’s perceptions of oneself and others, and to social interactions in a community which could 
promote a trust relationship and play an important role in promoting CSCL. Learners’ perception of presence 
is affected by social presence, which Short, Williams, and Christie (1976) described as the “degree of 
salience of the other person in the interaction and the consequent salience of the interpersonal relationship,” 



that is, the perceived proximity to real time communication in face-to-face settings, depending on the CMC 
types. Short, Williams, and Christie (1976) suggested that the two factors which promote social presence are 
“immediacy,” which is the psychological proximity of the interlocutors such as facial expression and 
“intimacy,” which is the perceived familiarity caused by social behavior such as eye contact and smiling.  
    However, many researchers interpreted social presence in various ways in their experiments and applied 
practices. Gunawardena and Zittle (1997) conducted a research project investigating the effect of social 
presence on learning satisfaction, from the perspective of facilitating the modulation of discussion and the 
perception of interactivity in online discussion. Their research revealed that a high perception of social 
presence has positive effect on learning satisfaction. This view focuses on the interactivity between learners 
in CMC.  When groups use the same CMC in their online learning, social presence depends on interactivity.  

In other view, social presence has expressive feature. This view regards social presence as a kind of 
communication ability. Garrison et al. (2000) redefined social presence as indicated in Table1, suggesting 
that social presence has expressive functions for the establishment of group cohesion in asynchronous text-
based communication. Garrison and Anderson (2003) explained social presence as one of the elements in 
“Community of Inquiry (COI),” in which teachers and learners interact in text-based online communication. 
Social presence is regarded as a necessary element for creating a trusting environment for interpersonal 
communication, in order to develop an atmosphere hospitable to discussion. Garrison and Anderson (2003) 
proposed the indicators of social presence in asynchronous text-based CMC as displayed in Table 1 

 
Table 1.   Indicators of Social Presence (Garrison and Anderson, 2003) 
Category Indicator Definition 
Affective Expression of emotions Conventional expressions of emotion or 

unconventional expressions of emotion, 
emoticons etc. 

Use of humor Teasing, cajoling, irony, understatement, 
sarcasm. 

Self-disclosure Presents details of life outside of class, or 
expresses vulnerability. 

Interactive Continuing a thread Using the reply feature of software, rather than 
starting a new thread. 

Quoting from others’ messages Using software features to quote others entire 
message or cutting and pasting selections of 
others’ messages. 

Referring explicitly to others’ messages Direct references to contents of others’ posts. 
Asking questions Students ask questions of other students or the 

moderator. 
Complimenting, expressing appreciation Complimenting others or contents of others’ 

messages. 
Expressing agreement Expressing agreement with others or content of 

others’ messages. 
Cohesive Vocatives Addressing or referring to participants by name. 

Addresses or refers to the group using 
inclusive pronouns 

Addresses the group as “we,” “us,” “our”  etc. 

Phatics, salutations Communication that serves a purely social 
function: greetings, closures. 

 
    In order to enhance interaction between learners, the viewpoints above are very useful in designing CMC 
tool for learning. Integrated view of social presence seems to be appropriate to design and evaluate CMC tool 
in learning. Therefore, it should be considered the system design which the enhancement of social presence 
leads to learning behavior. This study also aimed to illustrate the direction of design the function which 
promotes learning with the enhancement of social presence. 

2. SYSTEM 



2.1. System concept 

The system developed in this study consists of three parts; social presence map, text chat and concept map. 
One issue in this study is how to make learners aware of and express social presence. In order learners to be 
aware of and express social presence, visualization can be one of effective function. After learners log in this 
system, social presence map is displayed. It allows learners to perceive the activity of group and interaction 
between learners. This map is described based on content of posting in text chat, referring to the indicators of 
social presence shown in table 1. This map is designed, referring to the social presence feature of both 
perceived and expression. 

As communication medium, text chat seems to be useful for learners, due to the use in both synchronous 
and asynchronous communication tool. This text chat allows learner to use emoticons for the support to use 
social cues in text based communication. Concept map, which enables learners to organize ideas and 
opinions, is integrated with text chat. Concept map can be effective on the design in order to make a bridge 
between the enhancement of social presence and learning behavior (Yamada, 2010). The function of 
organizing ideas and concept promotes communication, as a result, leads to high performance in CSCL 
(Funaoi et al, 2003). This system developed in this study will allow learners to be aware of other learners’ 
presence and be engaged in task efficiently. 

2.2. System architecture and functions 

Figure. 1  System Interface
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Concept map area 

Frequency of 
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the word and 
emoticons 
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i l
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logged out 

Chat with 
emoticon 

This system is a client/server system. Clients consist of software allowing social presence display, chatting, 
and concept mapping. The server side consists of social presence calculation, chatting management and 
concept map synchronization. Client software for all system types was developed in Javascript and Action 
Script 2.0 (social presence display). Concept map and chat functions were developed in Javascript based on 
jQuery with three javascript libraries; “svg-edit” for concept map, “DataTables” for chat, and “emoticonize” 
for emoticon use in chat. The server software are implemented in PHP 5.0 and MySQL on the Apache 2.2 
web server with the PHP module. All of the server software runs on the same computer. This system allows 
learners to be aware of social presence before the engagement, and organize their idea and opinions with 
chatting and concept map. After login, this system moves to social presence display, which shows the 
frequency of communication contained words and emotions concerned with social presence. Social presence 
calculation in server program checks address (or group) and the frequency of word and emoticon in each 



message. Social presence calculation sends the frequency data and address to social presence display. After 
learners check social presence display, this system moves to chat and concept map areas. Learners can make 
concept map with group members. The figures which learners can select are circle, rectangle. Learners can 
write concept name or explanation on figures. Learners can link between concepts by line or arrowline, in 
order to describe the relationship or causal association.  Clicking on concept map stage enables learners to 
make and edit concept map. Other learners cannot do it while one learner does. When push “Sharing map” 
button, this system synchronizes concept map in group, and unlocks to make and edit concept map. Figure 1 
displays system interfaces. This system also displays time when learners logged out. This function seems to 
be aware of other learners’ social presence. 

3. FUTURE WORKS 

The purpose of this study was to develop and evaluate the effect of this system for raising social 
presence and learning behavior. This paper reported the CMC tool for collaborative learning based on social 
presence theory. Future works are recommended as follows: 

 
(1): Evaluation of proto type 

Formative evaluation should be conducted whether each function contributes to promote 
perception and expression of social presence, pointed out above. Emoticon, reply, and nickname 
display seem to be effective on the enhancement of social presence, according to Garrison and 
Anderson (2003). In addition, visualization of social presence and learner’s logged-out time seem 
to be affected on learner’s perception of social presence. 

(2): Development of additional functions 
      Not only the enhancement of social presence but also the support function of the learning 

engagement should be developed. Annotation on object on concept map can promote the discussion. 
Now, this function is under development.  
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ABSTRACT 
 

In 2010, a new course was introduced in the required curriculum for pre-service teachers, and it became 

mandatory for every university to state the objectives of the course and monitor each student’s performance. We 

understood that this reform required each course to ensure the quality of pre-service teachers. However, the 

assessment methods adopted by each university, including model cases provided by the government, require 

students to self-evaluate once a year. In the self-evaluation, the students identify their achievement in attaining 

objectives by the four or five levels, as well as providing comments, without providing evidence of their 

performance in any subject studied. Therefore, we propose a strategy through which the quality of pre-service 

teachers as well as the teacher education curriculum can be assured. Specifically, we suggest the following 

approach: (1) adopt an evidence-based assessment; (2) construct a rubric of pre-service teachers’ competencies 

that will easily enable them to self-assess; (3) develop an e-portfolio system that supports course management, 

student teachers’ self- and cooperative-learning at home, and self-evaluation that is evidence based and relies on 

the functionality of the Instructional Activities Game (IAG) system we developed 

 

KEYWORDS 
 

Pre-service teacher education, Quality assurance, Curriculum evaluation, E-portfolio, E-learning, Instructional 

Activities Game 

 

 
INTRODUCTION 

 

The Need to Improve Pre-service Teacher Education 
 
In 2010, a new subject, known as Brush-up Exercises for Certifying Teacher Licenses and required to be taken 

at the end of each course, was introduced into the curriculum for pre-service teachers in Japan. As a result, it 

became mandatory for every university to state the objectives of the course and to monitor each student’s 

performance in attaining the objectives, by means of creating individual progress notes. The Ministry of 

Education, Culture, Sports, Science and Technology (MEXT) defines the minimum requirements that every 

university should include in its objectives (Table 1) and offers model cases implemented by two universities as 

references in order to clarify what should be prepared in each university specifically.  

 



Table 1 

Minimum Requirements for a Pre-service Teacher Education Course (MEXT) 

 

Table 2 

Minimum Number of Credits Required for Each Subject (Area) in Undergraduate Teacher 

Education Courses (Except Content Knowledge) 
Required Subjects and their Contents Lower 

Secondary 
Upper 
Secondary 

I. Roles, Responsibilities, Rights, and Career Development of Teachers 2 2 

II-1) Philosophy and History of Education, 
II-2) Developmental Psychology and Learning Science, 
II-3) Management and Law of Education 

6 6 

III-1) Curriculum Design 
III-2) Instructional Design and Use of ICT in Education 
III-3) Method of Teaching for Each Subject Area 
III-4) Management of Special Activity 

10 6 

III-5) Method of Teaching for Moral Education 2 0 

IV. Theory and Method of Educational Counseling and Guidance as well as Career Guidance 4 4 

V. Practice Teaching (including 1 credit for pre- and follow-up classes) 5 3 

VI. Brush-up Exercises for Certifying Teacher Licenses 2 2 

 
We understand that MEXT intends this reform to ensure the quality of each course using a general open system 

rule: both general universities and teacher education universities provide courses while exercising their 

respective characteristics. However, we need to identify the pitfalls both in this approach and in these cases as 

follows. 

- Although the requirements shown by MEXT cannot be assessed without student teachers’ long-term 

classroom practice, teacher practicum in Japan is for as little as two weeks or four weeks (Cobb, 1999). 

- Although MEXT established the law to define requirements to certify teacher education courses in each 

university, the relationship between the minimum objectives and curriculum requirements (Table 2) is 

unclear. Therefore, it is difficult for students to understand the reasons why subjects are compulsory. 

Categories Competencies 
A. Vocation, 

responsibility, and 
educational 
affection 

1) The ability to learn from children and grow together through the practice and enthusiasm for 
education; 

2) The ability to fulfill one’s duty by behaving ethically, morally, and persevering in the face of 
difficulties; 

3) The ability to regulate one’s behavior by considering and addressing children’s development, 
safety, and health; 

B. Social ability and 
human interaction 

1) The ability to talk and behave appropriately, according to the situation and on the basis of the 
duty as a professional teacher; 

2) The ability to conduct given tasks in cooperation with other teachers, on the basis of being a 
member of a organization; 

3) The ability to maintain a good relationship with local stakeholders, including parents; 
C. Students and class 

management 
1) The ability to communicate with students in a fair and tolerant manner; 
2) The ability to advise students by understanding the issues they face, while considering their 

developmental stage and mental and physical condition; 
3) The ability to be dependable for students and manage and regulate one’s class by grasping the 

mass of students; 
D. Subject area 1) The ability to prove the basic knowledge and skills of one’s subject area, including a thorough 

understanding of the textbooks; 
2) The knowledge of basic presentation techniques, including clear and accurate verbal and 

written expression and the use of blackboards; 
3) The ability to develop lesson plans and teaching methods, according to students’ reactions and 

levels of understanding; 



- In these model cases, students self-evaluate only once a year on each objectives by the five levels without 

showing evidence of performance, which helps to neither ensure student quality nor improve curriculum in 

the various universities. 

In order to address these problems, we propose a more reliable method to ensure the quality of pre-service 

teachers based on the following literature review and discussions: 

- Vonk (1995) concluded that there were two models of pre-service teacher education: teacher professionalism 

and personal growth. In the former model, teacher education provided pre-service teachers with instructional 

skills and the knowledge of pupils’ learning processes and of child development. The latter model assumed 

that if teachers had greater self-understanding and were more reflective, sensitive, empathic, and fully 

self-actualized, they would inevitably become better teachers. We understand that the requirements in Tables 

2 and 1 are defined respectively on the basis of the former and latter models. In addition, we consider that the 

ideal model may be neither of these two but an integrated model of both, that is, it is better to begin with 

teacher professionalism initially then move to a personal growth model, because pre-service teacher education 

is considered the beginning of life-long professional development. 

- Villegas-Reimers (2003) pointed out that, “Many proposals to enhance teachers’ professional development 

focus on extending the duration of initial education. However… in many cases the need lies in restructuring 

the initial education rather than in extending the duration of a somewhat ineffective preparation program.” In 

Japan, although the law of MEXT defines that one subject credit consists of a one-hour lecture and two-hours’ 

worth of homework every week, results of student evaluations in many universities revealed that most 

students studied less than one hour per week for every two-hour credit course (Tokyo Institute of Technology, 

2011). Therefore, improvement and support encouraging students to study more out of the classroom, as well 

as heighten their motivation, are required. 

- Ingersoll (2001) reported that “requiring teachers to teach classes for which they have not been trained or 

educated harms teachers and students.” This result hold true for out-of-field teaching. However, as Matsuda 

(2009) points out, this result is applied to “out-of-style teaching,” which implies teaching that establishes new 

objectives and requires a new teaching-style. In order to introduce innovation into the schools, pre-service 

teacher education should play a greater role in giving students the experiences of innovative learning, which 

they might have never experienced in schools, thereby providing them with pedagogical content knowledge 

and heightening their motivation to challenge school innovation. 

- In order to ensure the quality of pre-service teachers and to fulfill MEXT’s requirements, it is important to 

adopt an adequate assessment method. In recent years, the so called authentic assessment, such as portfolio 

assessment, performance assessment, and self-assessment, has been used in many contexts as a criticism and 

alternative to standardized testing (Hart 1994). However, we consider that test methods can be authentic, such 

as the Programme for International Student Assessment (PISA) conducted by OECD, which attempts to 

assess problem-solving ability in daily life. Therefore, we propose using both test methods and new 

assessment methods concurrently, as we propose adopting both teacher professionalism and personal growth 

models concurrently as a pre-service teacher education model. 

- Matsuda et al. (2010) developed e-learning materials to help students perform problem-solving exercises as 

homework. In addition, they provided students with coursework, which prompted students to conduct 

collaborative problem-solving exercises in an e-portfolio system. In this exercise, students performed a 

self-evaluation on the basis of the rubric, while using their performance record as evidence. Furthermore, the 

effects of class activities were confirmed (Matsuda, 2011). We consider that this approach can and should be 

adopted by other subjects in our teacher education course. 

 

Instructional Activities Game System 



 
The e-learning materials and e-portfolio system described above were developed by using the Instructional 

Activities Game (IAG) system (Matsuda, 2004) as its platform. The system performs two game types: a 

Simulated Teaching Game (STG) and a Decision-Making Game (DMG). The STG was developed to simulate a 

virtual lesson on the basis of plan data for each lesson, in order to replace the microteaching approach of Allen 

and Ryan (1969). The DMG is an executer of game boards and is presented as a state-transition diagram. 

Although the DMG can be used as an e-learning platform for general purposes, it was originally developed for 

the following purposes: (1) to develop gaming simulation e-learning materials, such as those developed by 

Matsuda et al. (2010) and (2) to provide student teachers with an exercise (Figure 1) to make their own lesson 

plans for conducting virtual lessons on the STG (Matsuda & Ishii, 2006). The e-portfolio system developed by 

Matsuda et al. (2010) was also developed as a game board of the DMG.  

 

 
Figure 1 

Instructional design process for creating a lesson plan and its evaluation by Web-microteaching 

 

Using this system, student teachers can self-assess their performance in achieving objectives, as required in 

Category D in Table 1, using the lesson plan they designed on the DMG, the decision log performed on the 

STG, and feedback messages provided during the lesson design process as evidence. In addition, as used by 

Matsuda et al. (2010), we can develop e-learning material or an e-portfolio system that will enable student 

teachers to self-assess their attitude and problem-solving ability as required in Category C in Table 1, with 

reference to logs of activities as evidence. Furthermore, we can develop drill-and-practice type e-learning 

materials that help student teachers self-assess their knowledge acquisition. 

Feedback 
Rule 

Feedback 
Rule 

Feedback 
Rule 

Decision Making Game Simulated Teaching Game 

Contents 
Objective 

Analysis 

Objective 
Verbs 

Flow 

Analysis 

Making 

a Plan 

Lesson 
Flow Script 

Virtual Lesson Lesson 
Plan 

Several 
Menu Items 



Thus, various kinds of systems and materials that help with student teachers’ self-assessments and self-learning, 

conducted as homework, can be developed on the IAG. However, the use of these is isolated. In other words, the 

IAG system does not yet have a function similar to a Learning Management System (LMS), which would enable 

users to interconnect activities conducted on all e-learning materials and systems, and which would provide a 

more effective use of materials and learning history. In Japan, because a small number of permanent staff 

manages each teacher education course and hires many part-time lecturers, the ratio of learners per staff is high. 

Therefore, it is hard to manage curriculum quality and assessment data, both by staff/lecture and student 

teachers, and the demand for developing a system to assist with these activities is high. 

 

PURPOSE 
 

This article discusses the strategies by which the quality of pre-service teachers and the curriculum of teacher 

education courses can be assured and can help satisfy MEXT’s demand for individual progress notes. 

Specifically, we address the following: 

- In order to ensure the quality of student teachers, we suggest evidence-based assessment. 

- In order to make the relationship between curriculum requirements (Table1) and minimum requirements for 

objectives (Table 2) clear to student teachers, we construct a framework that defines a standard of pre-service 

teachers’ competency, which will help student teachers to self-assess their progress in satisfying objectives. 

- We develop an e-portfolio system that supports course management, student teachers’ self- and cooperative 

learning out of the classroom, and self-assessment based on evidence through an expansion of the 

functionality of the IAG system. 

The goal of this article is to re-design curriculum and to design framework in order to utilize the IAG system, as 

well as to make the need to extend the functionality of the IAG system clear. 

 

FRAMEWORK TO DEFINE COMPETENCY AND IMPROVE CURRICULUM 
 

To begin, because the objectives in Table 1 show what pre-service teachers should do in the classroom, and the 

curriculum requirements in Table 2 show the content and activities that should be provided in a course, we need 

to connect them and then rewrite the objectives in Table 1 in the form of performance objectives. Hence, we 

segment the objectives in Table 1 into some components on the basis of the following idea: 

- Each objective in Table 1 consists of many sub-objectives, such as attitude, problem-solving ability, social 

skills, and morality. However, social skills and morality are general the qualities necessary for any profession 

and are cultivated in daily life in many contexts, not only in schools but at home and so on. Therefore, we 

focus on cultivating professional competencies, such as pedagogical and/or content knowledge, 

problem-solving ability, and professional ethics. 

- As we have described previously, we adopt teacher professionalism at the initial phase, then move to a 

personal growth model. In addition, we need to make clear the role each subject in Table 2 has in achieving 

the objectives in Table 1. Accordingly, we arrange the subjects in our course as Figure 2. At the initial phase, 

we provide subjects for students to gain pedagogical knowledge and assess students’ acquisition using the test 

method. However, at that time, we intend to teach both context and reason such that all this knowledge is 

required. Moreover, we classify the types of knowledge into the following: (1) knowledge that is stable and 

needs to be used directly in an adequate context and (2) knowledge that needs to be updated periodically 

and/or corresponds to each case, learner, and school. When we teach the latter, we need to teach methodology 

in order to collect adequate information about the students, as well as a methodology to evaluate its reliability 

and usefulness. Afterward, we need to provide student teachers with the opportunity to use the knowledge in 



an authentic context, according to the personal growth model. 

- Finally, we categorize the objectives in Table 1 into two: Objectives A and B, concerned with ethics and 

responsibility, and Objectives C and D, concerned with problem-solving ability. In Japan, we recognize that it 

is impossible to gain experience with B-3 and C in practice teaching. Therefore, we provide a framework, as 

shown in Figure 2. In order to achieve Objectives A and B, we provide student teachers with knowledge 

about laws, rules, case trends, and information resources at the initial phase and with occasions to learn 

methods to judge cases, as well as collect information in order to understand cases. In order to achieve 

Objectives C and D, we provide knowledge about theories, concepts, principles, data, and cases at the initial 

phase and then teach them how to use methods and information resources for problem solving with exercises 

during the second phase. Finally, we provide the students with occasions to practice in a real context or to 

have group discussions by using role play. 

 

Teacher professionalism                    Model                   Personal growth 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 2 

Curriculum map of our pre-service teacher education course. Domain knowledge is omitted in the figure 

because student teachers in a general university, such as our institution, take courses to study domain 

knowledge not in teacher education courses but in their departments, such as the Department of Mathematics, 

Physics, and Information Science, even if they obtain teaching licenses or do not. 

 

AN EXAMPLE OF COURSE MANAGEMENT USING THE IAG SYSTEM FOR 
SUPPORTING AND ASSESSING LEARNING 

 

In this section, we explain how to support our student teachers learning outside the classroom, logging their 

activities, sharing experiences and information, and doing evidence-based self-assessment by using the IAG 

system, all of which is done in order to ensure the quality of our student teachers, who will inevitably be better 

teachers. For this purpose, we choose an example to manage subjects for achieving objective D in Figure 2, 

focusing especially on the subject of category III-2), named “Educational Technology I,” which was given one 

credit and consisted of seven 2-hour lessons. 

To begin, we define the competency standard that student teachers should have before studying this subject, as 

shown in Figure 3. Objectives, themes, and the homework from each lesson are shown in Figure 3. Moreover, 

current utilization of the IAG system and those we plan to change are also shown in Figure 3. 

I. Roles, Responsibilities, Rights, and 
Career Development of Teachers 
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III-1) Curriculum Design & III-3) Method of Teaching for Each Subject Area 

III-2) Instructional Design and 
Use of ICT in Education

V. 

Practice 

Teaching 

VI. Brush-up 

Exercises for 

Certifying 

Teacher 

Licenses III-4) Management of Special 
Activity & III-5) [optional] 

A 
B-1,2 

B-3 

D 

C 

Laws, Rules, Cases, Trends, & Resources
Objective 

Methods → Practice & Judge

Theories, Concepts, Principles, 
Fact Data, and Cases 

Methods, Resources, & Checkpoints 
→ Make Alternatives & Apply 

Practice, Discuss & 
Role Play 



 

Figure 3 

Objectives and Overview of Educational Technology I (Lesson Content/Homework) 

1 What is instructional technology: Need for principles and 
methodology to improve lessons 
1) To analyze and understand the features of the 
curriculum of an existing upper secondary school 
(Web-BBS → BBS on the DMG) 
2) Drill practices to retain prerequisite knowledge   
(Web page → Testing mode on the IAG) 

2 Models of teaching and learning processes, teachers’ 
decision making, learners’ motivation, and so on, as well 
as role of textbook in lesson planning 
1) To set the purpose of a lesson they design on the basis 
of an analysis of data in public reports and the website of 
the school they choose (Web-BBS → BBS on the DMG)
2) Discussion about conditions of good lessons  
(Web-BBS & Web-site → BBS on the DMG) 

3 Checklist for lesson planning, process of instructional 
design, taxonomy of objectives, and objective analysis 
1) Discussion about objectives that pre-service teachers 
should achieve (Web-BBS → BBS on the DMG) 
2) Objective analysis on the DMG 

4 Factors of errors and misunderstanding and Dimensional 
Analysis (Sakamoto, 1979) 
Conduct dimensional analysis (E-mail → BBS on the 
DMG) 

5 Lesson flow analysis, Gange’s nine events of instruction, 
teaching ways of thinking in problem solving  
1) Lesson flow analysis on the DMG 
2) Describing face sheet of lesson plans that consists of 
conditions and policies of lesson planning on the DMG 

6 Tactics for each section in the lesson flow script and 
instructional technique that realizes the tactics 

Making a lesson plan on the DMG 
7 Assessment and improvement of lessons, issues of test 

assessment, and microteaching 
1) To improve one’s lesson plan, on the basis of both 
microteaching in the class and virtual lessons on the STG 
2) To report issues to be addressed before practice teaching 
(Web-BBS → BBS on the DMG) 

8 End-of-term examination 
Questionnaire about change of awareness regarding 
pedagogical knowledge and the purpose of learning in a 
teacher education course (Questionnaire mode on the 
IAG) 

- To explain the objectives of a teacher education course on the basis of the teachers education system in Japan; (I) 
- To explain the roles and responsibilities that a school has toward individuals and society and current issues that the 

school confronts on the basis of the history of the school system and the characteristics of Japanese school culture; 
(II-1) 

- To explain the developmental stages of secondary school students and identify the characteristics and notices from the 
perspectives of morality and socialization; (II-2) 

- To explain learning theory, important factors and characteristics of human thought and learning, and human 
information processing models; (II-2) 

- To explain the relationship between fostering a “zest for life” and study skills, as well as learners’ motivations; (II-2) 
- To explain the means of educational measurement corresponding to the perspectives of evaluation by MEXT; (II-2) 
- To illustrate the necessity of considering the relationship of what students already learned and what they are going to 

learn, as well as the needs and interests of students at the time of planning lessons; (III-1) 
- To summarize the objectives, contents, evaluation, and points of instruction in one’s subject area, as well as the issues 

described in the official reports; (III-3) 

- To explain to novice teachers the usefulness of 
principles and techniques derived from 
instructional technology; 

- To explain the necessity of planning each lesson 
according to the overall annual and unit plans; 

- To explain how textbooks should be used in 
instructional design; 

- To explain how teachers should have knowledge 
of content, learners, instructional methods, and 
lesson plans related to models of teaching and 
learning processes and teachers’ decision making; 

- To establish a purpose of instruction, while 
considering the importance of learners’ motivation 
and fostering ways of thinking (Matsuda, 2008) as 
well as addressing current issues of student 
learning, as found in nation-wide survey; 

- To memorize a checklist for lesson planning as 
well as related issues frequently found in student 
teachers’ lesson plans; 

- To explain the necessity of content analysis from 
the perspective of realizing better lessons; 

- To state learning objectives and propose methods 
for assessing achievement on the basis of the 
taxonomy of objectives; 

- To rationally estimate students’ diverse errors and 
misunderstandings and prepare for them by 
recognizing their importance in planning a lesson; 

- To explain an instructional strategy as a sequence 
of segments in the lesson flow script (Matsuda, 
2009); 

- To choose lesson flow on the basis of the 
perspective of retracing problem-solving 
processes and utilizing ways of thinking; 

- To set adequate instructional intention in order to 
control learners cognitive activities, treat 
differences among learners, and choose better 
instructional methods and content; 

- To choose better instructional techniques while 
considering them as devices to control information 
or orders/expressions of presentation; 

- To develop adequate questions corresponding to 
each type of objective; 

- To propose ideas to improve lesson plans on the 
basis of learned checkpoints while participating in 
microteaching. 

- To improve one’s lesson plan on the basis of 
feedback from the IAG system; 

E-portfolio: All logs including FB on the IAG 



 

Testing for Knowledge Acquisition 
 

Although prerequisite knowledge should be re-evaluated at the end of each subject, most lecturers in charge of 

these subjects are part-time, and they tend not to conduct examinations but to give assignments. We need to 

ensure the quality of student teachers, regardless of who is in charge of these subjects, so we must assess their 

knowledge acquisition by ourselves. For this purpose, we announce student teachers’ examples of test items, 

which include prerequisite knowledge for mid-term examinations, on our website. We explain in the lecture why 

such knowledge is necessary when designing lesson plans. The items on the website ask about theories, 

concepts, principles, fact data, and cases requiring short-essay answers, such as “Explain the differences 

between discrimination learning and concept learning,” or “How many students of upper secondary schools took 

the mathematics and science test of the National Center for University Entrance Examination held in January, 

2011?” 

As we have described previously, we intend to support student teachers’ learning using the IAG system. We 

recognize that it is easy to make drill-and-practice type of e-learning materials on the DMG if we use only 

multiple-choice questions. However, we intend to not require student teachers to memorize facts in order to get 

good scores on the test, but to encourage them to use their knowledge for problem solving in a real context. In 

addition, because the game board of DMG is straightforward, processed from the top state to the end, when 

student teachers want to retry test items for review, they have to answer not only the question they missed but 

also those they already answered correctly. To solve this problem, it would be possible to control the flow by 

skipping the items passed or randomly sorting the items. 

Considering these problems, we intend to develop greater functionality in generating material automatically for 

an exercise when a user—the lecturer, for example—chooses test items and the logic of sequencing the items. In 

addition, as part of this development, the exercise material is linked to slides presented in class to support a 

lesson review and provide further information to increase learner motivation by showing how it is useful to learn 

other subjects and solve problems occurring in actual educational fields. Furthermore, we need to develop a 

function to manage logs of learning in order to make individual progress notes. 

 

Exercises for the Design and Performance of Lessons 
 

As shown in Figure 1, we have already used the IAG system to teach the design and performance of lessons. 

However, we consider that the following features are required to support student teachers’ self-assessment and 

their self- and cooperative learning.  

First, we need to add a function to manage logs to improve the design and performance of lessons, as well as to 

provide feedback from the IAG system. This function should be designed as an integration of the DMG mode, 

STG mode, and Testing mode discussed previously. In order to develop e-learning materials for 

problem-solving activities, such as those we conducted in another subject (Matsuda et al., 2010), we need this 

integration to prompt student teachers to reflect and self-assess their activities. 

Second, we need to help student teachers understand features and issues of lessons more deeply, from both the 

teachers’ and learners’ perspectives. To address this issue, we now conduct microteaching in a class. However, 

it will be useful to broaden this activity, such as by increasing discussions between student teachers, who take 

this subject, and those who have already done practice teaching. Therefore, we intend to add a bulletin board 

function to the DMG mode as described in the following section. 

 

Discussion and Information Sharing on the Web Bulletin Board 



 

In subjects assigned during the second phase, we need to teach how to use methods and information resources to 

solve problems. In these activities, it is important to share opinions and information, as well as discover 

differences of opinion and discuss the reliability/validity of those opinions. To fulfill this need, we have used a 

Web bulletin board system (Web-BBS), which is independent from the IAG system.  

However, we intend to embed discussions on Web-BBS as an aspect of problem-solving and lesson design 

activities. Therefore, we determine to add Web-BBS functionality to the DMG mode as new dialog interfaces, 

LIST (list of issues), REVIEW (showing each issue), POST (posting a new issue), like RADIO (single choice), 

TEXTBOX (free description), and COMB (combination of RADIO and TEXTBOX). These new dialog 

interfaces allow us to develop a game board, such as not to allow students reviewing issues before posting their 

own issues, and not to allow students posting their own issues before reviewing some existing issues. 

In addition, we need to connect learning activities in each lesson to those of other lessons. For example, it would 

be useful to discuss the question of what a good lesson is, while referring to reports, now stored as HTML files 

on our website—all of which were written by senior associates during their practice teaching while deliberating 

on how to prepare after planning a lesson and microteaching. Therefore, we also make it possible to link the 

student teachers’ reports, not only in practice teaching but also from all subjects in the course, using the 

Web-BBS functionality. 

 

Questionnaire to Help Student Teachers Realize their Change of Awareness 
 

Although the main objective is to develop problem-solving ability, such as lesson design ability, awareness and 

attitude as a professional teacher, such as the responsibility to develop better lessons and an awareness of good 

lesson conditions, are required to be developed in the subject. To do so, a comparison of one’s change of 

awareness with another’s would be useful. In addition, it would enable student teachers to recognize the 

significance and purpose of lessons in the teacher education course by showing the process by which senior 

associates’ awareness has changed. 

Although, a change of awareness is realized through discussions on the Web-BBS, checking all the discussions 

on the Web-BBS is time-consuming. Therefore, questionnaire surveys—which are not only a simple method but 

provide qualitative data, as well—have been used, relying on the paper-and-pencil method. However, this 

method does not provide prompt feedback; as a result, we intend to add this functionality to the test mode of the 

IAG system. 

 

FUTURE PERSPECTIVES 
 

This project is ongoing. We defined the framework of our teacher education curriculum and showed how 

we ensure the quality of pre-service teachers and our curriculum through evidence-based assessment, while 

using our IAG system. We plan to develop new functionality for the IAG system, as well as an e-portfolio 

system, and we will begin to use the system in September 2011. 

However, we need to broaden the use of the IAG system, while including all teacher education subjects, as 

shown in Figure 2, until April 2012. After that, we need to evaluate the effectiveness of our trial. 
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Report on Innovative Teaching 
Actively Engaging Students: using African Canadian curricula and artists  

As educators, actively engaging students can be a challenge in today’s intercultural world. For students to be actively engaged, they need to see 
themselves in the curricula and resources of the classroom.  Students need emotional and financial support from family, friends, communities and 
educational organizations to be academically successful. African Canadian students are often unable to see themselves in the classrooms of Canada, 
and in particular in Nova Scotia, because there is a lack of African Canadian heritage in the curricula and resources. To address this need and to 
provide support, the African Canadian Services of the Nova Scotia Department of Education has created African Canadian courses; has established 
financial support through scholarships, and has employed African Canadian artist to engage students. As an educator for over twenty-five years, 
and as curriculum consultant of the African Canadian Services Division, I have been directly involved in creating and implementing these courses, 
and in working with African Canadian artists to successfully engage students. This report will draw on this experience and knowledge. In this 
report on innovative teaching, I will focus on three areas: the creation and implementation of two African Canadian courses; the support provided 
by scholarships, and the engagement of students through ArtsSmarts art projects.  I will discuss how two courses: English 12 African Heritage 
language arts and African Canadian Studies 11 have been created with the help of a lead team and implemented in 96 schools across Nova Scotia; I 
will talk about the resistance and challenges for their creation and implementation; and I will share stories of students and teachers of the success of 
this curricula. I will share how financial support can make a difference in students’ lives. I will elaborate on the process of students’ engagement 
through the creation and exhibition of artworks, as students work with African Canadian artists. ArtsSmarts is a dynamic approach to teaching, 
learning, doing and thinking that has been changing the lives of students, artists, educators, and entire school communities since 1998. As a learning 
organization, ArtsSmarts brings together the efforts of partners across Canada through collaboration in a pan-Canadian network and each 
ArtsSmarts program is locally designed and implemented by a partnership of multi-sectoral stakeholders. In Nova Scotia, the program operates as 
ArtsSmarts Nova Scotia at the Art Gallery of Nova Scotia. In addition to working with artists and teachers across Nova Scotia to engage students 
actively across many different subject areas of the curriculum, the ArtsSmarts program has been directly connected with the African Canadian 
Services Division of the Nova Scotia Department of Education. This partnership has supported projects in schools aimed at giving students an 
opportunity to engage with African Canadian artists of all disciplines. In these projects, African Canadian artists worked directly with students and 
teachers for a period of several days to engage students by infusing African heritage into the curriculum, and by linking to learning outcomes in 
Social Studies and English Language Arts. The artists, the teacher, the coordinator of ArtsSmarts and the curriculum consultant of the African 
Canadian Services Division worked together to provide students with the opportunity to make decisions about their choice of medium and form of 
artwork. In the process, students developed problem solving, critical thinking and decision-making skills. Students learned how to work 
independently and collaboratively; they learned how to function effectively in an innovative, focused and intercultural environment. They were 
making positive contributions to community and society. They were learning the skills they need for the future and for the workplace. The students 
created their art works, and presented them to their school and their community. Art exhibitions and productions were held at the Art Gallery of 
Nova Scotia. When students feel pride in their culture and race, they produce new creations and make positive contributions to society. This report 
provides ideas and suggestions which can have implications for all educators and students wherever they are. 
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The influence of Narcissism and interpersonal relation 
on Resilience in College students. 

 
Mayu Hayashi*， Yoko Maeta*，  Katsutoshi Kobayashi**， Kiyoshi Asakawa*** 

 

The present study was designed to investigate how students’ resilience was 

influenced by their narcissism and interpersonal relations. One hundred fifty college 

students took part in the study. Their resilience was measured by the Inventory of 

Resilience in College Students (IRCS) was developed in the study. Narcissism was 

measured by Takahashi’s Narcissism Scale(2006). Students’ interpersonal relations was 

measured by Yoshihara & Fujiu’s Friendship Scale (2005). Main findings were as 

follows: 

1) Correlation analysis indicates that resilience was significantly related with intimacy  

in students. 

2) Level of narcissism in students was significantly related with resilience in students. 

Those findings were discussed from viewpoints of personality psychology. 

3)Those findings imply that the interpersonal relational in College students would 

influence on their resilience. 
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Abstract 

Wichita State University (WSU), in partnership with Wichita Public Schools (WPS), 

Head Start, and The Opportunity Project (TOP), was awarded a Teacher Quality Partnership 

grant by the Department of Education. Part of the charge was to design, initiate, and assess the 

effectiveness of an early childhood unified (birth-third grade regular and special education 

licensure in Kansas) residency program.  Developed from Chicago’s Academy for Urban School 

Leadership (AUSL), Baltimore, and other public school residency models (e.g., Boston’s 

Teacher Residency program; Berry et al., 2008), the program reflects what is currently known 

about best practices in early childhood teacher preparation. With an emphasis on urban schools, 

the program prepares residents to meet the needs of children with and without disabilities in 

varied settings. The WSU Early Childhood Unified (ECU) residency program was developed 

using a PDS philosophy that centers on shared responsibility for teacher preparation between 

universities and schools as well as a shared responsibility for student learning  (e.g., Darling-

Hammond, 1994; Teitel, 2004). Residents are assigned to a classroom on a consistent basis but 

also receive systematic mentoring and support while learning pedagogy. Resident cohorts will be 

involved in ongoing professional development throughout the residency and through the first two 

years of licensed teaching.  

This paper discusses the lessons learned in Year One of implementation. Nineteen 

residents were admitted into Cohort 1. The guiding questions addressed in the poster presented at 

Hawaii International Conference on Education (HICE) and this paper include the following: (1) 

establishing partnership norms and values, (2) recruitment and selection of residents, (3) 

selection and training of mentor teachers, (4) assessing the effectiveness of residency placements 
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in meeting the program goals, (5) assessing the effectiveness of the residents’ instruction and 

teaching in the field, and (6) “next steps.” 

Introduction 

In the mid 1980’s, with the work of the Holmes Group and the National Network for 

Educational Renewal, the term “Professional Development School” (PDS) was coined. In the 

late 1990s and early 2000s, the National Council for Accreditation of Teacher Education 

(NCATE) established and published PDS standards. These include: integration of professional 

and student learning through inquiry, learning in the context of practice, blending of resources, 

and having access to an expanded learning community (www.ncate.org). The National 

Association of Professional Development Schools (NAPDS) also indicates that there must be a 

school-university culture that is committed to the preparation future educators that embraces 

their active engagement in the school community (www.napds.org).  

Latham and Vogt (2007) found that PDS preparation versus traditional preparation 

significantly and positively influenced teachers’ persistence in the field, even after controlling 

for their individual demographic and academic characteristics. PDS-prepared teachers were 

significantly more likely to become employed in Illinois public schools than their traditionally-

prepared counterparts.  

Approximately 50% of all urban public school teachers nationwide leave their positions 

in less than three years – not because they don’t want to teach, but because they’re not always 

ready. By preparing a new kind of teacher inside the classroom – providing the practical 

learning, the hands-on experience and the support network they need to be effective right away. 

Statistics show that 85% of all Residency graduates stay in their schools beyond those crucial 

first three years, reducing the high teacher turnover rates that cost districts millions (Pitner, 
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The goal of the WSU Early Childhood Unified (ECU) residency program is to provide 

individuals who have a bachelor’s degree in a related field and who have a desire and 

commitment to working with young children with and without exceptionalities with the 

opportunity to complete a Master’s of Arts in Teaching degree along with obtaining practical 

experience in the classroom through the residency model. This process helps ensure that the 

residents are eligible for initial licensure in ECU through the Kansas State Department of 

Education (KSDE) and qualified to meet the diverse needs of young children. 

The graduate level initial licensure program consists of 36 credit hours. The core 

curriculum consists of 21 hours of child development and pedagogy, 11 hours of research and 

reflection and four hours of internship (20 contact hours per semester, each with a different level 

of children (infant-toddler, PreK, K-1 and 2-3). University supervisors and cooperating teachers 

provide supervision. Candidates in this program, after completing the employment process with 

partners, teach in the classroom as a paid assistant or paraprofessional. Each candidate is 

provided with both a mentor from the employing agency and a university supervisor for the 

duration of the program. Each semester candidates complete a 20-hour internship designed to 

provide direction and support for the candidate learning the art and science of teaching. 

Coursework, practical application, on-the-job (internships), and a support system through the 

mentor and university supervisor all serve to ensure candidate success in becoming an effective 

classroom teacher. The curriculum is designed to equip candidates with the following knowledge 

and skills: (1) effective classroom management practices and procedures, (2) early childhood 

development and exceptionalities, (3) lesson planning, (4) adapting instructions to meet the 

needs of all students – diversity and exceptionalities, (5) establishing and maintaining the 
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classroom learning environment, (6) aligning their instruction with national, state, and local 

standards, (7) cooperative learning and teamwork, (8) technology applications for instruction and 

productivity, (9) assessing student learning, (10) conducting and understanding educational 

research, and (11) effective classroom instructional strategies and practices. 

After initial program approval was sought and obtained through KSDE,  the first cohort 

of residents was recruited and selected. This cohort (n=19) started in January 2011 and will 

complete the program in June 2012. Additionally, an advisory council was formed and the first 

set of mentor teachers was selected.  

Establishing Partnership Norms and Values 

Given that this was a partnership endeavor to help prepare residents for careers in urban 

classrooms, it was essential that the input and values of all partners involved were considered.  

An advisory council was formed with representatives from each partnership agency. The 

advisory council played an active role in the development of the program, related assessment 

plan, and resident selection criteria. The advisory council also played an active role in the 

screening and selection of the first cohort of residents.  

Creating partnership norms is an effective way to cultivate healthy working relationships. 

Partnership norms are a set of shared values that act as informal guidelines on how partnership 

members will behave and interact with one another. Creating partnership norms requires that you 

take the time to consider each person’s past experiences, work style, cultural values, 

expectations, and self interest. In a collaborative environment, all these factors will surface and 

impact the ability of the group to effectively work together. Research indicates that four steps 

should be taken in order for partnerships to thrive and sustain: (1) identify the shared values of 

the group, (2) document partnership norms and make them easily accessible, (3) communicate 
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the partnership norms regularly, and (4) update the partnership norms as necessary (CCF 

Resource Center, 2011). The advisory council for the ECU residency program approved and 

follows these four steps.  

Recruitment and Selection of Residents 

 For acceptance into the WSU ECU residency program, admission criteria were provided.  

These criteria are found in Table 1. 

Table 1 

Admission Criteria 

Component Criteria 
1. Entry into Graduate School 1. A 3.0 GPA in last 60 hours of coursework or 2.75 

GPA combined with a MAT score of 40 or a GRE 
score of 917 is required. 

2. Basic Skills and Content Area 
Knowledge 

2. During the program, residents must take and pass the 
CBASE subtests of reading, writing, math, science, and 
social studies. 

3. Bachelor’s degree 3. Applicants must posses a BA or BS in a related field 
from an accredited university. 

4. Employability 4. Applicants complete all sections of employment 
applications and a resume for Wichita Public Schools, 
Head Start, or The Opportunity Project. 

5. Positive Dispositions Towards 
Diversity 

5. Applicants complete and achieve a passing score on 
the Teacher Insight online survey that indicates 
dispositions and skills to work with children in urban 
school settings. 

6. Interview 6. Applicants complete an interview to verify strong 
record of accomplishment or volunteer work in the 
field of early childhood, early childhood special 
education or related fields. Additionally, they must 
demonstrate a commitment of diversity, including 
ethnic, economic, linguistic and special needs.  
 

 

 After screening the applicants and conducting interviews, 19 candidates were admitted to 

the first cohort of residents. Two residents decided after the first semester that the program was 

not a match for their professional goals. 
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Selection and Training of Mentor Teachers 

Mentoring is a complex task that continues to be a factor in keeping beginning teachers in 

the profession.  Research from the National Center for Education Statistics (NCES) shows that 

beginning teachers who are not assigned mentors are at an increased risk for leaving the 

profession within their first three years (Kaiser, 2011).  Although once seen as a voluntary 

opportunity for veteran teachers to give back to the profession, the current trend is toward 

formalized and/or mandated mentoring practices (Mullen, 2011).  A review of the literature on 

the impact of teacher induction on beginning teachers by Wang, Odell, and Schwille, (2008) 

suggests that teaching and learning to teach is influenced by the beginning teacher and mentor 

teacher beliefs, the quality of the beginning teacher’s preservice experience, and the connection 

between mentor training and induction expectations for the beginning teacher.   

Mentoring is typically a key component in most beginning teacher induction programs 

and can positively or negatively impact the beginning teacher and the mentor teacher.  Mullen 

(2011) proposes a mentoring model that should be multilayered with components including, but 

not limited to, thoughtful selection of mentors, clarification of roles and responsibilities, time for 

interaction between the mentor and beginning teacher and opportunities for review and 

reflection.  Although systematic research is still needed to expand our understanding of effective 

mentoring, especially as it relates to student learning (Wang, Odell, & Schwille, 2008), Kilburg 

and Hancock (2006) state that there is consensus on the factors which can negatively impact 

mentoring including poor matching and selection practices, lack of time and emotional support, 

poor communication, and conflict.   

Parker-Katz and Hughes (2008) suggest that through mentoring a beginning teacher’s 

understanding of assessment, planning, and instruction is expanded.  Furthermore, when 
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mentoring is used in a systematic fashion from pre-service preparation through the beginning 

years of teaching, the beginning teacher and the mentor produce new context specific knowledge 

that can impact the learning community (Parker-Katz & Hughes, 2008).  Mentoring as a 

component of beginning teacher induction appears to be one way to retain teachers and to 

develop exemplary educators.   

 Mentor teachers within the WSU ECU residency program must meet three criteria: (1) 

they are recommended by their building level administrator, (2) they are licensed within the area 

they are teaching, and (3) they have taught a minimum of three years. Once identified, mentor 

teachers within the program are provided with professional development in the areas of 

technology, co-teaching strategies, and mentoring. Struggles identified by the mentor teachers in 

surveys completed after the first semesters include balancing the role of the resident as 

paraeducator/teacher assistant with that of co-teacher and finding time to effectively mentor. 

Future professional development opportunities are planned to address these two areas. 

Assessing Effectiveness 

 The WSU ECU residency program has an extensive assessment and evaluation plan, per 

the requirements of the granting agency. Given that the first cohort is still in process, much 

evaluation data regarding the effectiveness of the residents in the classroom are not available yet. 

Preliminary data (from lesson plans and supervisor observation forms) indicate that the residents 

are effective at providing developmentally appropriate instruction and teach to different 

modalities. Areas the residents struggle with are differentiated instruction and the use of 

assessment data to drive instruction. Given this formative feedback, coursework and assignments 

have been modified to provide more support in these areas. The residents have two additional 

semesters before program completion. It is anticipated that these areas will become strengths as 
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their last two semesters involve a capstone research project (i.e., either an action research project 

or a thesis) and a teaching portfolio (as required by KSDE). Additionally, residents will 

participate in a two-year new teacher induction program sponsored by the grant and WPS. 

Next Steps 

 Many lessons have been learned in Year One of implementation for the WSU ECU 

residency program. Next steps include (1) recruiting for Cohort 2, (2) modifying the program, as 

needed, based on assessment data, (3) continuing to develop and support the partnerships, (4) 

determining the impact and value added residents have in the classroom, and (5) plans for 

sustaining the program upon grant completion.  

Leadership in the state of Kansas realize that early childhood education works and is 

economically beneficial to the growth of a state (Governor’s Early Childhood Summit, 2007). 

Empirical evidence clearly supports the notion that quality early childhood educational 

experiences provide many children with skills that assist them in subsequent schooling (e.g., 

Karoly, Kilburn, & Cannon, 2005). The Kansas State Department of Labor (2008) reported that 

there is a gap between expected jobs and interested high school students (from the 2008 

administration of the ACT), with more openings in education being present than interested 

students, thus leading to a potential labor shortage in this high need area, in particular, early 

childhood education. Additionally, according to a report by the Center for Economic 

Development and Business Research (2007), WPS will soon face a gap in the number of early 

childhood teachers and need due to the fact that these two grade levels have the largest 

percentage of separations (e.g., leaving the profession or retirement) than any other grade level.  

Currently, WPS serves over 1800 children in its PreK program with many more children 

on waiting lists for PreK openings. Head Start and TOP each serve over 500 children between 
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the ages of birth and five years old. Clearly, there is a need for teachers with strong knowledge 

and skills to meet the needs of the diverse learners found in the early childhood classrooms. 

  The special education endorsement is coordinated with the district to address shortages 

and the WSU ECU residency program addresses the area need for ECU Licensure birth-third  

grade to expand four-year-old programs and improve instruction by licensed teachers in the early 

years. Each cohort of early childhood residency teachers will be in high demand to take their 

place along side district and community organizations staffs to better meet the needs of high 

poverty, diverse, special education, and non-English speaking students. These specially trained 

birth-third grade teachers will set a new standard of skills and in-class experiences to better meet 

the needs of incoming children of poverty into the public schools. 
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How much does attendance affect a student’s chance of passing a class? Does 
attendance actually matter? More specifically, what is the correlation between 
attendance and passing, if any?  
 
This study presents some data on student attendance and pass rates.  Through this 
study, the student’s average attendance (no. of classes) was mapped to each 
course in which they were enrolled. This data was then compared to determine if 
there was a correlation between passing and attending.   
 
Results show that there is indeed a positive correlation between passing and 
attendance. However, the statistics demonstrate that attendance is only one factor 
in determining student success. While it’s clear that many students that fail are 
poor attenders, many students that pass are also poor attenders, with some 
students that pass not attending at all. This would suggest that the assumption that 
attendance alone is the culprit is a misnomer.  
 
This study surmises that the real issue here is lack of engagement, not poor 
attendance. If academics can get their students to engage with the material, then 
actual attendance doesn’t matter. Given this, in conclusion some innovative 
strategies for student engagement are presented. 
 
 

Attendance is often blamed for student failure. In the researchers experience, it’s also 
common for academics to claim that “the student didn’t attend, of course he failed”. This 
became apparent to the researcher when reviewing some recent comments provided as 
justification for the fail rates on some high-risk courses at our institution in Term 2 of 2010. A 
sample of these comments is in the table below: 
 

“Consider implementing a rule that students must attend 80% of all classes” 
“If a student is not in class by the start of Week 3 they need to be told that they have 
missed the basic concepts of the course and will struggle to succeed” 
“Course coordinator [should be] in regular contact with teaching staff on AIC’s to 
ensure students are attending classes as required” 
“They [students on one campus] attended irregularly with no attendance in the second 
half of the term, and when they did attend, they spent most of their time on the Web.” 
“some of the problems that may be contributing to failure rates are to do with ... 
students enrolling late in the course [thereby missing the first weeks of class]” 

Table 1 – Attendance Comments on High-Risk Courses 
 

These comments clearly indicate that some academics feel that student attendance is essential 
to their success in the course. But does this argument actually make any sense? How about 



Distance students? They seem to not attend and pass just fine. Could it be that attendance and 
passing are not correlated, or that attendance is just one factor in helping to determine whether 
a student is engaged? We need to remember that attendance does not equal engagement!  
 
This bodes the question, does attendance matter? What is the correlation between attendance 
and passing, if any? How do attendance factors relate to engagement? This study presents 
some data on this area. 
 
 
Background  
Within the literature, the significance of student attendance is a difficult item to track down. 
Many papers start from the assumption “attendance is a problem” and then discuss measures 
to fix it, without determining if it IS actually a problem. For instance, Smink & Reimer 
(2005); Moore & Jensen (2008); Stucky (2008) all report on studies that make the assumption 
that attendance is a problem and seek to fix it, without questioning whether student attendance 
makes a difference to pass rates. 
 
It’s only fairly recently (relatively) that academics have asked whether attendance does 
actually make a difference to student success. An early paper from Levine (1992) notes that 
the assertion that students who are frequently absent will do poorly is actually an unproven 
assumption. She also determines that number of absences is negatively correlated with 
achievement (although not passing), but notes that this could be due to the confounding affect 
of a third variable, such as motivation. 
 
Clearly-Holdforth (2007) notes the perception amongst academic staff that attendance is 
‘valuable’ but question whether faith in the value of attendance is misplaced. Clearly-
Holdforth (2007) also notes that ‘schemes’ for attendance increase ‘bums on seats’, but do not 
necessarily guarantee a corresponding improvement in performance. 
 
Rodgers (2001) notes that attendance is found to have a small but significant effect on 
performance. In a similar test, however, Stanca (2004) notes that attendance is not exogenous, 
and that it’s likely that teaching (not attendance) has an important independent effect on 
learning. 
 
Massignham & Herrington (2006) noted that attendance does have an impact on performance, 
but also highlighted a clear finding that engagement in the learning process is much more 
important to student performance than mere attendance 
 
Purcell (2007) identifies a trend, but notes that a pass mark of 40% can be attained at 
relatively low attendance levels. Chen & Lin (2008) indicate that there is a positive 
correlation between student attendance and exam performance, but don’t give any figures on 
student pass rates relating to attendance. In other words, students that didn’t attend did worse, 
but did they still pass? 
 
So, what do all these studies have in common? Well all of them show that attendance is 
considered a very valuable attribute by academics. They also show that academics feel that 
attendance makes a positive contribution to a student’s final mark. However, throughout all 
these studies, two unexplored areas of interest become apparent: 

a. It’s clear that students that attend do better in class, but do those that don’t attend still 
pass? Most studies neglect to analyse this detail. 



b. Is it possible for good attending students to fail? If so, perhaps it is true that there is 
more to this area than just determining attendance. 

 
This study addresses these areas by analysing available data on student success and student 
pass rates.  
 
 
Methodology  
This study answers the question “How does student attendance correlate with their ability to 
pass a course?”. The Metropolitan section of the institution that researcher works for 
(CQUniversity) is in a good position to answer this question as ALL student attendance data 
is collected by the student services department for every student for every class for the 
purpose of the Monitoring Academic Progress program. Once the marks have been finalised, 
the researcher also has access to all the student’s grades. Using these two sources of data, an 
analysis can be performed to determine if there is a correlation between passing and attending.  
 
For this study, data for Term 2, 2010 was collected. At the time of the research, this was the 
last term with complete data, due to Term 3, 2010 still having a significant number of interim 
grades (Supplementary/Deferred Examinations and Supplementary/Deferred Assignments) 
that needed to be resolved. 
 
To perform the actual study, each student’s average attendance (measured in no. of classes 
attended through the 12 week term) was mapped to each course in which they were enrolled. 
To ensure a fair comparison, all students with no attendance (research students, students 
enrolled by distance etc) were removed. All Withdrawn (W) and Withdrawn with Fail (WF) 
grades were also removed as they contained incomplete attendance data that would skew the 
results. 
 
Microsoft Excel was then used to compare various views of the data using Pivot Tables. 
Initial findings of this data are presented below. 
 
 
Results & Discussion 
Results from the data analysis are presented below. It is acknowledged that at this stage this is 
a high-level view of the data, further analysis is required to dig into the details using various 
educational and demographic characteristics. 
 

 

Figure 1 - Percentage of Students that Pass 
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To provide some grounding data, presented in Figure 1 are the overall pass rates for students 
in Term 2, 2010. Overall, 18% of students failed. 82% of students passed. These figures 
appear to be in line with other institutions when comparison is made across the entire cohort. 
It should be noted that this is a high-level comparison with the individual rates potentially 
being higher (or lower) for specific disciplines areas. 
 
Digging down into the data and beginning to look at the correlation between passing and 
attendance shows that 58% of students who attended zero classes failed, but 41% of students 
who attended zero classes passed.  This means that if you were to line up just the students 
who never turned up, statistically 4 out of 10 of those students would still pass your class. 
 

 
Figure 2 

 
95% of students who attended all classes passed. 5% of these students still failed. Comparing 
to the above, this leads to the inevitable conclusion that students that attend are more likely to 
pass, but still leaves the question: Is it attendance that makes these students pass or do “good” 
students just come to every class?  
 
This statistic also suggests that if you could get every student in your tutorial class of 20 
students to attend all classes, 1 of them would still fail.  
 

 
Figure 3 

 



While 30% of the students attended less than half the classes. 70% of the students attended 
more than half the classes. That is, despite the insistence mentioned in the introduction that 
“students don’t come to class”, over two-thirds of our students attended more than half their 
classes. 
 
Delving into the data even further, it can be seen that of these students, 33% of students who 
attended less than half the classes failed (i.e. 67% still passed). 11% of the students who 
attended more than half the classes failed (i.e. 89% passed). 
 
Looking at this from another viewpoint, 25% of students who passed attended less than half 
their classes while 75% of students who passed attended more than half their classes (see 
Figure 4). 
 
 

 

Figure 4 – Pass Rates for students that attend less than half or more than half of classes 
 
 
Given all of this data, it becomes apparent that the answer to the initial question is not so clear 
cut. But what about the larger question? Is there a correlation between attendance and fail 
rate, or attendance and passing?  
 
Looking first at the fail rate, it becomes apparent that attendance and fail rate don’t appear to 
be correlated. 133 students who attended no classes failed, and 108 students who attended 
11/12 classes failed. There is a slight decrease for the students that attended ALL 12 classes 
(only 55 failed). 46% of students who failed attended less than half of classes; 54% of 
students who failed attended more than half of classes (see Figure 5).  
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Figure 5 - Attendance vs. Pass Rate 
 

 
Breaking this down further at the point where the drop off begins to occur shows that 87% of 
students who failed attended less than 10/12 classes. However, 64% of students who passed 
also attended less than 10/12 classes. Overall, 80% of the students who attended less than 
10/12 classes passed (see Figure 6).  
 

 

Figure 6 – Pass Rates for students attending less than and greater than 80% of classes 
 
 
Finally, there seems to be a positive correlation between attendance rate and pass rate (see 
Figure 7). As the attendance rate goes up, so do the number of students passing. The positive 
correlation seems to flatten out at 10 weeks and actually drops at 11 weeks and 12 weeks.  
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Figure 7 - Pass % Over Attendance 

 
 
Overall, this data shows that the situation is not as simple as it seems. Both pass rates and fail 
rates provide some interesting conclusions that are at odds with the assertions made by 
academics. 
 

Conclusion  
Given the results above, it is clear that there is a positive correlation between passing and 
attendance. However, these statistics demonstrate that attendance is only part of the story. 
 
The most interesting outcome of the study is that while it’s clear that many students that fail 
are poor attenders, many students that pass are also poor attenders, with some students that 
pass not attending at all! This would suggest that attendance is only part of the problem. After 
all, the statistics show that even if you can get every student to attend not all of them will pass 
the class. 
 
In this researchers opinion, the real issue here is engagement, not attendance. You can 
sometimes use attendance as a gauge for engagement, but it doesn’t tell the full story. If you 
can get your students to engage with the material, then actual attendance doesn’t matter. The 
success of programs in Distance Education shows this quite clearly.  
 
Future work in this area should look at student engagement with attendance as a component of 
that engagement. Rather than concentrating on strategies to make students attend, academics 
should instead be looking for ways to get students to engage more with the course, regardless 
of whether that is in the classroom, online or a combination of the two.  
 
Through engagement, academics can expect to get better results from their students and then 
attendance can be left out of the equation all together, because it doesn’t really matter!  
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Abstract 

 This paper explores whether or not students in higher education settings are using 

creative cognitive processes, how these processes are related to deep approaches to learning, and 

in what types of settings and students these processes are most prevalent.  Data collected from 

8,724 students at 17 institutions participating in the 2010 National Survey of Student 

Engagement (NSSE) suggests that first-year and senior students employ several different 

creative cognitive processes in their everyday experiences.  Results from exploratory and 

confirmatory factor analyses suggest two distinct types of processes: deliberate creative 

processes and intuitive cognitive processes.  Additional analyses indicate significant positive 

relationships between both types of creative processes and deep approaches to learning, and 

statistically significant differences in the use of creative processes based on gender, enrollment 

type, and type of institution.  Potential reasons for and implications of these findings are 

discussed. 

Keywords: creativity, higher education, student engagement 
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 Creative Cognitive Processes in Higher Education 

 Creativity is being recognized as a necessary skill for the 21st century economy, as 

concerns about economic revitalization and applications of diverse abilities gain public interest 

(Tepper & Kuh, 2011).  In order to develop a creative workforce, more attention needs to be paid 

to creativity in educational settings, as they are for many the initial experiences of the future 

workforce.  The American Association of Colleges and Universities (www.aacu.org) has recently 

added creative thinking as an essential learning outcome for higher education, hoping to 

encourage progress in its development.  The perception of creative thinking as a skill to be 

fostered, rather than as a simple descriptive term associated with the fine and performing arts 

disciplines, is an important shift in the educational paradigm.  In response to the needs of 

employers and society, even disciplines far outside the fine and performing arts, such as 

engineering programs, have included creative skills in the higher education curriculum as a 

response to accreditation standards (ABET, 1997). Therefore, it is important to understand the 

cognitive processes that are associated with this skill, and the different ways in which they may 

be manifested and nurtured within educational settings.         

Creativity Research 

Creativity can be conceptualized as having four different but not mutually exclusive 

dimensions. An alliterative structure that is often employed in the study of creativity is known as 

the Four P’s: Person, Process, Product, and Press (Davis, 2004).  The “person” component refers 

to investigations of the personality attributes and behavioral characteristics that are associated 

with creative individuals, and the “process” component refers to the various cognitive processes 

that are involved in creative performance.  The “product” component centers on the evaluation of 

products that are deemed creative and attempts to identify more specific aspects that result in this 
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creative classification.  Finally, the “press” component focuses on the impact that an individual’s 

environment can have on creative functioning. The Four P’s are not considered to be separate 

types of creativity, but instead as potential lenses through which researchers can design, explore, 

and interpret investigations of creativity.   

Focusing on the “press” component, research suggests that authority figures can have an 

impact on an individual’s creative expression.  Parental influence on the creativity of children is 

readily studied in younger populations (Meador, 1992; Jonsson & Carlsson, 2000), but studies 

have also explored specific behaviors of teachers that have been found to decrease or increase 

creativity (Baloche, 1994; Smith, Michael, & Hocevar, 1990).  Smith and colleagues (1990) 

found that high-anxiety test instructions led to lower creative performance scores in high-school 

students, while Baloche (1994) found that the implementation of problem-solving activities, 

open discussions, and flexibility in lesson plans led to higher scores on creative performance at 

the end of the school year.  Since college students have frequent interactions with instructors in 

classroom settings, it is reasonable to believe that teacher behaviors could be having the same 

types of influence at the postsecondary level, even if the instructors’ behaviors are not explicitly 

aimed at impacting student creativity levels. 

Other environmental factors should also be considered, as research indicates that 

physical, visual, and auditory stimulation prior to and during a task leads to an increase in 

creative performance (Mackler & Schontz, 1965; Shibata & Suzuki, 2004; Adaman & Blaney, 

1995).  Researchers have also investigated the relationship between humor and creativity, finding 

that a humorous atmosphere can increase creativity levels, possibly by increasing positive affect 

and in turn intrinsic motivation in participants (O’Quin & Derks, 1997).  Amabile (1983, 1996) 

found that several aspects of the environment, including the presence of rewards, competition, 
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restriction in choice, and the expectation of evaluation, can all have a detrimental impact on 

creativity.   

Creativity Training 

Several different cognitive strategies, which would be considered training in the 

“process” component, can be implemented with a goal of increased creative output, or the 

“product” component.  These cognitive techniques may be the result of explicit external training, 

with specific directions and opportunities for practice, or they may be the result of internal 

personal preferences, which emerge as mental approaches to solving problems, and these 

strategies are then nurtured and rewarded.  Much of the research on the effectiveness of 

creativity training is done in academic settings (Scott, Leritz, & Mumford, 2004), with an 

assortment of curricular programs and methods available for use with a variety of students and 

content areas (Hummell, 2006; Maker, Jo, & Muammar, 2008).  These programs increase 

creativity through direct instruction in an assortment of strategies such as the use of 

metaphors/analogies, divergent thinking (fluency, flexibility, originality, elaboration), 

perspective change, or imagery.   

However, the majority of the research described above takes place in K-12 settings, and 

most studies on creativity training for college students are restricted to laboratory settings.  These 

training sessions involve instruction on brainstorming (Dugosh & Paulus, 2005), perspective-

changing heuristics (Butler & Kline, 1998), planning techniques (Osburn & Mumford, 2006), 

and variations in instructional style (Ruscio & Amabile, 1999).  Although these studies have the 

advantages of readily available samples and experimental control (and therefore the ability to 

make causal conclusions), it should also be noted that they may lack ecological validity because 

they do not gather information about the everyday experiences of the participants.   Some 
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research exists on creativity training in more naturalistic higher education settings, but it is often 

specific to individual content areas such as science (DeHaan, 2009; Crowe, Dirks, & Wenderoth, 

2008), design (Lau, Ng, & Lee, 2009), and engineering (Cropley & Cropley, 2000). 

The Current Study 

Given this shortage of research on content-general creative thinking strategies in higher 

education, the main purpose of this exploratory study is to address whether postsecondary 

students are engaging in these creative cognitive processes in their everyday experiences.  

Addressing this research question can shed light on whether individuals in a particular “press” or 

environment (in this case, higher education) are engaging in certain “processes” known to 

enhance creativity.  This study also aims to discover whether these creative cognitive processes 

related to other intellectual aspects of their college experience.  In other words, how do the 

processes of creativity relate to other non-creative cognitive behaviors?  Furthermore, this study 

explores for what types of students and in what types of settings are these creative processes 

most prevalent.  Are there student-level differences, which would suggest that the “person” 

component is impacting process?  Even within an overall “press” environment of higher 

education, do processes differ for sub-groups of students?  This study investigates all of these 

research questions by examining the creative cognitive behaviors in college students, the 

relationship of these behaviors to other aspects of student engagement, and differences based on 

gender, enrollment status (full-time vs. part-time), and type of institution (public vs. private). 

Method 

Participants 

This study used data from the 2010 administration of the National Survey of Student 

Engagement (NSSE), a multi-institution survey that assesses practices and activities that result in 
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learning and personal outcomes for undergraduate students.  A set of creativity items was 

appended to the main NSSE instrument.   A total of 3,465 first-year students and 5,259 senior 

students at 17 institutions received these additional items.  The institutions represented a variety 

of geographic regions, Carnegie classifications, and enrollment sizes.  Males comprised 36.4% of 

the sample and females 63.6%, with 88.3% of students reporting full-time enrollment status.  In 

addition, 52.6% of students in the sample attended one of the four public institutions while 

47.4% attended one of the thirteen private institutions.   

Measures  

Deep approaches to learning are measured through 11 items on the main NSSE 

instrument creating 3 subscale scores (Nelson Laird, Shoup, & Kuh, 2005).  The higher-order 

learning subscale is comprised of four items asking students to report how much their 

coursework emphasizes each of four areas (analysis, synthesis, evaluation, and application), 

using a 4-point response scale ranging from “very little” to “very much.”  The integrative 

learning subscale assesses the combination of diverse ideas and constructs, and the reflective 

learning subscale assesses the examination of one’s own views, perspectives and understanding 

of issues or concepts.  The items on these subscales ask students to report the frequency of these 

behaviors on a 4-point response scale ranging from “never” to “very often.”  There were 

acceptably high levels of internal consistency (McMillan & Schumacher, 2001) for higher-order 

learning (Cronbach’s α = .825), reflective learning (Cronbach’s α = .802), and integrative 

learning (Cronbach’s α = .716). 

A set of 10 creativity items, adapted from the Cognitive Processes Associated with 

Creativity scale (Miller, 2009), were also included.  These items asked students to report on the 
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frequency of creative cognitive processes (i.e. joined together dissimilar concepts, use previous 

solution in new way) with a 4-point response option set ranging from “never” to “very often.” 

Results 

Factor Analysis 

The sample was randomly divided into two even sub-samples to conduct exploratory and 

confirmatory factor analysis for the 10 creativity items.  The results of the exploratory factor 

analysis using Maximum Likelihood extraction with oblique Promax rotation suggested a 2-

factor solution (Table 1).  The Kasier-Meyer-Olkin statistic for the 10 item scale was .920, 

indicating very good factorability of the item set (Kaiser, 1974).  The factors were moderately 

correlated at r = .66.  The 2-factor solution accounted for 64.44% of the variance.  The two 

factors were tentatively named “Deliberate” and “Intuitive,” based on conceptual differences in 

the amount of control one could exert on using the particular process described in the items 

within each factor.   For instance, the item “tried to generate as many ideas as possible when 

approaching a task” is indicative of a deliberate process, while “been fully immersed in work on 

a problem or task” is something over which one has less active control.   

The confirmatory factor analysis, conducted with the second half of the sample, 

supported this solution.  The 2-factor solution showed very good model fit (χ2 = 16.44).  Because 

traditional measures of model fit are sensitive to sample size, and the sample in this study was 

very large, a variety of other fit indices were considered as well (Hu & Bentler, 1999).  These fit 

indices also suggested good model fit (Table 2) and all path coefficients were significant (Table 

3).  Therefore, scores for the latent variables of “Deliberate Creative Processes” and “Intuitive 

Creative Processes” were created by averaging the scores for each item loading on the respective 

factors.   There were acceptably high levels of internal consistency (McMillan & Schumacher, 



Running Head: CREATIVE COGNITIVE PROCESSES 9 

 

2001) for the deliberate subscale (Cronbach’s α = .901) as well as the intuitive subscale 

(Cronbach’s α = .783). 

Bivariate Correlations 

After establishing these subscales for the creativity items, several analyses were 

conducted to further explore relationships with creativity and deep approaches to learning.  

Bivariate correlations, conducted with first-year and senior students separately, found significant 

positive relationships between the creativity subscales and the deep learning subscales (Table 4).  

Although the range of correlations (.372 to .546 for first-years; .370 to .557 for seniors) suggests 

moderate relationships (Cohen, 1992), it is interesting to note that the magnitude of the 

relationships was higher for the deliberate subscale, than for the intuitive subscale.   

Means Comparisons 

A series of t-tests were also conducted to explore whether there were differences in 

creativity between students based on the demographic characteristics of gender, enrollment type 

(part-time vs. full-time) or the type of institution attended (public vs. private).  The results of 

these analyses suggest several significant differences.  For first-year students, males were 

significantly higher than females for the deliberate subscale (t(3320) = 3.76; p <.001), while 

females were significantly higher than males for the intuitive subscale (t(3436) = -2.28; p =.022).   

For senior students, there were no gender differences for the deliberate subscale, but as with 

first-year students females were significantly higher than males for the intuitive subscale (t(5195) 

= -3.48; p <.001).  However, the effect sizes for these differences were quite small (Table 5), 

suggesting that while there is statistical significance due to the large sample the practical 

significance may be limited. 
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When comparing students by enrollment status, the results suggested that first-year full-

time students were significantly higher than their part-time counterparts on the deliberate 

subscale (t(3309) = -4.01; p <.001), while there were no significant differences for the intuitive 

subscale.  For the senior students, the full-time students were significantly higher than part-time 

students on both the deliberate subscale (t(5018) = -6.61; p <.001) and the intuitive subscale 

(t(5188) = -5.11; p <.001).  These differences were more notable as some of the effect sizes were 

moderate. 

When comparing students by the institutional characteristic of control type, the first-year 

students attending private institutions were significantly higher than those at public institutions 

for the deliberate subscale (t(3320) = -2.65; p <.001), while no statistically significant 

differences were found for the intuitive subscale.  For the senior students, no statistically 

significant differences were found for either subscale.  It should also be noted here as well that 

the effect sizes for those statistically significant differences (Table 5) were very small.  

Discussion 

The results of this study found that college students appear to be engaging in different 

types of creative cognitive processes in their everyday experiences.  As suggested by the factor 

analysis, these creative cognitive processes can be categorized into two general types, deliberate 

and intuitive.  The deliberate processes may be more amenable to instruction than the intuitive 

processes, which may be more of a personal inclination.  This findings supports previous 

research (Miller, 2009) conducted using a longer version of the scale that identified a larger 

number of specific factors yet conceptualized their relationships on a continuum from high to 

low degrees of cognitive control.  However, the two factors were moderately correlated with one 

another, suggesting that individuals more likely to use intuitive creative processes are also more 
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likely to use deliberate creative processes (and vice versa).  These results demonstrate that while 

college students are utilizing a variety of creative cognitive processes, there is some variation 

across the types of processes that is worthy of further scholarly attention. 

The significant relationships between the creative cognitive processes and the deep 

approaches to learning suggest that creativity is linked to other beneficial components of learning 

in higher education.  This connection provides further support for the relatively recent revision of 

Bloom’s taxonomy (Anderson et al., 2001) placing creating at the highest level.  If synthesizing 

existing ideas and information into new and more complex interpretation is viewed as the highest 

level of thinking and a crucial goal of information, then the use of creative cognitive processes is 

clearly an advantage, even in other types of cognitive processes.   Integrative and reflective 

learning can be conceptually linked to metacognition, and all are indicative of positive learning 

outcomes (Pintrich, 2002).  Explicit instruction in the effective use of creative cognitive 

processes could even be considered a type of metacognition, as it teaches students to think about 

the ways in which they are processing mental information, and to assert control over those 

mental behaviors.  Many other aspects of student engagement may also be related to creativity, 

and while deep approaches to learning have the greatest conceptual and theoretical connection, 

future research is needed to determine whether creative cognitive processes are associated with 

academic challenge, active and collaborative learning, student-faculty interaction, enriching 

educational experiences, or self-reported gains in various areas.    

The results also suggest that the overall climate of higher education can have an impact 

on the use of creative cognitive processes.  The importance of the “press” component in 

creativity suggests that higher education is another setting that can have some bearing on creative 

outcomes.  The “person” component of creativity may also play a role, as perhaps certain types 
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of students make different decisions about their college environment.  As full-time students 

generally indicated greater use of creative processes, this may suggest that more intense and 

direct exposure to the college environment has a positive influence.  This provides additional 

support for research indicating greater engagement for students with full-time enrollment status 

(Pascarella & Terenzini, 2005).  However, there do not appear to be practical differences 

between first-year students at private universities and those at public ones, and no differences at 

all appear at the senior level.  Students at public universities, while they may not interact as often 

with faculty due to large class sizes, do not appear to be lagging in the use of creative cognitive 

processes.  This is good news for the many students that due to economic, financial, or other 

reasons attend public institutions, as these results would suggest that public institutions seem to 

foster creative cognitive processes, at least those explored here, at the same level as their private 

counterparts.  

 While there are several strengths of this study, some limitations should also be 

considered.  One limitation involves the online data collection.  Although this type of research 

has the advantages of increased sample size and ease of data collection, one must rely completely 

on self-reported measures, which may not always be objective, especially in the case of 

creativity.  Simply because participants reported creative attributes and behaviors does not 

necessarily mean that they are actually using these to facilitate creative work.  However, most 

studies looking at self-reports of students in higher education suggest that self-reports and actual 

abilities are positively related (Anaya, 1999; Hayek, Carini, O’Day, & Kuh, 2002; Pike, 1995).  

It is true that attempts to measure or quantify creativity, whether through self-report, product 

ratings, or other standardized assessments, have often been criticized for a failure to capture 

completely the elusive “essence” of creativity (Piirto, 1998; 2004; Plucker & Runco, 1998).  This 
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criticism highlights the importance of matching an appropriate assessment to the research 

question of interest. 

 Creative cognitive processes can be used across multiple disciplines within higher 

education.  Creativity should be viewed as a teachable skill that can promote mental dexterity in 

all students, not just those in fields traditionally associated with creativity, such as the arts and 

humanities.  Incorporating direct instruction in creativity, even at the postsecondary level, could 

be effective in developing skills demanded by future employers.  The Association of American 

Colleges and Universities (www.aacu.org) recently included creative thinking as a valuable 

learning outcome that should be taught and assessed within higher education.  Institutions could 

integrate creative cognitive processes into curricular revisions for course improvements, citing 

the importance of creative thinking in their programs.  Much more research is needed to address 

the benefits of creativity in higher education, and how the use of creative cognitive processes is 

related to other positive outcomes of the college experience.  Although the current study is very 

exploratory, the contribution of this initial research suggests that the topic of creativity is an 

important one to consider in the changing landscape of higher education. 
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Table 1 

Exploratory Factor Analysis Results: Rotated Component Matrix 
Item Factor 1:  

Deliberate 
Factor 2: 
Intuitive 

Incorporated a previously used solution in a new way .840 -.042 

Joined together dissimilar concepts to create a novel idea .820 -.101 

Made a connection between a current problem or task and a related situation .785 .051 

Imagined a potential solution to explore its usefulness .768 .054 

Looked at a problem or task from a different angle to find a solution .695 .109 

Asked other people to help generate potential solutions to a problem .609 .022 

Tried to generate as many ideas as possible when approaching a task .565 .176 

Lost track of time when intensely working -.121 .887 

Been fully immersed in your work on a problem or task .127 .723 

Felt that work was automatic and effortless during an enjoyable task .182 .397 

*Kaiser-Meyer-Olkin statistic = .920; Maximum Likelihood χ2 = 673.67, p <.001; Factor correlation r = .66 
**Factor 1 eigenvalue explains 53.78% variance; Factor 2 eigenvalue explains 10.66% variance 
 
 
 
 
Table 2 
 
Confirmatory Factor Analysis: Model-fit Results  
 
 N TLI CFI RMSEA PCLOSE 

Model statistics 3661 .999 .999 .022 1.000 

 
Note: Strong model fit is reflected by CFI and TLI greater than .90, RMSEA less than .06, and PCLOSE greater 
than .05. 
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Table 3 
 
Confirmatory Factor Analysis Results: Standardized Regression Weights 
Item β 

 

Imagined a potential solution to explore its usefulness  .832*** 

Looked at a problem or task from a different angle to find a solution  .823*** 

Tried to generate as many ideas as possible when approaching a task  .793*** 

Made a connection between a current problem or task and a related situation .786*** 

Incorporated a previously used solution in a new way .720*** 

Joined together dissimilar concepts to create a novel idea .645*** 

Asked other people to help generate potential solutions to a problem  .632*** 

Been fully immersed in your work on a problem or task  .695*** 

Lost track of time when intensely working .535*** 

Felt that work was automatic and effortless during an enjoyable task .475*** 

***p < .001 
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Table 4 

Bivariate Correlations for Creative Cognitive Processes and Deep Approaches to Learning 

 Deliberate Intuitive

First-Year Students (N = 3,465)   

Higher-Order Learning .492*** .372*** 

Integrative Learning .546*** .430*** 

Reflective Learning .518*** .390*** 

Seniors (N = 5,259)   

Higher-Order Learning .511*** .391*** 

Integrative Learning .557*** .399*** 

Reflective Learning .496*** .370*** 

***p < .001 
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Table 5 

Group Means Comparisons for Creative Cognitive Processes  

 Group 1 
(Mean) 

Group 2 
(Mean) 

Sig. Effect Size 
(d) 

 Male Female   

First-Year: Deliberate Creative Processes 2.80 2.72 *** .13 

First-Year: Intuitive Creative Processes  2.85 2.90 * -.08 

Senior: Deliberate Creative Processes 2.86 2.85  .01 

Senior: Intuitive Creative Processes  2.99 3.06 *** -.10 

 Part-time Full-time   

First-Year: Deliberate Creative Processes 2.51 2.77 *** -.39 

First-Year: Intuitive Creative Processes  2.93 2.87  .07 

Senior: Deliberate Creative Processes 2.73 2.89 *** -.24 

Senior: Intuitive Creative Processes  2.93 3.05 *** -.18 

 Public Private   

First-Year: Deliberate Creative Processes 2.74 2.80 ** -.10 

First-Year: Intuitive Creative Processes  2.86 2.90  -.06 

Senior: Deliberate Creative Processes 2.85 2.88  -.05 

Senior: Intuitive Creative Processes  3.03 3.03  <.01 

*p < .05 
**p < .01 
***p < .001 
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Abstract

Learning Management Systems (LMS) such as Moodle provide a virtual learning environment that 
helps teachers to manage their courses. They also offer several modules that are designed to help 
“build richly collaborative communities of learning around their subject matter” (http://moodle.org/
about/, accessed on the 10th August 2011). Most Japanese Universities and colleges, however, 
appear to use LMS in only a limited way, for storage of lecture materials, posting and sending 
notifications to students, and submission of assignments.

The author’s research group  has been conducting a project supported by the Japan Society for the 
Promotion of Science Grant-in-Aid for Scientific Research (22520573), in which student writing is 
collected as electronic data and linguistic analyses are then performed in order to find ways to help 
students improve their writing abilities in English.

During the 2010 autumn and 2011 spring semesters, the author set up  writing activities on Moodle, 
in which students submitted their writing and exchanged comments with each other in English. It 
became clear that in the course of carrying out these activities the students were able to establish 
personal bonds with each other.

This presentation will focus on this by-product effect. The finding is noteworthy  because Japanese 
university students have very  few chances to use English outside the classroom and as a result tend 
to be extremely  hesitant to use English in front  of their peers. It is suggested that the virtual 
English-using environment can work as a secure familiarisation space for our students, who are 
generally  not much interested in others, and in many  cases exchange almost  no personal 
information with each other even after months of acquaintance.

References

Crystal, David, Chuansheng Chen, Andrew J. Fuligni, Harold W. Stevenson, Chen-Chin Hsu, Huei-
Jen Ko, Seiro Kitamura, and Susumu Kimura. 2008. Psychological Maladjustment and 
Academic Achievement: A Cross-Cultural Study of Japanese, Chinese, and American High 
School Students. Child Development 65 (3), 738-53.

Cheng, Xiaotang. 2000. Asian Students’ Reticence Revisited. System 28, 435-46.

mailto:uchida@lc.osakafu-u.ac.jp
mailto:uchida@lc.osakafu-u.ac.jp
http://moodle.org/about/
http://moodle.org/about/
http://moodle.org/about/
http://moodle.org/about/


Freiermuth, Mark and Douglas Jarrell. 2006. Willingness to Communicate: Can Online Chat Help? 
International Journal of Applied Linguistics 16 (2), 189-212.

Littlewood, William. 2001.  Students’ attitudes to classroom English learning: a cross-cultural study.  
Language Teaching Research 5 (1), 3-28.

Uchida, Mitsumi and Mari Yamauchi. 2011. Towards Sustainable Learner Corpus Building. Journal 
of Language and Culture, British and American Language and Culture 6, 71-88.

Uchida, Mitsumi and Mari Yamauchi. 2011. Small-scale Building of Learner Corpora for Study of 
Syntactic Errors Made by  Japanese Learners of English. Learner Corpus Research 2011, 20 
Years of Learner Corpus Research: Looking Back, Moving Ahead. (Louvain-la-Neuve,  
Septermber 2011).

Yamauchi, Mari and Mitsumi Uchida. In print. L1 Traces in the Interlanguage of Japanese Learners 
of English. Chiba Shodai Kiyo (The Journal of Chiba University of Commerce) 49 (1).

Yamauchi, Mari, Mitsumi Uchida, and Atsuhiro Kojima. 2011. Detecting the Influence of L1 
Syntactic Patterns on Japanese EFL Learners’ Interlanguage Grammar. The Asian Conference 
on Language Learning 2011 (Osaka, June 2011).



Analysis of L1-Influenced Syntactic Errors
in Japanese University Students’ Writing

Mitsumi Uchida and Mari Yamauchi

 Mitsumi Uchida
 ·        School of Humanities and Social Sciences, Osaka Prefecture University
 ·        1-1 Gakuencho, Naka-ku, Sakai-shi, Osaka, 599-8531, Japan
 ·        uchida@lc.osakafu-u.ac.jp

 Mari Yamauchi
 ·        Faculty of Commerce and Economics, Chiba University of Commerce
 ·        1-3-1 Konodai Ichikawa-shi Chiba, 272-8512, Japan
 ·        yamauchi@cuc.ac.jp

Abstract
The authors have been building a small-sized learner corpus of their students’ writing as part of an 
ongoing study (2010-2013, supported by  the Japan Society for the Promotion of Science Grant-in-
Aid for Scientific Research: 22520573). This study aims to (i) identify and describe major features 
of Japanese EFL learners’ interlanguage grammar at an earlier stage in development, focusing 
primarily  on errors possibly influenced by  L1 syntax, and (ii) develop a practicable way  for 
language teachers to progressively build learner corpora using data from their own classes.

During the 2010 autumn and 2011 spring semesters, the authors set up several writing tasks for their 
classes using Moodle, and the students performed these tasks online, which yielded a small-sized 
learner corpus including instances of errors that reflect features of the students’ interlanguage.

The focus of this presentation is on common errors that have been identified so far in the students’ 
writing that strongly suggest the influence of Japanese syntactic patterns, including: (a) mapping 
topic-comment structure in Japanese directly to subject-predicate structure in English; (b) omission 
of reference to known information, where zero anaphora is preferred in Japanese; and (c) confusion 
of predicate-argument relations, especially  with psychological predicates. The advantage of sharing 
the students’ L1 on the part of teachers, as well as that of explicit introduction of some typological 
linguistic knowledge in classrooms, will also be discussed.
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Abstract 

Japanese EFL learners are said to be much weaker in speaking than other language skills. 

In fact, the mean score of native speakers of Japanese is one of the lowest in the world ranking 

in the speaking section of TOEFL® iBT (Internet-based Testing) according to Educational 

Testing Service (2010). This can be regarded as a very serious situation in terms of international 

competitiveness, not only in academic fields, but also in business (Morishita, 2008). Therefore, 

in order to obtain an effective speaking pedagogy for Japanese EFL learners, research on their 

speech processes, which has been very limited so far, should be urgently implemented. 

In order to investigate Japanese EFL learners’ speaking ability from the perspective of productive 

vocabulary, Morishita (2008) analyzed their utterances in open question tasks compared to L1 

English speakers. It was found that although both of them used similar vocabulary, Japanese 

EFL learners’ average scores of tokens were less than half those of L1 English speakers. This 

might mean that Japanese EFL learners, even if they have basic vocabulary knowledge, could 

not combine words quickly and accurately to create proper sentences, possibly due to a lack of 

grammatical knowledge for syntactic processing.  

Morishita, Satoi, and Yokokawa (2010) investigated the mechanism of syntactic processing 

during language production (i.e., written sentence completion tasks) by Japanese EFL learners 

based on syntactic priming, where the use of one syntactic structure in one sentence increases 

the likelihood of the use of the same structure in another sentence during language production. 

Although the results were basically consistent with the previous L1 research (Pickering & 

Branigan, 1998), priming effects seem to be much stronger in the case of Japanese EFL learners 

than L1 English speakers. These findings also support Pickering & Branigan’s conclusion that 

syntactic priming is very effective in young children and those less practiced in language use 

(Pickering & Branigan, 1999), implying a future possibility of using syntactic priming for an 

effective pedagogy of language production. 

According to the alignment theory (Pickering & Garrod, 2004), interlocutors reach a mutual 

understanding of a situation by aligning their representations at all linguistic levels. It is clear 

that both speakers and listeners benefit from syntactic priming effects in dialogue, with speakers 

being primed both by their own prior utterances and those produced by other participants in the 



dialogue (Pickering & Branigan, 1999). In fact, although linguists have often emphasized the 

creativity and novelty of the language produced by speakers, the fact that our speech is highly 

repetitious has been confirmed by a mass of studies in corpus linguistics (Smith & Wheeldon, 

2001). 

McDonough and Mackey (2008) investigated whether syntactic priming facilitates L2 

development based on the alignment theory. A Thai EFL learner carried out an information-gap 

task with a scripted interlocutor, who had been scripted with a series of 

developmentally-advanced questions. It was found that the learner produced a 

developmentally-advanced structure which has the same syntactic structure as the question 

produced by the scripted interlocutor, meaning that syntactic priming may encourage the L2 

learner to produce a developmentally-advanced structure as opposed to a less advanced form. 

Since the final goal of speaking is to create sentences for practical use in spontaneous 

communication, whether syntactic priming can be observed in dialogue as well as whether it 

contributes to L2 development should also be investigated in research using Japanese EFL 

learners. 

 

References 

Educational Testing Service. (2010). Test and score data summary for TOEFL® internet-based 

test. Retrieved from 

http://www.ets.org/Media/Tests/TOEFL/pdf/test_score_data_summary_2009.pdf 

McDonough, K., & Mackey, A. (2008). Syntactic priming and ESL question development. 

Studies in Second Language Acquisition, 30, 31-47. 

Morishita, M. (2008). The effect of different latencies on utterances of Japanese EFL learners: A 

psycholinguistic study based on repeating and open question tasks. JACET Journal, 47, 

17-33. 

Morishita, M., Satoi, H., & Yokokawa, H. (2010). Verb lexical representation of Japanese EFL 

learners: Syntactic priming during language production. Journal of the Japan Society for 

Speech Sciences, 11, 29-43. 

Pickering, M. J., & Branigan, H. P. (1998). The representation of verbs: Evidence from syntactic 

priming in language production. Journal of Memory and Language, 39, 633-651. 

Pickering, M. J., & Branigan, H. P. (1999). Syntactic priming in language production. Trends in 

Cognitive Sciences, 3(4), 136-141. 

Pickering, M. J., & Garrod, S. (2004). Toward a mechanistic psychology of dialogue. 

Behavioral and Brain Sciences, 27, 169-226. 

Smith, M., & Wheeldon, L. (2001). Syntactic priming in spoken sentence production: An online 

study. Cognition, 78, 123-164. 



1 
 

‘The School Is Not A Bubble; It Is Part Of Society’ 
Social Media (Web 2.0) And Early 21st Century School Health Education 

In Australia 
 
Dr Wayne Usher  
Griffith University  

 

 

Abstract 

This paper will discuss how social media (Web 2.0) technologies have caused a paradigm 

shift to occur throughout the Australian school health education landscape. Furthermore, 

attention will be directed towards investigating the ensuing challenges, potentials and 

transformations occurring to the learner engagement and interaction processes these 

technologies have collectively promoted. In particular, this paper will present the wider 

repercussions such modern forms of communication will have on future issues relating to 

curriculum, pedagogy and epistemology. Moreover, deliberation will be directed towards 

discussing and presenting models of ‘best practice’ which illustrate how early 21st century 

technologies (Web 2.0) encourage health information retrieval and support collaborative 

learning environments throughout contemporary school health educational settings in 

Australia. 
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Introduction 
 

Seeman (2008) asserts that the introduction of modern communication technologies, 

such as social media (Web 2.0), are fundamentally changing the description and manipulation 

of health knowledge and are now the predominate lenses through which disease, treatment, 

education, and communication are viewed. Young & Simon (2005) define social media (Web 

2.0) technology as,  

 

“The literal fusion of multiple electronic, communications, computer, and media 

technologies. The art of listening, learning and sharing is being transformed through, for 

example, the development of social forums (Twitter, Facebook, Myspace), content sharing 

platforms (Wikis, Blogs, Diigo, Nigs, Google Docs) and high performance computing / 

advanced networking (Second Life, podcasts, instructional design, 3-D stereoscopic)” (p. 14). 

 

From an education perspective, social media (Web 2.0) is creating opportunities and 

has the potential for promoting heightened student - teacher interactions, critical thinking, self 

directed learning, health information communication, and that posses the potential for 

strengthening collaborative learning environments (Young & Simon, 2005). Web 2.0 

technology will have immense repercussions for early 21st century health care delivery due to 

the ease of use, heightened connectivity it promotes, and its open availability, unlike previous 

Internet (Web 1.0) applications (Cain, Brent, & Fox, 2009). More precisely, a review of the 

current literature concludes that Web 2.0 technology possess many educational outcomes 

which support engagement processes necessary for heightening critical thinking amongst 

students (authors), these being: 1) knowledge management, 2) dialogue for group work, 

discussions / forums, 3) sharing resources, 4) critically reading, and responding in a 

constructive and public way, to others’ work, 5) learning how to add complexity to concepts 

in a given field, through systematic engagement and analysis with work produced by more 

advanced students, specialists and experts, 6) learning via Web 2.0 technologies which enable 

and heighten health learning environments through - multimodalities, networkability, 

message tailoring capabilities and temporary flexibility. 

However, on a national scale, there is limited rigorous cross-sectional research 

investigating and comparing the types of Web 2.0 technologies Australian school health 

educators and their students are interacting with and using to inform pedagogy. Furthermore, 

there is inadequate pragmatic research indicating reasons behind contrasting patterns of Web 

2.0 usage by individual school health educators and students. Therefore, from such an 
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identified research gap, this theoretical paper seeks to present contemporary practical health 

examples and case studies pertaining to the implementation of social media applications to 

deliver early 21st century school health education. Throughout this paper, a number of 

existing case studies and practical examples, blended with current literature, will be presented 

with the intent to demonstrate the unique qualities and capabilities of Web 2.0 applications 

and their usage for supporting critical thinking amongst school aged students. It is identified 

that further empirical research is needed to build a pedagogic evidence base demonstrating 

the different aspects of these tools within the context of disseminating school health 

education. 

 

Constructivist learning and social media (Web 2.0) 
 

Social media applications support past theories concerning traditional approaches to 

epistemology and pedagogical practices. According to von Glasserfeld (1987) students locate 

their existent within individual subjects and see writing as a way of discovering the 

"authentic self," while social-epistemics regard "the subject. . . itself as a social construct that 

emerges through the linguistically-circumscribed interaction of the individual, the 

community, and the material world" (p.47). The concept of constructive alignment is based 

on a social constructivist view of learning, which argues that learning is a process of ‘making 

meaning’ whereby students construct their individual sense of meaning through the learning 

activities in which they are engaged (Vygotsky, 1978; von Glasserfeld, 1987). Although 

Vygotsky focused on the role of speech and not on the role of new technologies, the fact that 

communication is increasingly supported by computers, e.g. e-mail, discussion boards, chat 

rooms, Twitter, Blogs, Wikis and Virtual Worlds, has lead to his work influencing theories of 

learning in the information age. 

Bruner (1990) further posits that educators have held a general consensus that 

students of all ages learn best when immersed within a culturally and socially rich 

environment in which scaffolding of learning can be achieved. Furthermore, where learners 

and peers are committed to achieving the same educational outcomes, they tend to regulate 

each other’s performances (Jonassen et al, 1999), resulting in a positive outcome that can be 

facilitated through the use of shared, digital learning environments. Supporting such a claim 

is the notion that Web 2.0 architecture supplies three main health educational priorities, these 

being: 1) access to resources for development and maintenance of the specific competences 

needed for management and education of disease, 2) endorsement of learning about disease 
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management and education through online peer-to-peer communication and 3) systematic 

accreditation of learning materials and processes (Timpka et al, 2008).  

The increased usage of Web 2.0 technologies leads to questions about ways in which 

students interact with such technologies and the wider ramifications this will have for modern 

curricula, pedagogy practices and epistemology. Stemming from increasingly information-

rich, networked societies is the notion that students in the early 21st century are more 

‘knowledge intense’ and posses a heightened ‘knowledge management base’ in regard to 

current health issues and health curriculum content (Donald, 2008). The repercussions from 

such an increased student empowerment are that educators need to develop and implement 

pedagogical practices which cater for and encourage new ways of promoting pedagogy, 

learner empowerment, and also supporting the need to have a heightened focus on increasing 

a students’ engagement through a collaborative approach to the learning process.  

 

Promoting pedagogy, learner empowerment and knowledge management 
via Web 2.0 

Web 2.0 technology promotes a more student-centred approach to health education 

and allows for a sense of control over achievement of educational outcomes (Timpka et al, 

2008). Pedagogical approaches that engage the teacher and the student in the co-construction 

of meaning, value, and knowledge should be central to the mission of developing future 

school health education curricula (Houser & Frymier, 2009). Due to the ease and speed with 

which information (of all types) can be accessed, students have the increased freedom of 

circulation and the ability to make informed decisions based on timely and relevant health 

information. Modern forms of communication technologies have been the catalyst that allows 

learners to view and communicate information pertaining to any inquiry, with this being 

particularly the case associated with health education / knowledge. Moreover, modern 

technologies offer unique opportunities that can lead to the breaking down of traditional 

barriers of power (Fitzpatrick, 2001). Consequently, while some have called the impact of 

information technology a paradigm shift (Kahn, 1997; Chin, 2000) others refer to it as a 

revolution (Berhardt & Hubley, 2001; Fox & Rainie, 2006).  

The cyber-revolution has allowed the student to become an integral part in the 

decision-making / learning processes and is viewed as the catalyst to creating ‘empowered 

learners’, defined as those who have been given the means to become more educated and 

hence with more knowledge intensive. Pedagogy in the critical sense illuminates the 

relationship among knowledge, authority, and power (von Glasersfeld, 1987). Houser and 
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Frymier (2009) posit that to be ‘empowered learners’ students need to be motivated to 

perform tasks, find the tasks meaningful, feel competent to perform them, and experience that 

their efforts have an impact on their immediate lives. Maged et al (2007) maintains that Web 

2.0 increases user contribution and leads to the growth of ‘collective intelligence’, whereupon 

such engagement with content promotes a sense of community, empowerment and ownership 

for students. Wikipedia (http://wikipedia.org) is the most recognized example of ‘collective 

intelligence’. Modern forms of technology (Web 1.0, Web 2.0) through their unique 

characteristics strengthen learner empowerment, and as Jenkins (2006) suggests, 

“Web 2.0 enables advanced information and knowledge retrieval, anonymity and 

convenience in accessing information, creation of social contacts and support; independent of 

time and space, and challenging the expert–lay actor relationship” (p. 1). 

In many respects, Web 1.0 and Web 2.0 technologies are viewed by some 

revolutionary libertarians as a modern equivalent to the Guillotine, by which ‘Liberty, Equity 

and Fraternity’ for the multitude can ultimately be achieved; providing a forum in cyber-

space which is free from control. The Internet and the WWW may thus be seen to both 

increase feelings of value and sense of mastery among individuals and groups (Borzekowski, 

2001), and provide avenues to challenge hegemonic power relationships that shut down 

critical thinking and the possibility of change (Laverack, 2004).  

Australian schools, social media (Web 2.0) and school health education 
 

From a thorough review of the literature (using such databases as ProQuest, PubMed and 

Google Scholar) it has been concluded that Australian school health educators are interacting 

with and using a number of common Web 2.0 technologies to deliver educational content. 

Table 1 presents a selection of the more commonly used Web 2.0 technologies that are being 

adopted throughout Australian educational settings (Education.au Limited, 2009). A further 

finding reveals that there is no single, co-ordinated approach to establishing a ‘Web 2.0 

School Health Education Platform’ for Australian schools, which incorporates Web 2.0 

applications. Although ‘pockets’ of experimentation combining Web 2.0 technologies with 

knowledge management are emerging both nationally and internationally, there needs to be a 

more synchronized approach amongst teacher practitioners, students and academics when 

addressing school health education (Seeman, 2008). However, as already indicated, further 
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empirical research is needed to build a pedagogic evidence base about the different aspects of these 

applications in the context of disseminating health education.  

Table 1. Examples and definitions for each social media application as applied to Australian schools in the early 21st century. 
 
 

 

^Facebook  
 

 

 
MySpace 

 

 

 
YouTube 

 

 

Twitter 
 

 

Blogs 
 

 
 

Wikis 
 

 

 
Virtual 

 

 

Message 
 

 

 
Chat 

 

 

 
iPhone 

 

 

 
Podcast 

 

 

Delicious 
 

 

Mashups 
 

Slideshare 
 

 
 

 
Flickr 

 

 

iPad 

 

 
Skype 

 

 

 
Twine 

 

 

 
Webinars 
 

 
 

GoogleDocs 
 

 
 

Diigo 
 

 

Google  
 

 

 
Gaming 

 

 

RSS 
 

 

 

Maged et.al, (2007) maintains that Web 2.0 technologies, as those presented in table 

1, are seen as enablers to health education. When such social media applications are utilized 

throughout the health education delivery paradigm, they have the potential to collectively 

heighten such pedagogical forums as; 1) augment a sense of belonging to a supportive 

kindred student body, social group or community, 2) reduce social isolation, 3) simplify and 

decrease costs of service delivery, 4) empower stakeholders with information exchange and 

supports a constructivist approach to learning and teaching (Maged et al, 2006).  Supporting 

such a claim is the notion that Web 2.0 architecture supplies three main health promoting 

priorities, these being: (1) access to resources for development and maintenance of the 

specific competences needed for management and education of disease, (2) endorsement of 

learning about disease management and education through online peer-to-peer 

communication, and (3) systematic accreditation of learning materials and processes (Timpka 

et al, 2008). 
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Web 2.0 – enabling properties for school health education 

Web 2.0 technologies offer unique qualities which promote learner engagement in 

ways previously unimaginable. Web 2.0 technologies enable users to access information and 

services of interest, control how the information is presented, and respond to information and 

messages in the mediated environment (e.g., answer questions, send a message, take action in 

a game, and receive feedback or a response to previous actions) (Rick et al, 2007). Usher 

(2011) indentifies four important enabling qualities that Web 2.0 technologies can potentially 

promote and heighten throughout health education; these are 1) Multimodality,                     

2) Networkability, 3) Temporal Flexibility and 4) Message Tailoring Capabilities (see table 

2). The ‘overlapping’ of these enabling qualities, brings about a number of Health Outcome 

commonalities, these being 1) an increase in self-efficacy, 2) the ability to communicate and 

control information either synchronously or asynchronously, 3) the ability to manipulate text, 

and 4) the ability to narrow / segment information for a particular audience, target group or 

individual (Usher, 2011). Web 2.0 technologies create and support a sense of ‘connectedness’ 

throughout cyber-environments, a sense of ‘control’ of outcomes, timely health information 

collection, manipulation and implementation capabilities (Usher, 2011). These enabling 

qualities assist students to interpret health information and apply it to their own personal 

situation, and hence have the potential to promote healthy behaviours and improve overall 

health status (Murray et al, 2004). 
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Table 2: Enabling qualities of Web 2.0 technologies and health outcomes 
 

    Enabling Qualities  Descriptor  Web 2.0 Technologies  Health Outcomes 
 

Multimodality 
 

The integration of ‘sensory stimuli’ such as:
 Text. 
 Graphics – visual. 
 Video – visual / auditory. 
 Sound – hearing.      
 Language – verbal. 

Learning environment heightened through the 
inclusions of: 

 Synchronous & Asynchronous 
communication media (visual / auditory 
media, chat rooms, Internet, emails, 
social forums / media, tagging, 
bookmarking). 

 Social forums ‐ Facebook, MySpace, 
Twitter. 

 Virtual Worlds – Second Life. 
 iPhones, iPads, iPods and Podcasts. 
 Gaming platforms, Skype. 
 Social videos – YouTube, Webianrs. 
 Web Programming Software. 

Application heightens:
 Self‐efficacy. 
 Realism. 
 Tailoring. 
 Sensory stimulation. 
 Social learning. 
 Role plays. 
 Real‐life scenarios. 
 Real time conversations. 

 

 

Networkability 
 

Connections with other users and service providers:
 Like cyber‐environments. 
 Throughout remote and populated 

environments. 
 Hyper links to other ‘like‐minded’ providers 

/ services and social forums/media. 

Learning environment heightened through the 
inclusions of: 

 Synchronous & asynchronous 
communication media (chat rooms, 
emails, social forums – Facebook, 
MySpace and Twitter). 

 Links to publications, other social 
forums and online libraries.  

 RSS, Twine and Skype. 

Application heightens:
 Self‐efficacy. 
 Social support. 
 Access to remote populations. 
 Links to similar sources and networks. 

 

Temporal Flexibility 
 

The control and manipulation of text. Asynchronous in 
nature. 

 Operates at a time determined by user – 
‘postponed’. 

 Sequence, pace, content, manipulation of 
text is determined by user. 

Learning environment heightened through the 
inclusions of: 

 Asynchronous communication media 
(Internet, wikis, blogs, email, bulletin 
boards, storage).  

 iPhones, iPads, iPods and Podcasts. 
 Slideshare, Twine, Flickr. 

 

Application heightens:
 Self‐efficacy. 
 Manipulation of text. 
 Sense of control over text. 
 Sense of choice of when to interact 

with text. 
 Ability to ‘postpone’ until ready to 

learn. 

 

Message‐Tailoring 
Capabilities 

 

The ability to narrow messages so as to be more 
precise to an audience, crafted to suit preference and 
characteristics. 

 Audience segmentation. 
 Psycho/social behavioural profile target 

group. 

Learning environment heightened through the 
inclusions of: 

 Search engines which predetermine 
users’ keywords, urgency and origins. 

 Asynchronous communication media 
(Internet, podcasts, wikis, blogs, emails, 
bulletin boards, storage).  

 Social forums / videos ‐ Facebook, 
MySpace, Twitter and YouTube. 

Application heightens:
 Self‐efficacy. 
 Manipulation of text. 
 Clustering of target group according to 

set variables. 
 Act as information gatekeepers. 
 Segmentation/narrowing. 

 
Usher, W. (2011) Types Of Social Media (Web 2.0) Usage By Australian Allied Health Professionals’ For Early 21st Century Practice Promotion and E‐health Care Delivery.  Social Work in Health Care, 50:305–329. 
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Each enabling quality offers many unique and powerful sharing and collaboration 

features, offering users the added advantage of reducing the technical skill required to use 

these features by allowing users to focus on the information and collaborative tasks 

themselves with few delivery obstacles (Yee et al, 2008). Such qualities are also known as 

‘transparent technology’ in as much as the user is able to concentrate more on the learning 

task by ‘seeing through’ the technological environment in which they are immersed (Wheeler 

et al, 2005). From a school health educator’s stand point, such inclusions promote an 

increased level of active engagement from the student; essentially created by avenues which 

personally tailor health information and provide opportunities that promote general 

communication and feedback at a time suitable to the learner (Usher, 2009). If effectively 

deployed, such Web 2.0 technologies as wikis, blogs, twitter and podcasts could offer a way 

to enhance students’ learning experiences, and deepen levels of engagement and collaboration 

within digital learning environments (Boulos et al, 2006).  

Maged et al, (2007) identifies that Web 2.0 technologies are presented as enablers for 

both health educators and for the learner. Web 2.0 technologies represent a quite 

revolutionary way of managing and repurposing / remixing online information and 

knowledge repositories, including clinical and research information, in comparison with the 

traditional Web 1.0 model (Boulos et al, 2006). The three major, distinctive features of these 

applications which make them an attractive educational approach to health education are:     

1) their self-expanding processing and communicating capacity in terms of volume, 

complexity, and speed, 2) their recombining ability on the basis of digitization and recurrent 

communication and 3) their distributing flexibility through interactive, digitized networking 

(Mitra et al, 2005). 

Case Studies of Web 2.0 - Australian schools and an International context 

By acknowledging some of the below case studies and their unique aspects, 

Australian school health educators may be in a better position to inform their pedagogical 

practices concerning health education.  

 

Case Study # 1 - (Source: Education.au Limited, 2009). 
 

An Independent School and open access to popular Web 2.0 sites 
 

An independent girls R-12 school in Adelaide has an innovative and pro-active 

approach to teaching and learning in a Web 2.0 world. The school Principal’s philosophy on 
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student Internet access is: ‘It’s not about prohibition, it’s about education. We allow but 

monitor.’ 

The school does allow access to a full range of popular Web 2.0 sites such as 

Facebook, Wikipedia, MySpace, YouTube, delicious and various blog sites. The school sees 

that it has a clear role and responsibility to teach students to be competent, discerning and 

safe online digital citizens. ‘The school is not a bubble; it is part of society’.  

Key aspects of this school’s approach are: 

 Embedding use of Web 2.0 online tools into the curriculum: Students make podcasts 

to record their investigations. Students use blogs for documenting and reflecting on 

their assignments. Year 8 students use deli.co.us to manage and share references when 

researching assignments. Teachers also setup delicious links as research suggestions 

for students. Students in year 10 use blogs and bookmarking to help organise their 

Personal Learning Plans (see table 1 for examples). 

 Teacher education, support and mentoring: The school uses Wikis to share knowledge 

and information between teachers on the Internet, Web 2.0 and how to embed online 

access into teaching and learning. Teachers who are less confident in the use of the 

Internet are mentored by more experienced teachers. 

 Educating students from an early age in cyber-safety and new media literacy: The 

curriculum for year 2 students includes topics on Internet Security and Computer 

Security. In Year 8, curriculum topics include Identity Theft, Internet Safety and 

Cyber Bullying. 

 Allow but monitor; trust and responsibility: The school philosophy is to trust, 

empower and educate students and to teach them responsibility. Internet access is 

monitored and teacher scan switch off screens in classrooms if need be.  

Case Study # 2 

Victorian Education Department provides safe versions of Web 2.0 interactive tools 
 

The Victorian Education Department’s initiative will provide a comprehensive set of 

Web 2.0 interactive tools in-house for access by teachers and students. Within this network, 

Victorian students will also able to interact with each other using Web 2.0 interactive tools - 

such as blogs, wikis and podcasts which are currently banned by most educational institutions 

due to a high risk of inappropriate use. 
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Case Study # 3 
 

TakingITGlobal – http://www.tigweb.org/tiged/bp/  
 

“Making the Connection: Best Practices in Global Education and Collaborative 

Technologies” features 15 case studies of educators who are integrating technology into 

project-based approaches. The case studies demonstrate how students’ social uses of 

technology can be leveraged for constructive learning, and how teachers are using 

collaborative global education practices to connect youth to social issues, causes and possible 

solutions.  

Case Study # 4 
 

Mental Health Social Network - http://social.realmentalhealth.com/ 
 
Web 2.0 technologies have the potential to both liberate learners and tie them 

together, creating dynamic learning communities. An example of this interaction process is 

demonstrated throughout the Web 2.0 platform – Mental Health Social Network - which 

combines or bundles several Web 2.0 tools together (e.g. instant messaging, social 

bookmarking, blogs and podcasts). This approach can be adopted an applied to school health 

education and provides unique enabling qualities which allow students to adopt and apply 

knowledge to their everyday tasks, creating learning tasks which are rich in information yet 

easily adaptable to the students’ immediate needs.  

Case Study # 5 

Schoology - https://www.schoology.com/home.php 

Schoology provides an enterprise level learning management system and configurable 

social network which effectively combines social networking tools with learning 

management. Instructors and students can easily create, share, and manage academic material 

through a social networking interface. By incorporating learning management tools into a 

social environment, Schoology provides a means for teachers, students, parents, and 

administrators to seamlessly communicate and collaborate on academic issues. 

Pitfalls of Web 2.0 in education  

Web 2.0 technologies do seem to have some distinct drawbacks in their 

implementation throughout educational settings, which need to be addressed if they are to be 

seen as attractive alternatives to other methods of traditional school health education delivery. 

Jones (2007) maintains that it is vitally important that the excitement surrounding the 
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possibilities and potential offered by such technology doesn’t distract educators from the 

need to ensure that their introduction is based on a sound pedagogical foundation. Ensuring 

that technology, when used, is used on the basis of its legitimate place in a constructively 

aligned, coherent learning sequence, and not simply on the basis of its availability, is one way 

of guaranteeing that the technology is serving, rather than driving, the creation of effective 

and meaningful learning environments. Biggs (2003) and Oliver (1999) suggest that 

technology should be designed into a learning sequence as an integrated component, a 

specific task which is clearly related to both a set of resources and a system of supports, 

helping to ensure a learning environment that maximises knowledge construction. 

Furthermore, there does seem to be a perception that users and instructors (students 

and teachers) of the new media need to posses special expertise in computer use and Web 1.0 

/ Web 2.0 technology. Interestingly, statistics indicated by the Australian Bureau of Statistics 

(2005) suggest that not all Australian households are accessing the WWW, the Internet or 

computers. This lack of engagement with technology may be due to a number of social 

determinants, these being: (1) socio-economic status, (2) education levels, (3) health literacy 

levels, (4) ethnicity and (5) attitude. The World Health Organisation (2010) identifies that  

 

“The social determinants of health are the conditions in which people are born, grow, 

live, work and age, including the health system. These circumstances are shaped by the 

distribution of money, power and resources at global, national and local levels” p (35). 

Such social determinants to health may be adding to what many educators term the 

‘digital divide’. More so, in America, this digital divide is creating a society where access to 

health information and education is becoming more and more difficult for those students for 

whom one of more of the five social determinants outlined above apply. Unless modern 

forms of communication technology address these determinants of health inequalities, it 

would seem that pedagogical practices in the early 21st century will be affordable and 

accessible only to those students who are young, white, educated, and termed as part of the 

middle to upper class population of the western world (Prensky, 2006).  

Such inequalities are being addressed by the development of Web 2.0 technologies 

that are easy to use, affordable and suitable for all individuals, regardless of their age, gender, 

socio-economic status, disabilities, health literacy levels, language and ethnicity. Inclusions 

already operating in educational settings are utilising podcasts, second life, wikis, blogs and 

web programming tools which tailor responses depending on the user’s literacy and 

educational levels, disability, culture and age. Future educational settings and pedagogical 
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practices that promote self-efficacy and critical inquiry from students will ultimately lead to 

health promoting behaviours, more knowledgeable / empowered students and sustainable 

school health education. Modern communication technologies are changing the dynamics of 

learner engagement by creating opportunities that promote life-long learning for otherwise 

traditionally ‘disengaged’ learners.  

The ramifications of such technology networks, and the ensuing increased use, are 

changing the traditional dynamics associated with the dissemination of school health 

knowledge. The statistical evidence presented in this paper suggest that, as a medium for 

information dissemination, modern communication methods (Web 2.0) are changing 

traditional forms of learner engagement throughout all demographics; resulting in a more 

learner-empowered and knowledge-intensive classroom / society. More importantly, modern 

forms of communication and associated technologies offer opportunities for students and 

educators to explore new methods of learning and teaching. The growing use of personal 

computers growth of personal computers and Web 2.0 applications has changed the face of 

the entire healthcare system (Kenneth, 2005) and has subsequently created the potential for 

independent action and health information discovery by all demographics in society (Donald, 

2008). 

The future of school health education: early 21st century edutainment 

The growth in communication technology use across the world has seen its 

application permeate many aspects of our day-to-day lives. Castells (1996) suggested, “A 

technological revolution, centred on information technologies, is reshaping, at accelerated 

pace, the material basis of society” (p.1). It is clear that few aspects of our personal, 

educational, community or commercial lives have been left untouched by new 

communication networks. Consequently, the early 21st century has ushered in a new era in 

which education, information, entertainment, and technology are seen as merging into a 

single medium through the use of the wide-screen television, the computer screen, and the 

handheld media screen for educational and research purposes (Prensky, 2006).   

Such a concept is defined as ‘Edutainment’ where in essence the combination of 

education and entertainment can be utilized in education to create a more learner-centred 

environment; in other words, an environment of “learning through playing”. Such an 

approach to learning supports that the subject design took place within the context of a 

pedagogical philosophy that identified collaborative and cooperative processes as desirable 
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features of effective teaching and learning (Rodriguez Illera, 2001; Fish, 2006; Lee, 2007). 

Edutainment involves incorporating an educational message into popular entertainment 

content in order to raise awareness, increase knowledge, create favourable attitudes and 

ultimately motivate people to take socially responsible action in their own lives (Kasier 

Family Foundation, 2004). 

The use of media and technology for educational and entertainment purposes has 

received much attention in both academic and popular literature since the late 1970s (Kasier 

Family Foundation, 2004). However, with the onset of new communication technologies  

(Web 2.0), Edutainment has been reintroduced and revitalised with remarkable educational 

potential and has become increasingly popular in the early 21st century (Bergen, 2000; 

Farkas, 2006, 2007; Gee, 2005; Halter, 2006; Prensky, 2006). Simplistically, the purpose of 

Edutainment is education, with an integrated form of entertainment, facilitating and making 

the educational process more attractive for learners; it helps to hide the educational message 

(Prensky, 2006). Web 2.0 technology, such as wikis, weblogs, video-sharing sites, social 

bookmarking sites, photo sites, social networking sites, iPods, smart phones and video 

cameras are collectively responsible for creating an environment which caters to today’s 

student educational needs and interests in the early 21st century.  

From a school health educational standpoint, Edutainment offers new ways of 

engaging students, creating effective and appealing learning experiences and disseminating 

health literature which was previously only offered through printed material, DVDs or 

teacher-led discussions and similar traditional forms of pedagogical practices. Edutainment 

offers health educators opportunities to design learning experiences which combine elements 

of education and entertainment; meeting students’ needs and interests. Moreover, school and 

curriculum priorities, concerning Essential Learnings and National Curriculum Priorities 

could be addressed and consolidated through the application of such a concept. Twenty first 

century Edutainment links to the development of such curriculum priorities as                       

(1) Information and Media Skills, Information Literacy, Technology and ICT Literacy Skills, 

(2) Technology Communications Tools, Technology Problem-Solving, Technology Research 

Tools and Decision-Making Tools, and (3) Communication, Innovation and Creativity, 

Research Collaboration and Critical Thinking. 

Pedagogical practices which support and result in a higher level of critical thinking and 

self directed learning, as compared to traditional forms of health information dissemination, 

could be developed and re-enforced through the development and application of such 

collaborative learning environments and practical health knowledge constructs as:  
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 An online game to demonstrate knowledge and skills related to the health / physical 

activity / personal development curriculum content.   

 A Second Life (http://healtheducationsl.pbworks.com/) community health service 

with examples and commentary that facilitate an understanding of its health 

provisions to the community. 

 A web site which models different historical periods, cultures and countries associated 

with a health issue. Web 2.0 technologies and resources will be selected on the basis 

of their efficiency and effectiveness for a selected target group.   

 A selection of Web 2.0 technologies to address a curriculum-specific health topic.  

Simulations encourage critical thinking processes about a complex global health 

issue. Web 2.0 applications are to develop a systematic plan of investigation, and 

present sustainable solutions.  

 A social forum (using social media / networks) that promotes individual / group 

sharing of health messages, personal histories and case studies. The advantages of 

such an approach to social connectedness and health intervention will be explored.  

 A marketing campaign / strategy based on the concept of ‘Edutainment’ which will 

educate the public about a particular health concern. A variety of Web 1.0 and Web 

2.0 technologies will be used as possible media for education and entertainment. All 

enabling qualities will be explored and addressed.  

 

Concluding thoughts 

Not since the invention and introduction of Web 1.0 technologies have we seen such 

an exciting array of emerging technologies as displayed with Web 2.0. However, as this study 

identifies, relatively few school health educational settings have implemented any               

co-ordinated attempt to effectively implement Web 2.0 technologies. Similarly, empirical 

research and cross – cultural studies which are aimed at evaluation of Web 2.0 tools in school 

health education is still in its infancy, and the current pedagogic evidence base about these 

tools in the context of school health education is seriously lacking. Moreover, emerging 

technologies such as those introduced in this paper should be systematically evaluated to 

ascertain their benefits and limitations in a number of learning contexts, and to determine and 

document their proper use for school health education. A further recommendation from this 

study indicates the need for policy initiatives that can directly and significantly reduce the 

barriers teachers currently face in embedding Web 2.0 based innovations into their teaching 



16 
 

and learning. These are presented as evidence-based recommendations for action, linked to 

relevant policy drivers and expected outcomes. Where appropriate, these recommendations 

should be further supported by both qualitative and quantitative research collected from 

practising teachers. 

How modern forms of communication technologies (Web 2.0) are adopted by 

contemporary and future teachers is a point of contention which will require considerable 

research. In the context of school health education, there is a need to raise awareness of Web 

2.0 technologies, as discussed in this paper, and an urgent need to present practical examples 

that will inform health educational environments as to the design and successful 

implementation of Web 2.0 applications. There is a consensus amongst health educators that 

the new communication technologies discussed in this paper, offer new frontiers to future 

pedagogy, however present immediate challenges to current / traditional epistemology. These 

challenges, from an educator’s perspective, are associated with the teacher’s ability to create 

new models / practices of engagement in an attempt to cater to the learners’ heightened 

‘knowledge base’ and desire to interact with modern forms of communication technology 

(Web 2.0). Additionally, those teachers who do not consider themselves as ‘digital natives’ 

may view such technological advancements with a degree of scepticism and fear, which may 

result in further pockets of resentment and a measure of opposition to curriculum changes in 

the area of health education.  

Through which ever lens one views it, there will be no escaping the onset and demand 

for pedagogical approaches to shift, and health curriculums to evolve, so as to cater to the 

increased demand for health information, changes to collaborative learning environments and 

the increasing accessibility to Web 2.0 technology. The ability of these modern 

communication technologies to seamlessly blend with National Curriculum Priorities and 

further create opportunities, however small, for student engagement is being viewed with a 

heightened level of enthusiasm. School health education is at crossroads and may remain in 

such a state unless health educators view their subject with a degree of creativity and 

foresight. Web 2.0 technologies have created challenges for school health education teachers, 

but have also provided opportunities to make deeper connections and promote collective 

intelligence amongst students and throughout the learning environment. Moreover at present, 

it is hoped that this paper has flagged some of the more important concepts that contemporary 

and future school health educators and curriculum writers should consider when attempting to 

teach school health education in the early 21st century and, if nothing else, ignites a spark of 

curiosity which over time maybe fanned into a catalyst for educational change.  
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Glossary of terms 

Blog is a type of website or part of a website. Blogs are usually maintained by an individual 

with regular entries of commentary, descriptions of events, or other material such as graphics 

or video.  

Chat Room is primarily used by mass media to describe any form of synchronous 

conferencing, occasionally even asynchronous conferencing. A chat provides a venue for 

communities of users with a common interest to communicate in real time. 

Delicious is a social bookmarking web service for storing, sharing, and discovering web 

bookmarks. 

Diigo is a social bookmarking website which allows signed-up users to bookmark and tag 

web-pages. Additionally, it allows users to highlight any part of a webpage and attach sticky 

notes to specific highlights or to a whole page. 

Facebook is a social networking website and allows users to add people as friends and send 

them messages, and update their personal profiles to notify friends about themselves. 

Additionally, users can join networks organized by workplace, school, or college. 

Flickr is an image hosting and video hosting website, web services suite, and online 

community. In addition to being a popular website for users to share and embed personal 

photographs, the service is widely used by bloggers to host images that they embed in blogs 

and social media.  

Google Docs is a free, Web-based word processor, spreadsheet, presentation, form, and data 

storage service offered by Google. It allows users to create and edit documents online while 

collaborating in real-time with other users. 

Google is a multinational public cloud computing, Internet search, and advertising 

technologies corporation.  

Instant Messaging (IM) is a form of real-time direct text-based communication between two 

or more people using personal computers or other devices, along with shared software clients. 

The user's text is conveyed over a network, such as the Internet.  
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iPad is a line of tablet computers designed primarily as a platform for audio-visual media 

including books, periodicals, movies, music, games, and web content. Its size and weight 

falls between those of contemporary smart phones and laptop computers. 

iPhone is a line of Internet and multimedia-enabled smart phones. An iPhone functions as a 

camera phone, including text messaging and visual voicemail, a portable media player, and 

an Internet client, with e-mail, web browsing, and Wi-Fi connectivity. These applications 

have diverse functionalities, including games, reference, GPS navigation and social 

networking.  

MySpace is a social networking website. MySpace allows users to post Bulletins, Group 

Forums, Polls, TV / Video Clips, Personal News and Classifieds.  

Message Board is an online discussion site. It originated as the modern equivalent of a 

traditional bulletin board, and a technological evolution of the dialup bulletin board system. 

From a technological standpoint, forums or boards are web applications managing user-

generated content.  

Online Games are games played over some form of computer network. Many online games 

have associated online communities, making online games a form of social activity beyond 

single player games. 

Podcast is a series of digital media files that are released episodically and often downloaded 

through web syndication. The mode of delivery differentiates podcasting from other means of 

accessing media files over the Internet, such as direct download, or streamed webcasting. 

Skype is a software application that allows users to make voice calls over the Internet. Calls 

to other users within the Skype service are free, while calls to both traditional landline 

telephones and mobile phones can be made for a fee using a debit-based user account system.  

Slideshare is a website that allows users to upload, view, comment, and share slideshows 

created with presentation programs.  

RSS (Really Simple Syndication) is a family of web feed formats used to publish frequently 

updated works — such as blog entries, news headlines, audio, and video.  
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Twitter is a social networking and micro blogging service that enables its users to send and 

read other users' messages called tweets. Tweets are text-based posts of up to 140 characters 

displayed on the author's profile page. All users can send and receive tweets via the Twitter 

website, compatible external applications (such as, for smart phones), or by Short Message 

Service (SMS) available in certain countries.  

Twine is an online, social web service for information storage, authoring and discovery. 

Twine combines features of forums, wikis, online databases and newsgroups and employs 

intelligent software to automatically mine and store data relationships.  

Virtual World is a genre of online community that often takes the form of a computer-based 

simulated environment, through which users can interact with one another and use and create 

objects.  

Webinars are used to conduct live meetings, training, or presentations via the Internet. In a 

webinar conference, each participant sits at his or her own computer and is connected to other 

participants via the internet.  

Wiki is a website that allows the easy creation and editing of any number of interlinked web 

pages via a web browser. Wikis are typically powered by wiki software and are often used to 

create collaborative wiki websites, to power community websites, for personal note taking, in 

corporate intranets, and in knowledge management systems. 

YouTube is a video-sharing website on which users can upload, share, and view videos. 

YouTube has made it possible for anyone with an Internet connection to post a video that a 

worldwide audience could watch within a few minutes.  
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LEARNING TO MOVE-MOVING TO LEARN: METAPHORICAL EXPRESSIONS IN TEACHER 
EDUCATION 

How the methodological frameworks of A/r/tography and Phenomonology inform a somatic 
approach to metaphor construction in pre‐service teacher education. 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A Methodological Blueprint 

 
  “(A) living inquiry…the work of the heart, the hands, our sensemaking body, our manytoned 
  voices” …”a living inquiry welcomes movement and change, does not aim for mastery cherry 
  blossoms or ideas, is comfortable not only with the body resonant but with the resonances, 
  ruptures, emergences, and urgencies of bodies larger than our own: classrooms, societies, 
  ecosystems” (Neilsen in Springgay et al. 2008, p. xvi). 

 
 

  A living inquiry requires one to be in this world, to be present and to re (present) lived 

experiences through our sense‐making, making‐sense explorations that connect us to a world, 

our world, ourselves, and the other.  As we acquire information about others, the world, and 

ourselves through our senses we explore knowledge on an anatomical level thus facilitating an 

embodied awareness of the human experience.  We hear, see, taste, touch and smell our 

environment and act upon it according to our sensual, somatic reactions.  Our body in turn has a 

memory, a form of corporeal knowing that Martha Graham refers to in her autobiographical book 

Blood memory (1991), which is stored in the flesh as “body data” (Snowber 2002, p. 21) and 

made known through careful attunement to somatic sensibilities; a bone‐deep rumination and 

reflection.  We inhabit sentient bodies whereby our everyday movements, gestures, expressions, 

and responses are features of our inner life, affecting our outer essence.  The essence of our 

perception is a result of interplays between past experiences, including one’s culture, and the 

interpretation of the perceived (Wikipedia, 2010).  How we act upon the world is in large part 

dependent upon the aforementioned circumstances, which implicitly frame our existence.  In 

teaching, the pedagogical paradigms under which educators function are a result of ones’ 

cultural, societal, and institutional narratives.  Oft times these antecedent events and 

environments, which become ones ‘body data’ are left tacit, unchanged and unmoved.  Through a 

living inquiry, that honours the ‘work of the heart, the hands, our sense‐making body, our many‐

toned voices’, one can access the essence of perception and educational action.  Access can be 

further illumed through contemplation, reflection, and “by making implicit frames explicit so that 

the practitioner becomes aware of alternative ways of framing the reality of practice.  In doing so, 

the practitioner takes stock of the values and norms to which he or she has given priority and of 

those that have been left out altogether.  Hence, becoming aware of tacit frames creates 

awareness of more possibilities for action” (Schon in Kinsella 2007, p. 399, italics added).  In re 

(searching) our encounters we can come to an illuminated comprehension of our intentions, 

actions, responses, and conditions, which can afford opportunities for re (action), reflection and 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contemplation.  What is required for this to take place is “lived space (spatiality) as felt space.  

Lived space as a category for inquiring into the ways we experience spatial dimensions of our 

day‐to‐day existence (Van Manen 2002, n.p., italics added).  This space, can be known in and 

through conceptual movement language, seen as both Negative and Positive Space: openings and 

closings, windows of opportunities and doors with ‘eye of the needle’ crevasses that allow light to 

shine through.  How we access the space is through the soma, by intermingling the body with 

metaphorical movement language.  My vocation as a teacher educator is to facilitate an educere, a 

drawing out of this hidden curriculum, thereby enabling individuals to discover the muse within 

in order to ruminate upon how embodied knowledge shapes, forms, informs and might 

potentially transform vision; a bodily praxis.  It is a lived (past), living (present), and forthcoming 

(future) framework that I work within, a Phenomenological skeleton made flesh through the 

aesthetic, through A/r/tography.  The sentient body becomes the locus of inquiry, as a mode to 

“see (feel) and hear our doings as teachers harbored within the pedagogical presence of our 

beings... (an) embodiment, the lived reality of who teachers are … (Bergum in Lussier‐Ley 2010, 

p. 198).  The ‘pedagogical presence of our beings’ is searched and re (searched) through the 

corporeal, through the artistic, the aesthetic, in sense‐making, making‐sense of our realities, our 

experiences, our doings and our being; an intersection of professional and personal.  How we 

express our discernment of being is grounded upon the fundamental methodological mode of 

interpretation and present(ation) sourced.  Phenomenological inquiry is attended to as a 

minding, a heeding and a caring attunement into the soma and into the body‐mind to reveal “a 

heedful, mindful wondering about the project of life, of living, of what it means to live a life”; to be 

a teacher and one who is taught (Heidegger in van Manen 1990, p. 12, italics added).  

A/r/tography is sourced as a theory which: 

“…creates an imaginative turn by theorizing or explaining phenomenon through aesthetic 
experiences that integrate knowing, doing, and making: experiences that simultaneously 
value technique and content through acts of inquiry; experiences that value complexity 
and difference within a third space…Art is the visual reorganization of experience that 
renders complex the apparently simple or simplifies the apparently complex.  Research is 
the enhancement of meaning revealed through ongoing interpretations of complex 
relationships that are continually created, re created, and transformed.  Teaching is 
performative knowing in meaningful relationships with learners” (Irwin and de Cosson 
2004, p. 31).      

       

A multifaceted and generative research approach whereby the methods of Phenomenology and 

A/r/tography form and inform a somatic approach to metaphorical sense‐making, making sense 

of the tacit knowledge of embodied pedagogical positions.  A way to illuminate our personal 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mythologies that are present in the flesh, to light a lantern, which will aide in dispelling 

darkness; a dawning, a practical reflection into the concreteness and fullness of lived life, of our 

educational (dis)positions (van Manen 1990, p. 4).          

  Following a Phenomenological framework and more specifically, van Manen’s (1997) 

epistemological and ontological theme, my research is: “an attempt to find modes of discourse, 

voice, and expression that can reveal felt meaning that goes beyond the prevailing paradigm of 

logic, cognition, prediction, and control” (p. 67).  Working through an a/r/tographical lens, I am 

“concerned with inquiry‐the mode of searching, questing, and probing‐ (and) insist that these 

elements be informed through the arts (Springgay et al. 2008, p. 159).  Furthermore, the self‐

study is performed at a guttural level, whereby metaphor becomes movement reflected upon as a 

cross‐domain mapping of visceral to verbal, body to poetic, flesh to artistic aperture.  The intent 

being to illuminate tacit knowledge about teaching and learning by providing an opening to quest 

and question practice, form, and transform pedagogy.  Following a multidimensional, multi‐

relational, and multi‐leveled reflective process, I strive to create the circumstances under which 

there is a possibility for formational, transformational change.  For through the reflective process, 

students “can surface and criticize the tacit understandings that have grown up around the 

repetitive experiences of a specialized practice, and make sense of the situations of uncertainty 

and uniqueness which he/she may allow himself or herself to experience” (Schon in Kinsella 

2007, p. 399, italics added).   

    In what follows, I will outline how Phenomenology and A/r/tography inform a somatic 

approach to metaphor construction in pre‐service teacher education.  The first section will 

provide a brief outline of how Phenomenological research pertains to my work with teacher 

candidates and invites an investigation of the lived, living, and forthcoming future.  In the second 

part, I will refer to A/r/tographical inquiry as it lends itself to open up possibilities for visceral, 

visual, and aesthetic renderings of somatic explorations.  In the final section, I will consider, in 

particular, how these methodologies afford understanding of bodily forms of metaphor 

construction and exploration. 

 
    
Opening up the channel 
 
 
  There is a vitality, a life force, an energy, a quickening that is translated through you into 
  action, and because there is only one of you in all of time, this expression is unique. And if 
  you block it, it will never exist through any other medium and it will be lost. The world  will 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 not have it… You have to keep yourself open and aware to the urges that motivate you. 
  Keep   the channel open..." (Graham in de Mille 1991, p. 264). 
 
   
  How we directly and indirectly inhabit the world, our classrooms, and our relationships 

and how we act upon our world in (habit) is a product of our lived experiences.  Our outer 

expressions of these experiences originate from within the body, as “the very location of one’s 

awareness…an intertwined matrix of sensations and perceptions, a collective field of experience 

lived through from many different angles” (Abram 1996, pp. 37‐39).  As we become made aware 

of the way in which we (in) habit the world, through exploring the essence of perception, we can 

come to a reawakening of our basic experience and reveal what is ‘already there’ before 

reflection begins (Merleau‐Ponty 1996, p. vii).  

  “What is already there is movement, movement in and through which the perceptible 
  world and acting subject come to be constituted, which is to say movement in and through 
  which we make sense of both the world and ourselves” (Sheets‐Johnstone 1999, p. 138).   
 

When reflection begins, we may arrive at a profound understanding of self, of our ontological 

existence, and of how our being in the world is shaped by our past, our perceptions, and 

consequently, how our being in the world shapes others, our environment, and our relationships.  

Ruminating on the embodied nature of our experience, and more specifically, on how our 

‘patterns of movement’ inform our ‘patterns of mind’ (Wetzig 2008, p. xxi) we arrive at a visceral 

understanding of that which frames our educational engagements and philosophical stances.  

Unlocking these corporeal ‘Coordinations’ (Wetzig 2008, p. 7) through somatic explorations, we 

can come to recognize “the unknown, our unknown, (as it) constitutes itself into what is 

knowable as we give it shape (literally Shaping through movement explorations).  In doing so, we 

constitute ourselves and that which is becoming.  We are both birth mother and midwife to our 

own creative process” (Goldfarb in Sheets‐Johnston 1992, pp. 182‐183).   In this way, we re 

(search) how we experience the world and arrive at a more enlivened insight into our somatic 

sensibilities through retrospective contemplation of embodied explorations.            

            In my work with recertifying teachers in the Professional Qualification Program (PQP) at 

Simon Fraser University, I facilitate the embodiment of metaphor in a conceptual language of 

movement to provide openings, which inform recertifying teachers about their tacitly held beliefs 

regarding teaching and learning.  Since the teacher candidates in the Professional Qualification 

Program are internationally trained, they come with diverse cultural conceptions about teaching 

and learning and a critical aspect of the program is to help transition and acculturate the 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recertifying teachers into the B.C. education system.  Many individuals come with deeply 

entrenched ideals about educational practices, which are based on the transmission model and 

are teacher‐centered in nature.  One of the biggest challenges in working with recertifying 

teachers is to find ways for them to both honour and question their previously held educational 

practices.  In studying the practice of teaching, phenomenological knowledge is utilized as a 

“systematic attempt to uncover and describe the structures, the internal meaning structures, of 

lived experience” (van Manen 1990, p. 10).  To reveal and interpret how ones cultural norms, 

internalized values and embodied qualities directly impinge upon how one relates in the world, 

the classroom, to the world, and the students.  The systematic approach followed is that of the 

putting flesh to conceptual movement language that serves as metaphor for the teaching and 

learning process.  The recertifying teachers explore metaphorical movement language 

throughout the PQP program, and are exposed to conceptual movement language related to 

educational practices.  Students are provided with opportunities to embody educationally based 

metaphorical language and are invited to reflect upon the somatic knowledge gained as a result 

through various artistic, oral, and poetic forms.  Participants learn an additional language, that of 

the body, that makes explicit the implicit knowledge of the understudied soma.  There is freedom 

in this framework, that allows participants to quest and question the essence of embodied 

learning giving it a carnal logos, which assists in describing and reawakening the lived quality of 

the educational experience in a fuller, deeper manner (van Manen 1990, p. 10).  It is a somatic 

consciousness of the everyday practical concerns as teacher, a thoughtfulness, a heedful, mindful 

(bodyful), caring attunement to that of ones’ relationship with self and with those to “whom they 

stand in a pedagogical relationship” (van Manen 1990, p. 12).  It is a circumspect self‐study, 

which requires teacher candidates to delve deep into the inner landscapes that informs who they 

are, what they believe, how they relate, and what they value; an intersection of emotional, 

spiritual, physical, and intellectual.  Obtaining access to these hidden spaces facilitates a knowing 

from the inside out, a bodily awareness and receptivity to the soma.  For as Parker Palmer (1997) 

elucidates, “as we learn more about who we are, we can learn techniques that reveal rather than 

conceal the personhood from which good teaching comes” (p. 25).   In this lived inquiry, students 

are called to ‘research their lives’ to ‘ruminate on living’ and to ‘move beyond the alphabet’ in 

order to “construct an animating, evocative description (text) of human actions, behaviours, 

intentions and experiences as (they) meet them in the lifeworld” (van Manen 1990, p. 19) and in 

the world of teaching and learning.  We begin with reflection and what Bulllough, Jr. and Pinnegar 

(2001) refer to as “self‐study” in order to simultaneously “study self in relation to the other” (in 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Leggo 2008, p.5.)  The students are challenged to search and communicate their personal 

(cultural) stories in order to inform their professional development like “complementary angles” 

(Leggo 2008, p. 5).  The personal and the professional are not separated in this teaching and 

learning process because we ‘teach who we are’ and so, “we engage in self‐study work because 

we believe in its inherent value as a form of professional development” (Knowles in Leggo 2008, 

p. 5).   Our personal and professional growth becomes a life‐long process, a symbiotic 

relationship, and a journey of the soul.  At a somatic level, the self‐study is explored through a 

facilitated improvisation, where the “unforeseen” is discovered as the “body forms a more 

tangible relationship with the otherness of (the students’) own lives” (Snowber 2002, pp. 24‐25).  

More specifically, students share Weight (both Strong and Light) with others both literally and 

metaphorically as they press palms together and pull apart limbs, compressing and finding 

tension.  In this exploration, recertifying teachers form bodily bridges with one another and in 

doing so, experience somatic sensations that conjure up lived, cultural, embodied feelings around 

connectivity and relationality.  This metaphorical bridging experience invites the students into a 

‘body narrative’ (Snowber 2002, p. 23), recalling sentient feelings of trusting self, other, of giving, 

receiving, holding tension, and providing a shoulder to lean on.  They reflect upon the movement 

as metaphor for relationships to self and other in both personal and professional contexts.   

  In order to get at the resonances of the lived, living experience, I put forth meaning 

questions, that ask for meaning and significance of certain (educational) phenomena.  These 

meaning questions are not to be solved, but to be pondered, considered, and opened up to be 

lived in order to “be better or more deeply understood, so that, on the basis of this understanding 

(recertifying teachers) may be able to act more thoughtfully and more tactfully in certain 

situations” (van Manen 1990, p. 23).  To “acknowledge that much of this tact, this instant 

knowing what to do, ensues from one's body and from the things and the atmosphere of one's 

world” (van Manen 1995, np).  The open‐ended, generative questions seek to uncover existential 

truths by revealing personal paradigms formed around the metaphor of bridging as relational 

Weight sharing and bearing: How do you share weight in your personal life?  What ways will you 

share weight in the PQP and with whom?  What tensions might occur?  What can you do to 

connect and build bridges in your practice?  Deep, thought‐provoking and somewhat intimidating 

questions for foreign trained, ‘English as a Second Language’ students, where words, language, 

syntax, grammar, spelling, and structure can somewhat limit idiomatic expressions.  Written 

language sometimes gets tangled, meanings misinterpreted, and expression muffled as the literal 

voice “places certain constraints on the free obtaining of lived‐experience descriptions” (van 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Manen 1990, p. 64).   And so I seek to access the stories of the students’ lives viscerally so they 

can give voice to their personal mythologies in order to be re‐told and re‐searched (searched 

again) so that they can “teach who they are” and orate the sometimes concealed stories within.  

In order to come to a mindful, bodyful reaquaintance with self on a journey, as T.S. Eliot, 

elucidates where “the end of all of their exploring will be to arrive where they started and to 

know the place for the first time” (1944/72, p. 59, italics added).  I work to cultivate this knowing 

from the inside out and strive to facilitate a moving “beyond the alphabet” (Leggo 2002, n.p.) in 

order to enable students who “speak in tongues in other words other languages I do not know” 

(Leggo 2002, n.p.) to articulate, write, compose, and communicate artfully in a foreign tongue.   

This perceptual experience has its own logos; an open‐ended, expressive, and carnal logos that is 

gestural in nature allowing students to enact from within‐ to demonstrate rather than articulate.   

To foster expression when words are tangled, and subject‐verb agreements are reversed, I strive 

to facilitate voice through putting flesh on language and developing a way of bodily, artistic 

knowing.  As a Faculty Associate in PQP, I work with my students in the ‘hyphen‐space’ to find 

what is between the words, what is being left out, what resides in the liminal space for these 

students that will enable them to reflect and perhaps demonstrate as opposed to articulate “the 

spaces between the words where the unwritten is written, beyond words, almost hidden words” 

(Leggo 2002, n.p.).   As such, I challenge the students to “question the past’’ and to “hold the past 

in a certain light in order to interpret it” (Leggo 2008, p. 7).  They work on “finding their own 

voice, trying on voices”  (p. 7, italics added) not only writing the past but embodying it, 

performing it, enfleshing it, constructing it, creating it, cutting and pasting it.  The written aspect 

is secondary to the lived narrative for the alphabetic curriculum can shut them down, close them 

off from the inner, prevent them from giving voice to expression as words often get tangled.  Fear, 

judgment and rules get in the way of the feelings, the autobiographical becomes automized, 

mechanized and impersonal.  The students seem to echo what Carl Leggo (2008) so aptly writes:  

“I still question the value of my writing; I still fear that the voices in my writing are too homely, 

too unsophisticated, too earthly to be valuable”  (p. 12).  And so, I seek to find multisensory 

methods to facilitate the process of self‐study, where “the noun of self becomes a verb” 

(Nachmanovitch 1990, p. 52).  I invite the students into somatic and artistic modes of inquiry in 

order to provide opportunities for the students to “access the crevices of their souls and bring the 

fullness of their humanity to the process of being, living, knowing, and teaching” (Palmer 1998, p. 

2, italics added).  As Dilthey (1985) suggests: 
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 “lived experience is to the soul what breath is to the body: “Just as our body needs to 
    breathe, our soul requires the fulfillment and expansion of its existence in the  
    reverberations of emotional life” (in van Manen 1990, p. 36). 
 

As further illuminated by van Manen (1990) 

  “Lived experience is the breathing of meaning.  In the flow of life, consciousness breathes 
    meaning in a to and fro movement: a constant heaving between the inner and the outer, 
    made concrete…There is a determinate reality‐appreciation in the flow of living and  
    experiencing life’s breath.  Thus, a lived experience has a certain essence, a “quality” that 
    we recognize in retrospect” (van Manen 1990, p. 36).   
 
Movement language, metaphor, symbol, visual arts, music, and ‘performative inquiry’ (Fels 2008, 

p. 10) guide the candidates on their retrospective journey and provide the vehicle by which they 

navigate the subject of self; the subjective self, somatic self, and the self in relation to the other.  

Through the phenomenological, somatic study, I provide openings that quest the “condition of my 

students’ souls so that we can explore a way of being together” (Palmer 1998, p. 1, italics added).  I 

seek to discover a channel, a way of nurturing a community of self‐study that will provide 

opportunities for a reciprocal exchange between the personal and professional, inner and outer, 

educational and relational.  Once the channel has been opened through the soma, a deeper course 

can be navigated as the students become bodily aware of the urges that motivate them in life, in 

teaching, and in relationships. 

 
  “If embodied experience is so formative of our being and connection to the world, if (in 
  Husserl’s words) “the body is…the medium of all perception,” then body consciousness 
  surely warrants cultivating, not only to improve its perceptual acuity and savor the 
  satisfaction it offers but also to address philosophy’s core injunction to “know thyself”…” 
  (Shusterman 2008, p. 3, italics in original). 
 

 

                           

Landscaping the Lived Experience 

“If the art is created with the whole person, then the work will come out whole.   
 Education must teach, reach, and vibrate the whole person rather than merely transfer 
knowledge” (Nachmanovitch 1990, p. 177). 
 

  The lived experience, in order to be brought to a fullness of reflexive contemplation, need 

be provided a plot, a topography where the experiential landscape can be fertilized and flourish. A 

site where one can become an architect of experience, where a panoramic perspective can emerge 

as a wide, three‐dimensional re (present‐ation) of a primordial encounter.  The aesthetic 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landscape that can serve to form and inform phenomenological inquiry is that of A/r/tography.   

Whereby, “the arts, or a/r/tographical research (can) provide potential time‐space intervals for 

the “coming of the knowing” (Ellsworth in Springgay et al. 2008, p. xxii).  In my work with re 

certifying teachers a time is provided as an occasion for rumination upon embodied metaphorical 

movement explorations through poetic and visual modes.  This time serves as an opportunity for 

pre service educators to reflect, to revisit, and re (collect) somatic sense‐making, making‐sense of 

the corporeal.  The ‘coming of knowing’ is recognition of embodied essences that form personal 

and professional ways of being in the world and in the classroom.  A ‘philosophy in the flesh’ 

(Lakoff and Johnson 1999, p 551) accessed through the body and translated into the aesthetic.  In 

this way, “a/r/tography resides in (the) intercorporeal space, and attends to the forms and folds of 

living bodies” (Springgay et al. 2008, pp. xxi‐ xxii).  In my work with pre service educators, I strive 

to extend upon the aforementioned concept of space to facilitate an opening, a channel for “wide‐

awakeness” that provides opportunities for students to come home to their personal “landscapes” 

(Greene 1978, p. 2).  A location that allows students to know themselves, to “be in touch with their 

landscapes and to be conscious of their evolving experiences, to be aware of the ways in which they 

encounter the world” (p.2, italics added) and (in) habit the classroom.  Realized through 

a/r/tography, “it is an interstitial space, open and vulnerable where meanings and understandings 

are interrogated and ruptured” (Springgay et al. 2008, p. xx).  The spaces are accessed both 

literally and metaphorically through conceptual movement language explorations.   In complying 

with action research and a/r/tography, I am “concerned with creating the circumstances to 

produce knowledge and understanding through inquiry laden processes (Irwin et al. in Springgay 

2008, p. xxiv).  The ‘inquiry laden’ processes include both the visceral and the visual as students 

explore Space to evoke a Time, a past, that is embodied as educational understandings.  In our 

Space explorations, we explore our Self Space (the space we occupy as individuals) and maneuver 

around General Space (the space we share with others) in order to get a sense of our kinesphere, 

the space that we take up in the world and the space that we navigate in and through our world.  

The recertifying teachers are also invited to explore the spaces in‐between, negotiating the ways 

that they find space in order to “locate themselves in the dominant community” (Griffin in Leggo 

2008, p. 16, italics added) as they survey places to fit into in this foreign teaching terrain.  Holding 

on and letting go are paradoxes that we work with in the PQP, built around a theme entitled: 

Bridging ExperiencesFinding SpaceFitting In.  I wish for the students to acknowledge the past, and 

bring the gifts of their past teaching experiences into the present and at the same time, ask them to 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“learn to forget (some of) the past, to let (some of) the past go” (Leggo 2008, p. 7).  Certain 

practices must be discarded, reinvented, revised, and even dismissed on some level.  

 “The challenge we constantly face is the challenge to fit into the community but not  
    be swallowed up by the community, to live communally while also developing  
    our individual talents and personalities”  (Leggo 2008, p. 16).   

 

Thusly, Space, and more specifically, the concepts of Positive and Negative Space are utilized as a 

metaphorical embodiment that summons the students to acknowledge the voice of the visceral. 

In this way, students are called to be re (searchers) themselves, involved in a “process of 

exchange that is not separate from the body but emerged through an intertwining of mind and 

body, self and other, and through (their) interactions with the world” (Irwin and Springgay 2008, 

p. xxii).  They are beckoned to discover the knowledge the body holds that links to the ideas of 

form and finding space (utilizing gifts from their previous cultures) and fitting in (making the 

necessary adaptations and adjustments, perhaps leaving some things behind) to the current 

cultural educational context.  Through somatic sense‐making the teachers‐to‐be manipulate 

limbs to unfold an understanding of what Positive and Negative Space could look like, feel like and 

perhaps appear as an embodied form and an artistic rendering; to discover their tacit knowledge 

around the idea of finding space and fitting in, bridging the past with the present.  In a conceptual 

language of movement, making Negative Space shapes requires the students to literally be open, 

to have lots of room around, through, between, in, out and be aware of the “other” who needs to 

fit into the spaces that have been created.   If the spaces around the person are small, narrow and 

somewhat closed, then it is difficult to fit in and to belong in a sense to the situation and to relate, 

and be in relationship with the other.   In terms of prepositional language: one would find it 

challenging to make space for themselves inside the others’ shape because of the lack of Negative, 

‘empty’ space made as they are too busy filling it up with themselves (Positive Space).  As a result, 

one would have to position themselves over, around or below the other, suggesting a somewhat 

hierarchical relationship.  In this sense, there is a status attached, in which the other is not a part 

of, and does not fit into, and therefore the relationship is formed, not within the others’ 

framework (finding a space to fit) but around and outside the periphery (apart from‐

disconnected).  Reflexive discourse reveals that “these spaces comprise (their) conditions for 

living; conditions for engaging with the world through inquiry” (Irwin and Springgay 2008, p. 

xxvii).  Accordingly, the finding spacefitting in “metaphor allows conventional mental imagery 

from sensorimotor domains to be used for domains of subjective experience”  (Lakoff and 

Johnson 1999, p. 45) as students make sense of the somatic Space.  The literal and metaphorical 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felt space sensates lived space (spatiality) assisting the re certifying teachers in inquiring into 

the ways in which they experience spatial dimensions of their day‐to‐day existence (Van Manen 

2002, np).  It is a generative space where students are participants both literally and 

metaphorically in an “endless dance of co‐emergence…a place where a complex system can be 

spontaneous, adaptive and alive” (Waldrop in Fels and Belliveau 2008, p. 25).  The teachers‐to‐be 

dance with and among one another, adapting themselves to fit into one another’s’ spaces, 

improvising movements as a response to the corporeal call.  Throughout the movement 

exploration, students are challenged to change their bodies, by forming new shapes and gaining 

new perspectives, shaping and re shaping in dynamic interactions with others, and inviting an 

awareness of learning as embodied; an enactivism (Davis in Fels and Belliveau 2008, p. 27).  

Learning through this performative inquiry: 

  “brings students to an awareness of how they, as individuals and in groups, influence the 
  world (classrooms and students) they inhabit: this is the embodied learning from and 
  awareness of interaction that complexity theory and enactivism invite” (Fels and Belliveau 
  2008, p. 28). 
 
Moments of recognition occur as students reflect upon how they shape themselves to fit into the 

Canadian context, how their mentor teachers have shaped them, and how they sometimes feel as 

though no room has been made for them to ‘develop their individual talents and personalities’.  

Furthermore, they articulate how, as a community of practice, they shape one another and in 

doing so, develop their creative capacities.  Accordingly, the pre service educators recall how they 

in turn shape the students that they teach and how important it is to provide students with 

negative space where they can position themselves and shape themselves inside a dynamic, 

student‐centered educational framework.  Through the metaphorical bridging movement 

explorations, where re certifying teachers are required to make shapes and find space, they are 

invited to participate in somatic knowledge forms and reflective practices that can “address the 

tact of teaching that inheres in the embodied and existential qualities and virtues of being a 

teacher (van Manen 1994, np).  Moreover, they explore and examine "knowledge” forms that 

inhere in practical actions, in an embodied thoughtfulness, and in the personal space, mood and 

relational atmosphere in which teachers find themselves with their students” (van Manen 1994‐

95 n.p.).    

   And so the stories of the students’ lives become unlocked and articulated as they negotiate 

the space within themselves, moving in, around, beside, between, over, under, through, in front 

and behind a community of learners who are also navigating how to ‘live’ in B.C. schools. The 

somatic stories that spring forth serve as the locus for personal, professional, and cultural 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contemplation.  As one always teaches the self, it is crucial that each teacher engage in a 

rigorous self‐study process in order to develop greater self‐awareness and a deeper 

understanding of education. (in Lussier‐Ley 2010, p. 206).  As such, I strive to facilitate 

multifaceted modes through which the students can narrate their lives in order to open up the 

‘spaces’ of expression.  To provide a space where they can share life’s experiences in an open‐

ended logos that reveals embedded values, beliefs and convictions that shape both literally and 

metaphorically who they are and who they hope to be in the future.  Accordingly, in striving for 

what van Manen (1994) refers to as “pedagogical thoughtfulness and tact, so students both 

discover and give shape to their personal life stories” (p. 24, italics added).  In being in the body, 

embodiment evokes memories of lived (past) educational experiences, allows for living (present) 

carnal reflection, and beckons forthcoming future cogitation.   

  “For each of us, as for every community, village, tribe, nation, the story we tell ourselves is 
  crucial to who we are, what we are becoming” (Griffin in Leggo 2008, p. 16).   
 
What the students are becoming, through movement explorations, is more bodyfully and 

mindfully aware of the ways in which they have arrived at a point of acculturation and how they 

have sought to maintain their ‘talents and personalities’ in the space, the expanse of the 

educational, and the place of the personal.    

  In order to bring forth the somatic sense‐making to make‐sense of the metaphorical 

movement exploration, teachers‐to‐be are invited to reflect upon meaning questions that call 

forth tacit knowledge around practices that they have made space for in BC classrooms and those 

that have not fit into the current educational context.  In Being with Artography (2008), 

Springgay et al. refers to this as an:  

  “…active stance to knowledge creation through questioning (which) informs their 
  practices, making their inquiries timely, emergent, generative and responsive to all those 
  involved” (p. xxiii).   
    

Following an oral discussion period, students participate in free write experiences whereby they 

can further articulate the bodily discourse by bringing to light the living/lived, anatomical 

answers to the following: Looking backward‐what have you chosen to ‘leave behind’ (that does 

not fit into this context) from your previous educational cultural experience?  Looking inward‐

what have you taken with you/bridged (strategies, methods, beliefs) from your previous 

educational cultural experience?  Looking forward‐what new learning’s (insights, strategies, 

methodologies, beliefs) will you take with you as you ‘cross’ over into your long practicum?   

Students’ body biographies are further illuminated through the process of art making, whereby 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the somatic knowing, becomes doing, towards being.  As “Aristotle articulated I facilitate 

“three kinds of ‘thought’: knowing (theoria), doing (praxis), and making (poesis), the latter 

including poetry as well as other productive arts” (Sullivan in Irwin and Cosson 2004, p. 27).  

Knowing about self as teacher, reflecting upon the praxis of the profession, and making sense of 

the experiences through sense‐making somatic, poetic, and aesthetic arts.  In particular, teachers‐

to‐be create water colour bridge paintings to (re) present the essence of how they have shaped 

themselves into Negative Spaces in order to fit into the Canadian system; revealing what was left 

behind, what was positioned inside their current practice, and what methods lay in front of them 

to lead them forward into the future.  Art becomes a “visual reorganization of experience that 

renders complex the apparently simple or simplifies the apparently complex”  (Irwin and de 

Cosson 2004, p. 31).  Following this aesthetic rendering, students orate a personal teaching 

mythology in order to delve more deeply into the tacit knowledge that was revealed through the 

body.  In this way,      

  “Art (movement) and writing unite the visual and textual by complementing, refuting, or 
  enhancing one another.  Image and text do not duplicate one another but rather teach 
  something different yet similar, allowing (students) to inquire more deeply into (their)
  practices” (Irwin and Cosson 2004, p. 31). 
 

Through these multidimensional ‘landscapes’ pre service educators are led through metaphorical 

movement explorations to embodied sense‐making of cultural‐transitional teaching practices.  

They are brought to bear the cross‐domain mappings between the conceptual movement 

language of Space and positioning themselves in the BC educational terrain. The physical, poetic 

and artistic renderings, (frame) the conceptual practices of a/r/tography, (helping students to) 

move into the boundaries between theory, practice, and creative activity and allow each to 

impact one another.  Through oral, inscribed, and visual reflections students arrive at “a rigorous 

attending to the renderings, which result(s) in deep interactions within the relational conditions 

of relational inquiry, relational aesthetics and relational learning” (Springgay et al. 2008, p. xxxi, 

italics added).  The deep relational learning that results “provide (s) access to, and new insights 

about, a particular phenomenon (Springgay et al. 2008, p. xxxi), the phenomenon of Space in, 

around, through, over, under, beside, and between personal, cultural, and professional practice.    

 Accordingly, as an a/r/tographical researcher, I also find ways to orate my own story as I 

roam through various landscapes, forming, re‐forming and transforming who I am and co‐

evolving as a result of my interactions with my students and my somatic self.  In this way, 

“teaching (becomes) performative knowing in meaningful relationships with (PQP) learners” 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(Irwin and de Cosson 2004, p. 31).  Within this space exploration I situate myself as: artist, 

facilitating a corporeal choreography; as teacher, guiding students through an embodied 

educational experience; and as researcher, working in the rhizome.  

  “Rhizomatic relationality affects how we understand theory and practice, product and 
  process.  Theory is no longer as abstract concept but rather an embodied living inquiry, an 
  interstitial relational space for creating, teaching, learning, and researching in a 
  constant state of becoming (Britzman in Springgay et al. 2008, p. 206).   
     

I sit in this space, both literally and metaphorically, which is what Irwin and Springgay (2008) 

refer to as “an interstitial space, open and vulnerable where meanings and understandings are 

interrogated and ruptured” (Irwin and Springgay 2008, p.xx).  I work with educational theories 

around student‐teacher relationships on a practical level, adding flesh to the philosophy.  In 

working this way, “theory as practice becomes an embodied, living space of inquiry” 

(Meskimmon in Irwin and Springgay 2008, p. xx).  As I actively observe the corporeal 

conversations, I attend my gaze toward a metaphorical understanding and rendering as a 

possibility for engagement within a community of learners (Irwin and Springgay 2008, p. xxviii) 

of which I am one.  As an a/r/tographical inquirer, I reflect upon my intimate observations of my 

students through poetic renderings.  In doing so, I attempt to make sense of the sense‐making 

encounters by “representing my understandings, and questioning my position as I integrate 

knowing, doing, and making through aesthetic poetic experiences that convey meaning rather 

than facts (Silverman in Irwin et al. 2004, p. 31, italics added).     

 

Conserve the Outside                   

Kinesphere 
A bubble, your bubble, travelling around with you, through space, 
A fragile liquid that surrounds you 
Enveloping you in an iridescent sphere 
Your personal space, 
A self‐space 
The space around you in which you can grow, 
Rise, 
 
Sink, 
 
Twist, 
 
Turn, 
 
Balance, 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And explore. 
 

Until you POP! 
Your bubble bursts. 
The bubble bursts and the space around you shrinks when in contact with the Other. 
 
Trying to move safely, 
 
Freely, 
 
Without damage to self, to the bubble‐conserve the outside. 
 
Moving in general space: 
Through, 
 In, 
Out, 
Around, 
Between, 
And beside the  
Other. 
 
Finding the space be‐tween 
Negotiating the empty spaces and filling them in with our presence. 
Moving and doing and being‐perpetual movement and action, embodied patterns, 
Our body signature. 
 
“What we do is what we know, and ours is but one of many possible worlds.  It is not a mirroring 
of the world, but the laying down of a world…”1   
 
Mirroring the actions of culture, of environment, of nature and nurture. 
My ancestry, my past, my heredity and genetics 
 
Shapes self,               self space, 
 
I like a shadow cast upon my being 
I follow a path and by doing so come into contact with the other 

 
In general space,  

 
A complex arrangement 
 
Conserve the outside 
 
“…a dynamic system having a generative impact on multiple related locations and relationships.”2   
‘a butterfly effect’,  
                                                        
1 F Valera, as cited in Exploring Curriculum: Performative Inquiry, Role Drama, and Learning (Vancouver, BC: Pacific 
Educational Press, 2008). 
2 F Valera, as cited in Exploring Curriculum: Performative Inquiry, Role Drama, and Learning (Vancouver, BC: Pacific 
Educational Press, 2008). 



  17 
 
a gentle flap or burst of my bubble 
 
“causes a tiny disturbance that in turn results in increasingly magnified disruptions of our 
currents until…a typhoon hits‐  
“in this endless dance of co emergence.”3 
 
A liminal space, 
 
A dialogical dance between self and other, 
 

I and Thou 
 
“ a genuine relationship in which partners are mutually unique and 
whole….interhuman…emerging from the place, the inbetween.”4   
 
Just as I shape you,  
you  
shape me,  
In self‐space you shift and are changed by my general space. 
An enactive theory of embodied engagement,  
A cognitive interplay formed by my presence, informing my presence. 
 
“Just as I am shaped by my location, so is my location shaped by my presence.”5  
 
These “subtle shifts of understanding 
 
A responsive adaptation…calling us to an awareness of learning as embodied, interactive, and 
dynamic…”6  
 
 “Calling us into a unique wholeness.”7  
 
I become through Thou through space and time and relationships. 
Self becomes self in relation to Other,  
 
Shaped by the general space of the Other…the liminal space, the space between the in‐between. 
 
In my place, in this space is‐“the place where this treasure can be found…the place on which one 
stands.” 8  

                                                        
3 M. Mitchell Waldrop, as cited in Exploring Curriculum: Performative Inquiry, Role Drama, and Learning 
(Vancouver, BC: Pacific Educational Press, 2008). 
4 Martin Buber, as cited in Practicing Living Dialogue ( New Jersey: Paulist Press, 2003). 
5 Davis et al, as cited in Exploring Curriculum: Performative Inquiry, Role Drama, and Learning 
(Vancouver, BC: Pacific Educational Press, 2008). 
6 F Valera, as cited in Exploring Curriculum: Performative Inquiry, Role Drama, and Learning (Vancouver, 
BC: Pacific Educational Press, 2008). 
7 F Valera, as cited in Exploring Curriculum: Performative Inquiry, Role Drama, and Learning (Vancouver, 
BC: Pacific Educational Press, 2008). 
8 Martin Buber, as cited in Practicing Living Dialogue ( New Jersey: Paulist Press, 2003). 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As an a/r/tographer, I also made an aesthetic rendering, a bridge art piece to re (present) my 

own identity as a developing professional.  I participated in the exploration as a way to 

authenticate my own experience, to illuminate and make visible my tacit knowledge around 

concepts of making space and fitting into the teaching world.  I wanted to make my lived 

experience living and attend to my embodied memories as essence of my past, present, and 

future practice.  By being in touch with my own creative, artistic aperture, I become in touch with 

the ‘other’, mirroring the process and shadowing my students.  As Wiebe (2008) articulates, this 

is a “process of creativity, an artistic moment that (assists) in bring (ing) self and other together 

while remaining separate” (Springgay et al. 2008, p. 106).  As the re certifying teachers are in the 

process of becoming, so I too, am becoming and am in the practice of re (searching) myself 

through multifaceted ways of uncovering self that enlists the body, mind, spirit; a cognitive and 

affective interplay.  Through embodied explorations, I come to an unearthing of sentient 

perception, harkening me back to a time when I searched ways to fit in and find space within the 

education profession.  In this way, I engaged with a/r/tography as it is “deeply rooted in 

corporeal theory (Meskimmon, 2003), where the body’s immersion and intertwining in the world 

creates meaning.  It is a way of living in the world as being‐with, of touching the other not to 

know or consume the other, but an encounter that mediates, constructs, and transforms 

subjectivity” (Springgay et al. 2008, p. 161).   These explorations and feelings position me more 

empathetically among my students, sensing an awareness of the situations that sometimes block 

self from flourishing, looking for ‘eye of the needle crevasses’ to seep self into, to make presence 

known.  In narrating my somatic sensibilities, “I search for myself, and yet in poetry, I am othered 

to myself…within me is self and other…a creative process outside the body but also within the 

body” (Weibe in Springgay 2008, p. 106).  Through the act of creation, I become a learner who is 

aesthetically interpreting lived experience, drawing out both literally and metaphorically my 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embedded identities as teacher, researcher, artist, and student.  In this way, I create and (re) 

create my self by involving my whole self (body, mind, spirit) in coming to know self and in 

becoming more fully integrated, inner with outer.       

  Socrates (1792): “Be‐Loved Pan and all ye other gods who haunt this place, give me 
  beauty in the inward soul; and may the outward and inward become one.” (in 
  Nachmanovitch, p. 180). 
 

 

 
Pollinating a Metaphorical, Somatic Sensibility 
 
 “Whether we like it or not, students live bodily in schools…such lived experiences may be 
  productive of ‘an understanding’ or educative outcome, but only if we can become aware 
  of our educated bodies.  Aesthetic experience, because it focuses on the senses, is 
  particularly wellpositioned to aid us in coming to this experience…an experience which 
  joins intellect and body” (BlumenfeldJones in Bresler 2004, p. 165). 
 
 “…the phenomenological researcher, like the artist, attempts to uncover and describe the 
  internal meaning structures of the lived experience” (Jeffers 1993, p. 13). 
 

  Metaphorical, somatic sensibility is pollinated as an inter/inner (action) between 

phenomenological investigation and a/r/tographical inquiry.  The lived (past), living (present), 

and forthcoming future sensibilities are re (searched) through the embodiment of metaphorical, 

conceptual movement language and artistic endeavors, which attempt to reveal life.  PQP teacher 

candidates participate in somatic explorations as a Learning to Move, Moving to Learn mode of 

accessing in (habited) ways of being in the world and of being of the world.  An active and 

inter/inner active engagement, a way of exploring the experienced body and sensing the 

experiencing body.  This form of knowing is a motor consciousness that involves: 

  “the tactile kinesthetic body…the sentiently felt body, the body that knows the world 
  through touch and movement.  It is not the body that simply behaves in certain observed 
  or observable ways, but the body that resonates in the first‐person, lived‐through sense of 
  any behaviour.  It is the experienced and experiencing body.  The thesis that thinking is 
  modeled on the body thus links thinking to spatial and sentient‐kinetic life” (Sheets‐
  Johnstone in Bresler 2004, p. 162). 
  

In the process of trying on metaphorical, conceptual movement language, students are provided 

with a chance to delve into their kinesthetic intelligence, which challenges them to move both 

literally and metaphorically beyond their comfort zones and to see education in a new light.  My 

task as artist, teacher, and researcher is “to construct a possible interpretation of the nature of a 

certain human experience” (van Manen in Jeffers 1993, p. 13), moving from inner to outer.  I 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design embodied, aesthetic endeavors that facilitate access to inner memories and allow for 

the creative capacity to illuminate an evocative account of the intersection between educational 

and personal.  In working somatically, I hope to utilize movement as a way to “open students up 

to awareness of the outside world, from shapes and movements to the inner world of energies 

and qualities of experience, combining ways of doing with ways of being” (Bresler 2005, p. 148).  

Learning the language of movement and moving to learn about self, about the somatic knowledge 

that informs students about their ways of being in the world and in the classroom.  The arts 

integrated into this inquiry open a space for convergence of bodymind, affective and cognitive.  

Through this living inquiry “the work of the heart, the hands, our sense making body, our many‐

toned voices” (Neilsen in Springgay et al. 2008, p. xvi) are inextricably linked as teachers‐to‐be 

construct meaning through exploration of corporeal, aesthetic ways of knowing.  The felt 

resonances are that which can bridge the theory/practice divide as through improvisation 

students are called upon to make personal meaning from educational concepts and theories.  In 

this way, “phenomenological inquiry is not unlike an artistic endeavor, a creative attempt to 

somehow capture a phenomenon of life in a linguistic (kinesthetic, aesthetic) description that is 

both holistic and analytical, evocative and precise, unique and universal, powerful and sensitive” 

(van Manen emphasis added in Jeffers 1993, p. 13).  The artistic endeavor is encountered through 

the visceral and the visual as students creatively and metaphorically choreograph their lives, 

their experiences, shape their beliefs, explore their ‘inner landscapes’, and reflect upon the ‘body 

data’ inherent within; making connections between one knowledge scheme to another; from 

movement language to body to language and expression.  Students go inwards to discover 

moments of satori‐moments of illumination, which allow them to go forwards and outwards 

(Nachmanovitch 1990, p. 11).  They become awake and moved by bodyful spontaneity (Madson 

2005, p. 15, 18).  In this process, “reality continually presents itself as a fresh moment (p. 22) 

and:    

        “the whole enterprise of improvisation in life and art, of recovering free play and 
  awakening creativity, allows students to be true to themselves and their visions, and true 
  to the undiscovered wholeness that lies beyond themselves and the visions they have 
  today” (Nachmanovitch 1990, p. 177, italics added) 
 
Person and picture are modes in which recertifying teachers come to bodyful, present (ations) of 

embodied, tacit cultural, personal and professional pedagogical practices.  In this way students 

are questing, questioning, creating and re creating lived, living educational experiences.  They are 

in a sentient manner “theorizing about their experiences by engaging their reflective capacities in 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order to become authors of that experience” (Britzman in Springgay et al. 2008, p. xxiv, italics 

added).  The sources of theory being in educational practice, present in;    

  “the lived lives of teachers, in the values, beliefs, and deep conviction enacted in 
  practice, in the social context that encloses such practice, and in the social relationships 
  that enliven the teaching and learning encounter”.  And it is “through a dialogical 
  perspective that teachers are able to engage in independent and socially transformative 
  activities by theorizing practice” (p. xxiv, italics added).    
 

In theorizing practice and practicing theory in multidimensional (3‐D movement), multi 

relational (self, other) and multileveled ways (visceral, visual, verbal, poetic), recertifying 

teachers actively participate in reestablishing their pedagogical identity.  In this way, “theory as 

practice becomes an embodied, living space of inquiry” (Meskimmon in Springgay et al. 2008, p. 

160).  Past personal narratives, which are implicitly held become explicit and are held up against 

present practices as students navigate a new landscape, the British Columbian teaching terrain.  

The cross fertilization of phenomenology and a/r/tography reproduce lived (past) and living 

(present) educational and personal philosophies.  This allogamy serves as a mode of (re) 

production, in which the hybridization of the lived/living experience and the aesthetic form and 

inform a generative understanding of the inextricable links between personal and professional 

engagement, inner and outer essence; ‘two kinds of intelligence’.  

 

Two Kinds of Intelligence 

There are two kinds of intelligence: one acquired, 

as a child in school memorizes facts and concepts 

from books and from what the teacher says, 

collecting information from the traditional sciences 

as well as from the new sciences. 

 

With such intelligence you rise in the world. 

You get ranked ahead or behind others 

in regard to your competence in retaining 

information. You stroll with this intelligence 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in and out of fields of knowledge, getting always more 

marks on your preserving tablets. 

 

There is another kind of tablet, one 

already completed and preserved inside you. 

A spring overflowing its springbox. A freshness 

in the center of the chest. This other intelligence 

does not turn yellow or stagnate. It's fluid, 

and it doesn't move from outside to inside 

through conduits of plumbing‐learning. 

 

This second knowing is a fountainhead 

from within you, moving out. 

 

From the translations of Rumi by Coleman Barks (in Madson 2005, p. 9) 

 

  

 
 
 

 

 
 

 
 

 
                

            

 



  23 
 
  

      

 
 

 References: 
 
Abram, D. (1996). The spell of the sensuous: Perception and language in a more –thanhuman  world. New    
  York, NY: Vintage Books.  
 

         Bagley, C., & Cancienne, M. B. (2002). Bodydance: Enfleshing soulful inquiry through improvisation. In C, 
Bagley, C., & M. B. Cancienne, (Eds.), Dancing the Data (pp. 20‐33).  New York, NY: Peter Lang 
Publishing, Inc. 

 
Bresler, L. (2005). Knowing bodies, moving minds: Towards embodied teaching and learning, (Ed.).  Kluwer 

Academic Publishers. 
 
Buber, M. (2003).  Practicing living dialogue. New Jersey: Paulist Press. 
 
Cosson, de A., & Irwin, R. (2004).  A/r/tography: rendering self through artsbased living inquiry.          
  Vancouver, BC: Pacific Educational Press. 
 
de Mille,  A. (1991). Martha: The life and work of Martha Graham. NYC: Random House. 
 
Fels, L., & Beliveau, G. (2008). Exploring curriculum: Performative inquiry, role drama, and                   
  learning. Vancouver, BC: Pacific Educational Press. 
 
Jeffers, C. S. (1993). Research as art and art as research: A living relationship.  Art Education, Volume
  46 No. 5. pp. 12‐17.   
 
Kinsella. E., A. (2007). Embodied reflection and the epistemology of reflective practice  
  Journal of Philosophy of Education, Volume 41, No. 3. (pp. 395‐409). 
 
Leavy, P. (2009). Method meets art.  New York, NY: The Guildford Press.   
 
Lakoff, G., & Johnson, M. (1999). Philosophy in the flesh: The embodied mind and its challenge to           
  western thought. New York, NY: Basic Books. 
 
Leggo, C. (2002). Beyond the alphabet: rapture resists capture. Educational Insights, Volume 7 No.           
  Retrieved from:              
  http://ccfi.educ.ubc.ca/publication/insights/v07n01/contextualexplorations/leggo/ 
 
Leggo, C. (2008).  Autobiography: Researching our lives and living our research. In Gouzouasis, P.,          
  Irwin, R., Leggo, C., & Springgay, S., (eds), Being with A/r/tography (pp. 3‐23).  AW: Rotterdam, The 
  Netherlands: Sense Publishers. 
 
Ley‐Lussier, C. (2010). Dialoguing with body: A self study in relational pedagogy through               
  embodiment and the therapeutic relationship. The Qualitative Report, Volume 15. No 1. pp. 197‐214.  
  Retrieved from: http://www.nova.edu/ssss/QR/QR15‐1/lussier‐ley.pdf  
 
Madson, R., P. (2005). Improv Wisdom: Don’t prepare, just show up. New York, NY: Bell Tower. 



  24 
 
Merleau‐Ponty, M. (1945‐96). Phenomenology of perception. Delhi, India: Jainendra Prakash Jain at Sheri 
  Jainendra Press.  
 
Nachmanovitch, S. (1990). Free PlayImprovisation in Life and Art. New York, NY: Jeremy P.                  
  Tarcher/Putnam. 
 
Palmer, J., P. (1998).  The courage to teach: exploring the inner landscape of a teacher’s life. San            
  Francisco California: Jossey‐Bass Inc., Publishers.   
 
Perception. (n.d). In Wikipedia, the free encyclopedia. Retrieved from:        
   http://en.wikipedia.org/wiki/Perception 
 
Rumi, M., J. (1207‐1273). From the translations of Rumi by Coleman Barks. Retrieved from: 
               http://oldpoetry.com/opoem/38198‐Mewlana‐Jalaluddin‐Rumi‐Two‐Kinds‐of‐            
  Intelligence‐wbr‐ 
 
Sheets‐Johnstone, M. (eds.) (1992). Giving the body its due. Albany: State University of New York             
  Press. 
 
Sheets‐Johnstone, M. (199). The primacy of movement. John Benjamins Publishing Company. 
 
van Manen, M.  (1990). Researching lived experience: Human Science for an action sensitive                      
  pedagogy. State University of New York Press. 
 
van Manen, M. (1994). Pedagogy, virtue, and narrative identity in teaching. Curriculum Inquiry,          
  Volume. 24. No. 2. (n.p.). 
 
van Manen, M. (1995). On the epistemology of reflective practice. Teachers and Teaching:             
  theory and practice, Volume 1. No. 1. pp. 33‐50. Retrieved from: 
          http://www.phenomenologyonline.com/max/articles/epistpractice.html 
 
Whitelaw, G. & Wetzig, B. (2008). Move to greatness: focusing the four essential energies of a                    
  whole and balanced leader. Boston, MA: Nicholas Brealey International. 
 
 
 
 
 
 
 
 
 
 
 
 
   
 

 
 
 
 
 
 



  25 
 
 
 
 
 
 



1 Hawaii International Conference on Education

 
 

Links between social and academic competence, classroom climate and 

social and emotional learning: Mediation analysis 
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Abstract 

 

 This research focuses on the relationship between Social and Emotional Learning (SEL) and 

social and academic competence, while classroom climate are analyzed as mediator in person-

centered and environmental model. The present study examines the hypotheses that classroom climate 

mediates the effect of SEL on social and academic competence. A total of 614 First-year graduate 

students from public and private universities are included and completed a battery of questionnaires 

assessing level of SEL, perceived social competent, perceived classroom climate and GPA and 

academic competence. 

 The results significantly support the relationship between SEL and social and academic 

competence, but these relationships are not mediated by classroom climate. The major implication of 

this finding could be a guideline to develop program in which catering to both students and 

universities. 

 

Keywords:  Social and Emotional Learning (SEL), academic and social competence, classroom 

climate 
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1. Introduction 

1.1 Academic failure and problem behavior in Thai students 

 In Thailand, since the early 20s, there has been a growing number of evidence indicating that 

academic failure among students and undergraduates has gradually become a primary concern 

(National Center for Education Statistics, 1999; Nicaise, Tonguthai & Firpont, 2000; Pinyopornpanish 

et al., 2004; Kohtbantau  & Fitts, 2006; Laeheem, 2007). Many measures from central government 

have been implemented to ameliorate this problem, for example, Thailand’s National Education Act 

of 1999. The major content underscored an education reform and development of many functions of 

Thai education system, which included teachers, instruments, curriculum, administration, parents, and 

community cooperation (Damrongpanit, Reungtragul, & Pittayanon, 2009). Moreover, the act 

assigned administration and management functions related to academic matter, budget and personnel 

to “educational service areas, education institutions, and local administration organizations” 

(Kingdom of Thailand, 1999).    

 After implementation, however, these efforts still have not been fruitful as expected.  It was 

found that results of the national test were generally unsatisfied. Furthermore, a continuous downward 

trend of academic achievement was observed during last 6 years. Specially, according to nationwide 

test scores, students obtained lower score than average in Science and English subjects. In addition, a 

similar figure was observed in Mathematics and Science scores of Thai students compared with 38 

countries (Martin et al., 2004a,b).  

 As a consequence, these problems are partly traced back to unsuccessful education reform 

(King & Guerra, 2004). Unfortunately, even among undergraduates from public and private 

universities, concern over academic failure, discipline, lack of commitment, or drop-out is currently 

evident. Also, there was evidence that the problem behavior were significantly high, such as violence 

(Sherer & Sherer, in press), substance use (Assanangkornchai et al., 2007), alcohol consumption 

(Ruangkanchanasetr et al., 2005), and pregnancy (Manopaiboon et al., 2003) in which probably 

jeopardize their potential for academic and life success. In response to concerns about the well-being 

of students, an important mission of universities is that they inevitably serve large numbers of 

students who not only tend to lack social, academic, and emotional competent but also experiences 

behavior problem as mentioned above. Therefore, the most suitable intervention should be promptly 

investigated and implemented.  

 

2. Social and Emotional Learning (SEL), social competence and academic competence 

  To remedy these problems, it is very important to ground our work theoretically and 

practically, this research adopted an idea of Social and Emotional Learning (SEL). This concept 

concerns over the vulnerability of children and youth to various social, educational, and psychological 
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(2011) conducted a meta-analysis of SEL programs from 213 school-based projects involving 270,034 

kindergarten through high school students, it was found that SEL participants demonstrated 

significantly improved social and emotional skill, attitudes, behaviors, and academic performance 

compared to controls. 

  Within classroom context, many researchers found that prosocial behavior in classroom is 

associated with positive intellectual outcome (Haynes, Ben-Avie, & Ensign, 2003; Pasi, 2001) and 

was predictive of performance in standardized achievement test (Malecki & Elliott, 2002; Welsh, 

Park, Widaman, & O’Neil, 2001). To explain these outcomes, positive behavior in classroom and 

academic performance were altered or intervened by activities which were designed to promote social 

and emotional learning (Zins, et al., 2003). SEL served as a crucial element of it by helping students 

perceiving and also creating positive atmosphere in the classroom which it may conducive to learning. 

  Ideally, SEL program should begin in preschool to high school students, but in first-year 

undergraduates, they should not be ignored and investigating in this group will find a new dimension 

that will shed light on their multiple problems and that can substantially be contribute to international 

SEL literature. Finally, we expect that there are generally different of SEL level among 

undergraduates and then this discrepancy probably correlate with social and academic competent to 

some extent. We also expect that to explain the relationship between SEL and both competent, 

classroom climate should be utilized as possible mediator.  

 

3. Method 

3.1 Participants 

 Participant for this study were 614 undergraduate from Thonburi University (private 

university, n=300) and Phayao University (public university, n=314). These undergraduates were 

predominantly female (76.2%), Buddhist (95.1%), and 17.5 years of age.   

 

3.2 Measures 

 Social and emotional learning. The social and emotional learning assessment was devised 

according to SEL core components (Elias et al., 2003) and wordings were adjusted to suit the 

adolescent respondents. The 31-item of SEL assessment was used to assess the level of all 5 

dimensions of SEL 1) self-awareness - 4 items, 2) social-awareness - 5 items, 3) self-management  - 8 

items, 4) relationship skills - 6 items, and 5) responsible decision making - 8 items using 5-point 

rating scale (1= never to 5 = always). The alpha reliability of total score and five subscales was 0.930 

(total scale), 0.729 (self-awareness), 0.717 (social-awareness), 0.833 (self-management), 0.822 

(relationship skills), and 0.853(responsible decision making), respectively. 

 Classroom climate. The student classroom climate questionnaire (Blank & Kershaw, 1998) 

was translated to Thai by three specialists and adapted.  This questionnaire composed of 20 items and 
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divided into 3 components, namely 1) classroom atmosphere - 9 items, 2) classroom activities - 4 

items, and 3) teachers - 7 items).  This questionnaire was rating scale and responses were categorized 

as 1 (strongly disagree) to 5 (strongly agree). The alpha reliability of total and subscale yield 0.943, 

0.908, 0.857, and 0.919, respectively. 

 Social competence. Perceived social competent scale (Anderson-Butcher, Iachini, & 

Amorose, 2008) was translated from English to Thai and that was checked three specialists. This scale 

composed of 6 items and responses to the items were made on a 5-point Likert-type scale (1 = not at 

All to 5 = very much). The alpha reliability of three components was assessed and yield 0.856.  

 Academic competence. Students’ Grade Point Average (GPA.) was analyzed as well as an 

item of academic confident was employed to measure what extent are students confident with their 

academic performance? and responses to the item was made on a7-point Likert-type scale (1 = 

extremely low to 7 = extremely high)  

 

3.3 Data analysis 

 Data screening included examination of the distributional properties of each variable in order 

to assure that these variables met the assumption of normality which it was necessary for testing 

Structural Equation Model (SEM). Reliability analysis and descriptive statistics were analyzed using 

SPSS. For testing hypotheses, direct, indirect and total effects between exogenous and endogenous 

variables were estimated using LISREL as well as goodness of fit indices were employed to measure 

a level of fit between hypothesis model and empirical data. 

 

4. Results 

 4.1 The level of SEL, classroom climate, social competence, and academic competence 

 Means, standard deviations, minimum and maximum score for thirteen variables were 

presented in Table 1.  For normality of these variables, Kline (1998) suggested that for each variable, 

skewness value should be lower than 3 and kurtosis value should be lower than 10. Thus, it could be 

safely concluded that these variables were retained to test SEM model. 

 Table 2. presented bivariate correlations between variables, ordered from exogenous to 

endogenous variables.  Except for non-significant relationship between classroom climate construct 

and some components of SEL and academic competence, all correlations were positively statistical 

significant.  

 Figure 2. and Table 3. provided the standardized effects from SEL to social and academic 

competence via classroom climate.  It documented that level of students’ SEL had only a positive 

direct effect on social competence ( = 0.324**) and also a positive direct effect on academic 

competence ( = 0.211**). It also showed that classroom climate positively associated with social ( 

= 0.199**) and academic competence ( = 0.094*). Although social and academic competence were 
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related with SEL, this effect was not mediated by classroom climate. Based on this model, Table 4 

indicated that model acceptably fitted with empirical data and provided 0.045 of RMSEA, 0.976 of 

CFI, 0.043 of SRMR, 0.959 of GFI, and 0.951 of AGFI, respectively. 

 

Table 1. Mean, standard variable, Min.-Max. score, skewness, and kurtosis for study variables 

(N=614)  

Variables M SD Min. – Max. Skewness  Kurtosis 
(1) SEL (total) 107.034 16.073 63 – 152 -0.152 -0.134 
(2) Self – awareness  14.112 2.798 8 – 20 -0.466 -0.272 
(3) Social – awareness  16.83 3.210 9 – 25 -0.224 -0.431 
(4) Self – management  26.944 4.935 16 – 40  -0.141 -0.214 
(5) Relationship skill 20.697 3.964 12 – 30 -0.030 -0.520 
(6) Responsible decision making 28.633 4.990 16 – 40 -0.331 -0.107 
(7) Classroom climate (total) 39.754 11.139 20 – 84 0.427 0.675 
(8) Classroom atmosphere 17.883 5.355 9 – 36 0.584 0.602 
(9) Classroom activities 8.114 2.788 4 – 18 0.362 -0.030 
(10) Teachers 13.664 4.661 7 – 31 0.522 0.277 
(11) Social competence  24.822 3.196 13 – 30 -0.150 0.168 
(12) G.P.A 3.030 0.361 2.12 – 3.80 -0.053 -0.261 
(13) Academic confidence 4.190 0.684 2.00 – 7.00 -0.113 0.222 
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Table 2. Intercorrelation between study variables (N=614) 
 

Variables 
  

SEL1 SEL2 SEL3 SEL4 SEL5 
Classroom 
Climate1 

Classroom 
Climate2 

Classroom 
Climate3 

Social 
Competence1 

Social 
Competence2 

Social 
Competence3 GPA 

Academic 
Confidence 

SEL1 1.000             
SEL2 0.488** 1.000            
SEL3 0.586** 0.669** 1.000           
SEL4 0.383** 0.608** 0.683** 1.000         
SEL5 0.304** 0.572** 0.557** 0.636** 1.000         
Classroom 
atmosphere 0.092* 0.008 0.043 0.085* 0.100* 1.000        

Classroom 
activities 0.073 0.011 0.014 0.047 0.030 0.608** 1.000       

Teachers 0.017 0.001 0.071 0.082* 0.088* 0.604** 0.682** 1.000       
Social 
Competence1 0.167** 0.172** 0.192** 0.301** 0.335** 0.250** 0.080* 0.204** 1.000      

Social 
Competence2 0.109** 0.229** 0.092* 0.172** 0.215** 0.164** 0.089* 0.175** 0.659** 1.000      

Social 
Competence3 0.051 0.232** 0.099* 0.164** 0.239** 0.178** 0.029 0.146** 0.541** 0.583** 1.000    

GPA 0.196** 0.219** 0.198** 0.154** 0.188** 0.111** 0.090* 0.060 0.024 0.075 0.059 1.000  
Academic 
Confidence 0.107** 0.147** 0.165** 0.131** 0.121** 0.077 0.096* 0.015 0.002 0.027 0.003 0.696** 1.000 

 
 

Note *p<0.05, **p<0.01
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Figure 2.  The relationship between SEL, classroom climate, academic competence and social 
competence. 

Note *p<.05, **p<.01, 	  = 0.153 and  	 = 0.056 , (Entries are based on 

standardized path coefficient) 

Table 3. Direct effect, indirect effect and total effect of SEL model (N=614)  

Variables Direct effect Indirect effect Total effect 

SEL       Academic Competence 0.211** 0.006 0.217** 

SEL         Classroom Climate 0.061 - 0.061 

SEL        Social Competence 0.324** 0.012 0.337** 

Classroom Climate       
Academic Competence 

0.094* - 0.094* 

Classroom Climate            
Social Competence 

0.199** - 0.199** 

 

Table 4. Goodness of fit indices of SEL model 

Goodness of fit 
indices 

Criteria Values 

Chi-square p-value  0.05 0.000 

RMSEA p-value  0.05 0.045 

CFI   0.90 0.976 

Standardized RMR p-value  0.05 0.043 

GFI  0.90 0.959 

AGFI  0.90 0.951 
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5.  Discussion  
 
 The research results support partially hypotheses that SEL correlate with social and academic 

competence, but this relationship is not mediated by classroom climate.  However, these results are 

consistent with findings from various clinical, prevention, and youth development studies (Elias et al., 

1997; Zins & Elias, 2006).  From notices in Table 1, it is obvious that the level of SEL and GPA are 

considerably above average. To explain this finding, it can be posited that SEL can promote academic 

performance by increasing their school connected, self-discipline, delaying gratification, problem-

solving and decision making skill (Blum & Libbe; Durlak et al., 2011). The underlying mechanism 

can be seen in Figure 3.  

 Furthermore, it was claimed that SEL are successful at all education level (elementary, 

middle, and high school) and in urban, suburban, and rural schools (e.g., Caprara, Barbaranelli, 

Pastorelli, Bandura & Zimbado, 2000; Wang et al., 1997). Although the results of this study were 

investigated in adolescents and that not implemented the SEL program, it still discovered a promising 

connection between SEL and positive outcome. Moreover, the higher level of SEL affected the pro-

social behavior or social skill in present research. It can be explained that their SEL can promote 

social competence via their emotions recognition, stress-management, and empathy which are 

cultivated and inoculate in their mind.      

 Although, we had no theorectical basis for hypothesizing a difference between classrooms of 

school-based and university-based, it is possible that there is a different between classroom 

atmosphere, teaching styles, and classroom activities in university and school based. In Thailand, it is 

also important to point out that teachers are assigned to teach in many classrooms per day and the 

ratio of students and teachers or teaching assistances are much more higher than school context. For 

example, in some course, there are more than 200 students who registered for attending. It is likely 

that some combination of caring student-teacher relationships and cooperative and support 

atmosphere will be nearly emerged, because we also found the relationship between a positive 

relationship between classroom climate and social and academic competence. In addition, it is 

possible that a sample in this study is first-year undergraduates, thus, their commitment and emotional 

bond will apparently not be formed. 

 Finally, future research should deeply investigate the components of SEL and design 

activities or treatment program, which tailor to the nature of undergraduates. Another important 

priority is to clearly define the construct of classroom climate which it should be consistent with 

university context. 
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Abstract 

 Education focuses on the students and is based on the belief that the students are capable of 
learning and developing themselves; therefore, effective educational system needs to naturally 
support the students to reach their potential.  Unfortunately the educational system in Thailand 
cannot yet meet the above belief, mainly because of the low interaction between teachers and 
students caused by the high student-teacher ratio.  The learning profile provides ideas on the 
student’s group orientation, cognitive style, intelligence preference, learning environment and 
academic progression.  The key concept in learning profile data collection is based on the student’s 
needs. Thus the profile can help teachers to better understand their students, and as the result, 
teachers can apply differentiate their instructions to better fit their classrooms.   

Since student profiling is not officially used in Thai learning environment, this research has 
2 objectives: 1) to study the teachers’ understanding of student learning profiling concept and 
information requirement; and 2) to study the teachers’ understanding of the differentiated 
instruction concept and its application. The results from the 212 samples indicate that while 
roughly 45 percentages of the samples have good understanding of the student learning profiling 
concept and its application in their classrooms, many of them are still confused on how to select 
and use the right information to design their teaching plan and manage their classrooms.  Teachers 
who have good understanding utilize the learning profile well, but teachers who have weak 
understanding of the concept hardly benefit from the concept.  As for the second objective, the 
results show that over three-quarter of the teachers has either moderate or good understanding of 
the concept of student-centered learning.   
 
Keywords: learning profile, differentiated instruction  
 
1. Introduction 

 The 22nd regulation in the Thai Education Act, 1999 is based on the belief that students are 
capable of learning and developing themselves as well as students are the most important resource 
in the educational system. The instructional management needs to help develop students to reach 
their potential. Unfortunately the educational system in Thailand cannot yet meet the above belief, 
mainly because of the low interaction between teachers and students caused by the high student-
teacher ratio. According to the student-teacher ratio from the International Institute for 
Management Development (IMD), in 2010 Thailand ranked 41st (17.7 ratio) in primary education 
and 53rd (21.0 ratio) in secondary.  Because of the high student-teacher ratio, the student-centered 
instruction management has been unsuccessful; mainly because teachers do not have sufficient 
understanding of their students to selectively prepare for differentiated instructions for their class 
rooms. Without proper information on the students, the teaching and learning process is not 
optimized and so is the students’ development. 
                                                            
1  Professor of  Educational Research and Psychology Program, Faculty of Education, Chulalongkorn 

University, Thailand 
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 The application of student learning profile can reduce the above problems by collecting 
students’ learning information. The key concept in learning profile data collection is based on the 
student’s needs. The profile is a set of specific information for each student, or student database 
that is relatively easy to achieve by the teacher. Normally teachers always best know what 
information they want for instructional management, so they can design and collect data by 
themselves.  Moreover, they can seek help from others in the educational environment to obtain 
data which is suitable, fit and correct for their needs.  Data such as the student’s knowledge 
background, group orientation, cognitive style, intelligence preference, prominent point, weakness, 
learning environment, academic progression, satisfactions and so on can help the teachers manage 
their teaching (Tomlinson, 2001; Zaina and Bressan, 2008; WikiEducator, 2011; Perdue, 2010; 
Ministry of Education, Ontario, 2000; National Council for Curriculum and Assessment of Ireland, 
2011).  Thus the profile can help teachers to better understand their students, therefore teachers can 
properly pick up the teaching method, subject matter and classroom management for the students. 
As a result, teachers can apply differentiate their instructions to better fit their classrooms and 
finally improve the students’ achievement. (Hodge, 1997 cited in Subban, 2006; Tomlinson, 2001; 
Burch, 2004; Chalupa, 2004; Koeze, 2007; Ferrier, 2007).  

These reasons make student learning profile an attractive tool for managing teacher’s 
instruction and consequently student development.    Since student profiling is not officially used in 
Thai learning environment, this research has 2 objectives: 1) to study the teachers’ understanding 
of student learning profiling concept and information requirement; and 2) to study the teachers’ 
understanding of the differentiated instruction concept and its application that focuses on the 
learners. 

 
2. Research Methodology 

Design  

 This is a survey to assess teachers’ concept in collecting students’ data required to support 
student learning profile.  The data is subsequently used in differentiated instruction.  The research 
procedures consist of (1) studying and synthesizing relating documents (2) setting the criteria for 
measuring concepts of student learning profile and differentiated instruction and (3) evaluating the 
results from the questionnaire of student learning profile and its application. The instrument used in 
this research is questionnaire which is developed by researchers and comprises of 66 questions in 4 
parts. The questionnaire gathers (1) the background data of samples (2) the concepts of learning 
profile (3) benefits of learning profile, and (4) the concepts of applying differentiated instruction 
and adaptive teaching. The content validity of the questionnaire was inspected by 8 field experts. 

Samples 

 The population of this research consists of teachers from all classes, i.e. kindergartens, 
elementary and secondary schools, and from all regions of Thailand, i.e. North Region, Northwest 
Region, East Region, South Region, Central Region and Bangkok which is the capital of Thailand. 
The sample size is 212 teachers selected by sampling technique.  

3. Results 

The samples are mainly female teachers, 66.9% (valid percentage).  The sample size 
distribution from age group viewpoint are as follows: above 50 years old 31.3%; 41-50 years old 
31.3%; 31-40 years old 16.7%; and 30 and below 20.7%.  Teaching experience distribution are; 
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20.3% of the samples have less than 5 year experience, 13.1% have experience 5-10 year 
experience, 13.5% have 11-15 year  the experience, and 53.1% has over 15 year experience.  As for 
geographical distribution; 10.0% of the samples are from the North Region, 15.2% from the 
Northwest Region, 46.9% from the Central Region, 6.6% from the South Region, 6.2% from the 
East Region and 15.2% from Bangkok. 

The female teachers, the largest samples, have teaching experience distribution as the 
following: 14.30% have less than 5 years experience, 11.11% have 5-10 years experience, 13.68% 
have 11-15 years experience, and 60.68% have more than 15 years experience. As well as the 
teachers who are teaching in the secondary class have teaching experience distribution as the 
following: 19.85% have less than 5 years experience, 11.45% have 5-10 years experience, 12.21% 
have 11-15 years experience, and 56.49% have more than 15 years experience. The details of the 
samples are in table1.          

Table 1  The sample information is based on sex and teaching experience; and teaching 
class and teaching experience 

teaching experience n n 
less than 
5 years 

n 
5-10 
years 

n 
11-15 
years 

n 
more 
than  

15 years 
Total 

Gender male 56 15 26.79% 5 8.93% 6 10.71% 30 53.57% 
100%

 female 117 17 14.53% 13 11.11% 16 13.68% 71 60.68% 
100%

Total 173 32 18.50% 18 10.40% 22 12.72% 101 58.38% 100% 

Class kindergarten 6 1 16.67% 0 - 1 16.67% 4 66.67% 
100%

 elementary 54 9 16.67% 11 20.37% 9 16.67% 25 46.30% 
100%

 secondary 131 26 19.85% 15 11.45% 16 12.21% 74 56.49% 
100%

Total 191 36 18.85% 26 13.61% 26 13.61% 103 53.93% 100% 

Teacher’s concepts in collecting student data for instructional management 

From the total teacher samples, 57.29% (came from 122/212) collected the correct student 
data into learning profile for instructional management. But only 77.87% of these teachers 
regularly apply this concept for instructional management. Whereas 42.71% (came from 90/212) 
do not collect the correct student data into learning profile for instructional management. 
Surprisingly, almost one-third of these teachers (32.22%) use the incorrect data to apply the 
instructional management. The details are in Table 2.       

Table 2  the gathering student data for instructional management  

student data (learning profile) for 
instructional management 

n 
apply student data for instructional management 

n no doing n doing Total 

gathering incorrect data 90 61 67.78% 29 32.22% 100% 

gathering correct data 122 27 22.13% 95 77.87% 100% 

Total 212 88 41.51% 124 58.49% 100% 

 
The proportion of the total teacher samples, only 44.74%, understand the concepts in 

collecting student data into learning profile and apply for instructional management; but the 
remaining 55.26%  either collect the incorrect data into learning profile (42.71%) or collecting the 
correct student data into learning profile but do not apply for instructional management (12.55%).  
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Whereas about over a quarter of teachers (28.82%) do not understand the concepts of learning 
profile and do not apply student data for instructional management. The details are in Table 3. 

Table 3 proportion of collecting student data for instructional management  

student data (learning profile) for instructional 
management 

apply student data for instructional management 

no doing  doing Total 

 gathering incorrect data 28.82% 13.89% 42.71% 

 gathering correct data 12.55% 44.74% 57.29% 

 Total 41.37% 58.63% 100% 

 

Teacher’s concepts of differentiated instruction 

The evaluation of the differentiated instruction concepts consists of 3 levels: good, 
moderate and low understanding. Good understanding means having scores more than 75%, 
moderate understanding means having scores 50-75% and low understanding means having scores 
lower than 50%. Teachers who have good understanding the concept of differentiated instruction in 
their classrooms are only 7.5% of the sample size. Teachers who have moderate understanding the 
concept of differentiated instruction in their classrooms represent 70.3% of the samples and belong 
to the largest group. The remaining 22.2% of teachers are those with low understanding the concept 
of differentiated instruction in their classrooms.  

Based on gender and teaching experience, the findings which are summarized in Table 4 
indicate that: (1) the proportion of male and female teachers who have good understanding in the 
concept of differentiated instruction and its application are similar. It is obvious that those teachers 
with the 5-10 years experience have better understanding than the rest; (2) the proportion of male 
teachers who have moderate understanding on the concept are similar except male teachers who 
have the experience 5-10 years, while the highest proportion of female teacher with moderate 
understanding on the concept is those who have experience less than 5 years; (3) the proportion of 
male teachers who have low understanding on the concept are similar, while the highest proportion 
of female teacher with low understanding on the concept is those who have experience 11-15 years.  

From Figure 1 and Figure 2, when considered teaching experience and teaching class, 
Teachers who have moderate understanding of differentiated instruction are the biggest group in all 
teaching experience levels and in all teaching class levels. 

Table 4 Concepts of differentiated instructions and its applications, based on sex and 
teaching experience 

Gender 
Teaching 

experience 
n 

Differentiated Instructions 

n 
low 

understanding
n 

moderate 
understanding 

n 
good 

understanding 
Total 

Male 
less than 5 

years 
15 4 26.67% 9 60.00% 2 13.33% 100.00% 

 
5 – 10 
years 

5 0 - 4 80.00% 1 20.00% 100.00% 

 
11 – 15 
years 

6 2 33.33% 4 66.67% 0 - 100.00% 

 
more than 
15 years 

30 10 33.33% 19 63.33% 1 3.33% 100.00% 

Total 56 16 28.57% 36 64.29% 4 7.14% 100.00% 



 

Gender

Female
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such as  Hodge (1997 cited in Subban, 2006), Tomlinson (2001), Burch (2004), Chalupa (2004), 
Koeze (2007), and Ferrier (2007). 

3. The key concept of differentiated instruction is to manage his instruction fitting to 
students’ readiness, interest and learning profile. (Tomlinson, 2001) This is a concept of student-
centered learning which is the key of the educational reform in Thailand. Therefore, if most Thai 
teachers who have moderate understanding of differentiated instruction can apply it correctly, it 
would effect on the success of the reform. 

5. Recommendation  

 The gathering of student learning information for differentiated instruction has been proven 
to be effective in improving student academic achievement. Building the right concepts of student 
profiling and its application for every teacher is a method to empower them. The organizations that 
are responsible for Thai educational system should develop the processes of training or research to 
support this concept and follow up the results. 

Finally the research team wishes to thank Thailand Research Fund (TRF) for funding most of the 
expenses in carrying out this research. The fund I.D. is RTA5380011; topic “Research and 
Development of Driving Strategies for the Second Decade of Education Reform Policy.”   
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 Attributional Retraining (AR) is a cognitive treatment designed to foster motivation by 

encouraging students to attribute academic failure to controllable causes and by discouraging 

their use of uncontrollable causes. AR is known to improve motivation and performance, but 

notable gaps exist in understanding the cognitive and affective mechanisms underpinning AR 

efficacy. The present study addressed these issues using a randomized AR treatment intervention 

quasi-experimental design with measures spanning four academic years as follows: 12
th

-grade 

high school (Semesters 1 and 2) and Year-1 university (Semesters 3 and 4). Administered in 

Semester 3, AR was expected to improve course performance (percent grade) as mediated by 

emotions (boredom; enjoyment), cognition (cognitive elaboration), and motivation during the 

transition from high school to college. 
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 The AR treatment hypothesis was assessed using the following path analytic model (with 

high school grades as a covariate): 

 AR ==> Emotion (increased enjoyment & decreased boredom) ==>  

  Cognition (cognitive elaboration) + Motivation ==> Performance (percent)  

The AR hypothesis was confirmed whereby performance improved for students who received 

AR as mediated by emotion, cognition, and motivation. Specifically, for those having the AR 

treatment, learning related enjoyment increased (B = .13) and learning related boredom 

decreased (B = .20). In turn, greater course enjoyment fostered cognitive elaboration (B = .33) 

and motivation (B = .52) and these improved course performance (elaboration, B = .12; 

motivation, B = .17). Lower boredom also contributed to higher cognitive elaboration (B = -.26) 

and to better performance (B = .12. 

 These results confirm critical linkages as proposed in Weiner’s attribution theory (1985, 

1995, 2006), underpinning the role of affective and cognitive mechanisms in mediating the 

relationship between AR efficacy and academic performance. They point to a synchronous 

psychological process involving positive and negative emotions (enjoyment; boredom) that 

mediate AR efficacy: AR contributed to more learning related enjoyment and simultaneously 

less course related boredom. Hence, AR efficacy appears to benefit academic performance by 

concurrently enhancing positive learning related emotions and discouraging negative learning 

related emotions. As such, these results highlight the importance of examining AR efficacy and 

emotion synchronicity more broadly to include other positive and negative academic emotions 

(e.g., hope, pride, relief, anger, anxiety, shame).  
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RELATION TO THE CARE NEEDS OF ISLAMIC PATIENTS. AN INQUIRY 

AMONG ITALIAN FAMILY PRACTITIONERS. 
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1. Introduction 
 
Medical knowledge, in its triple dimension of research, teaching and clinical 
practice, has always been taken into great consideration in Islamic world. In this 
sense, it was greatly promoted by the Umayyad Caliph of Córdoba, during the 
golden age of the Caliphate of al-Andalus (X century). 
 
The strategic ability of the Caliph, in fact, was able to mediate the religious needs 
of Islamic culture with the need to implement the sciences in order to promote 
the acceptance of leadership of its domination in the Islamic world at the time. 
His choice to encourage a medical school within his court, that was able to collect 
the best of Islamic and Jewish thought of all times, meets this criterion need.  
In this way, the western edge of Europe, represented by the Iberian peninsula 
became an outstanding forge of the fruitful exchange between the Islamic and 
Jewish culture, thanks to the contribution of which scientific and medical 
knowledge knew a moment of extraordinary glory. 
This paper shows some of the cultural and scientific implications of such a 
political choice of the Andalusian caliphate. 
 
2. Muslim-Jewish culture of the caliphate of al-Andalus 
 
 
Philosophical and scientific culture in al-Andalus is based on the immense work 
of translation of Greek knowledge dating back two centuries before in the 
'Abbasid Caliphate. Indeed, there was little of a philosophical work in Spain 
before the X century, owing to the fact that in the Iberian peninsula the Maliki 
Islamic law school, one of four legal rites of Sunni Islam, which was originated in 
Medina and imported in the late VIII century by the disciples of Malik ibn Anas 
Andalusian (d. 795). They imposed orthodoxy and collected many textbooks used 
in school and hostile not only to any rational interpretation, but also to all types 
of <<speculation (nazar)>> (D'Ancona, 2005: 672-677). 
The first mention to secular sciences occurs through a learned judge who was 
native of Almeria: the Qadi Sa'id (d. 1070). He carried out his office in Toledo and 
wrote a bio-bibliographical work called Categories of Nations (Tabaqat al-umam). 
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After the Umayyad power was settled in Andalusia, the Country knew the rising of 
a number of scholars who cultivated philosophy with devotion and distinguished 
themselves in several branches of this science. Before then, this ancient country  
did not know anything about science and its inhabitants did not know anyone who 
had become famous for his love for knowledge [...] Thus Andalusia remained 
unfamiliar to science until it was conquered by the Muslims during the month of 
Ramadan 92 H. But even after that date, the Country remained indifferent to all  
sciences except those of Arabic Language and Law, until the day when the 
Umayyad took power definitely, after a long period of desorder. Then the highest 
minds began to study hard and turned their attention to the quest for truth [...]. At 
the end of the first half of the fourth century, the caliph al-Hakam al-Mustansir bi-
llah ibn 'Abd al-Rahman al-Nasir li-Din Allah began to cultivate sciences and to 
take learned men under his patronage. He brought the capital works on the most 
important and rare antique and modern science from Baghdad, Egypt and other 
lands of the East. At the end of the Reign of his father and later during his Reign he 
collected a number of books almost equal to that collected by the princes' Abbasids 
in a much longer period [...]. Then everyone devoted themselves to reading books 
and studying the doctrines of the Ancients (al-Andalusi 1935: 120-125). 

 
The emergence of secular sciences would not have been possible without the 
establishment of the Caliphate at the time of 'Abd al Rahman III and his son al-
Hakam (929 - 1031), who considered himself as a great scholar. The Caliphs 
pursued a cultural policy due to their political ambition to compete with the 
'Abbasid Caliphate, and they obtained books in large quantities from the East in 
order to build a library in Cordova. According to some historians, under the reign 
of al-Hakam it contained four hundred thousand volumes.  
Because of the purges ordered by religious reactions, such as under the reign of 
<<prime minister>> al-Mansur ibn Abi 'Amir (after 981), the spread of  many 
works of the immense library of the Caliph through copying and dispersal, will  
make available a collection of texts comparable to that of the Eastern 'Abbasid 
Caliphate.  
Often knowledge is transmitted even through subsidiaries whose point of origin is 
a trip to the East. Thus Ibn al-Kattan (d. 1029), who taught philosophical 
sciences to Ibn Hazm, was a scholar of Ibn 'Abdun and 'Umar ibn Yunus al-
Harran. They had been students, respectively, of Abu Sulayman al-Sigistani and 
Tabit ibn Sinan, the grandson of Tabit ibn Qurra (Dunlop 1955: 100-111). 
 
The establishment of secular sciences was not knew without dialectical moments 
with the religious authorities: Abd al-Rahman III found had to mitigate the 
severity of the doctors in order to create a favorable climate for his studies: the 
first philosophers of al-Andalus rose thanks to this policy. People Sa'id refers to 
in his work were mathematics, astronomers and logicians. Among them  
physicians were noteworthy, because they practiced an art, both academic and 
practical, which was held in great regard.  
The personal physician of the caliph, for example, was a great scholar who could 
cultivate his passion for science owing to the fact that the medicine, along with 
other philosophical and scientific disciplines, such as metaphysics, were unlikely 
to be blamed for a <<heresy>> by the religious authorities. 
 
 



 
3. Medical knowledge in Medieval Islam: From Koran to Avicenna 
 
Among the various forms of knowledge promoted by the Caliphate of al-Andalus 
there was medicine, held in high esteem by Islamic religious tradition since its 
implementation is recommended by the most ancient sources of Islamic Law. 
 
The traditional medical science of the Medieval Arab world was based on the 
successful combination of Koranic dictates and Galenic writings. 
The Koran, an earthly copy of the heavenly law, given to Prophet Muhammad by 
Allah through the Archangel Gabriel, teaches the doctor all the rules of hygiene 
and dietary inspired by supreme need of ritual purification: bathing, washing, 
fasting and the prohibition of wine and pork. 
In addition, the Koran contains the golden rule of moderation and temperance, 
the medical theory and practice is based on. 
 
 
<<What is medicine? Essentially, temperance, because greed is the cause of many 
evils>>. <<Do not bath when the stomach is full; do not have relations with your 
wife if you are drunk; do not sleep naked in the night; do not go to the table  when 
you are angry>>. <<Blessed God did not give the man a disease without cure and 
at the same time without the remedy: so treat yourselves>>  
(Sterpellone, el-Sheikh 1955: 15-18). 
 
 
That kind of medicine was mainly practiced in rural communities, while in 
Baghdad and in other major urban centers it came in touch with the medicine of 
the Greeks systematized by Galen and sent to the Arab World in a first time by 
the translations  of  Byzantine and Syrian doctors, and finally by linguists and 
grammarians, such as Yuhanna ibn Masawayk (777-857), known as the 
Damascus doctor Mesue the Elder or John Damascene, and Hunain ibn Ishaq 
(808-873), known as the "translator" (al-turguman). 
On the contrary, in many city hospitals risen everywhere (in Baghdad alone there 
were about sixty in 1160 A.D.), a particualr kind doctor who was far from 
illiterate; very learned indeed, grew in importance. That kind of doctor identified 
himself in medical textbooks he read or wrote. "I am this book and through this 
book you can get your aim [healing], so there's no need for me," wrote the Emir of 
al-Mansur Buhara the medical director of Baghdad hospital Rhazes (864-925 A. 
D.), considered the medieval doctor, "together with Avicenna, the most influential 
in both East and West" (Hossein Nasr 1977: 161). 
Avicenna (Ibn Sina) was born in 980 and died in 1037, was the Islamic scholar 
who recapitulated the Hippocratic-Galenic medicine, by enriching it of 
substantial personal contributions and by making it the "official medicine at the 
service both of educational institutions (universities) and of treatment insitutions 
(hospitals) (Sanagustin 1994: 399). 
His fee, consisting of over a million words, had been printed in more than a 
hundred editions, and for centuries it was the medical text for excellence. The 
brief compendium of medical knowledge he created for the students, the Poem of 
Medicine, was learned and memorized by the students of all the medical schools 
in Europe and the Mediterranean. 
Beyond its scientific merits, Avicenna was the scholar who promoted the so called  



'Eastern humanism' in which the anthropology of medicine, which was based on 
the global man as center of care.  
The medicine as practiced by Avicenna was both a psychological art and a  
somatological one, which gave great emphasis on the protection of physical and 
mental health, since health was seen by the doctor as a continuous process of 
self-education, having the purpose of obtaining a good life (Sterpellone, Salem el-
Sheikh 1995: 100). 
This idea was very well expressed by Avicenna as a teacher, who discouraged his 
students from the obstinacy in therapy; on the contrary, he suggested  doctor 
should focus on reducing the discomfort of patients, in the case in which medical 
remedies prove ineffective. Pointing to the sick, the great scholar said: 
 
 
“Does not scare them, gentlemen. Often we can not save them, sometimes our care 
kills them. At least we try not to starve them” (Cosmacini 2005: 152-153). 
 
 
 
4. Physicians Sephardic translators, teachers and scholars at the 
intersection of Jewish and Arab culture.  
 
The Court of the Umayyad Caliph of Cordoba hosted the wise men among whom  
the Jewish distinguished themselves. 
 
At the court of Cordoba [...] they reached the highest offices of state, favored by 
their language skills and their ability of doctors (Roth 1980: 853-854). 
 
The training of Jews doctors nourished by Torah. That's why medicine, like Arabs 
believed,  focused both on ritual purity, which was able to preserve the health of 
body and soul, and on knowledge of Avicenna, whose thought was mainly 
contained in the Canon of Medicine and the Poem of Medicine. 
Jewish medicine had, therefore, very strong cultural affinities with the Islamic 
one. 
Its sources were not only the Sacred Text, but even the knowledge of Greek 
physicians, Hippocrates and Galen, who offered Islamic medicine the foundations 
of knowledge of the body.  
Furthermore, like the Islamic medicine, the Jewish one had a strong component 
of wisdom, whereby the patient was not seen as a "carrier of disease" to be 
healed, but a human being whose personal story both in the relationship with the 
environment, both in relation to the Transcendent, had a decisive impact on his 
wellbeing. 
The dimension of wisdom in Jewish medicine made the doctor an important 
collaborator of the divine preservation of creation.  
Owing to this reason, the doctor was an expert whose task was loyal application 
of the Torah with regard to the code of purity of Israel, for which the body should 
be preserved from all leprosy (zara'at) and the soul from every sin (Cosmacini 
2000: 58-59). The opposite of pure was "filthy" or dirty, and such a contrast was 
very much present in the popular mind, as regards hygiene and  moral. Be 
"unclean" did not necessarily mean being unhealthy or leprosy: indeed even those 
who rode camels, ate pork, did not observe the prescribed days of fasting,  
were considered “unclean” as well as a man and a woman after intercourse, or a 



woman after childbirth.  
Similarly, sources of impurity were considered eating not bled meat, contact with 
the woman after menstruation, contact with dead bodies and faeces. The 
similarities with the Islamic rules of hygiene are clear. Just the similarities 
between the Islamic and Jewish medical knowledge supported and support their 
integration. 
In countries ruled by Islam during the Middle Ages, the Jews (Mozarabs) lived in 
a state of relative peace. The most successful integration with the Islamic 
community, took place in the context of Andalusia. 
Medicine, then, was a particularly fertile ground for meeting, based on rules of 
temperance and moderation.  
Moreover, just in Andalusia it added to the old practice, which was only a clinical 
and empyrical one, a complete academic and educational teaching. One of the 
greatest Andalusian scholars of the Middle Ages, Isidore of Seville, in the medical 
section (Book IV) of his Encyclopedia in twenty books entitled Etymologiae or 
Origines, which included all the knowledge of the Dark Ages, had drawned the 
etymology of “medicine” from “modus”, that is the "right size" that must guide the 
one who professes it as Plato taught. 
The knowledge collated by Isidoro included - as a part of the scientific universe - 
the knowledge derived from those technai which became with Boethius (480-524) 
"arts of the trivium - grammar, rhetoric, logic - and Cassiodorus (480-550)" 
crossroads of the arts "- arithmetic, geometry, astronomy, music.  
Isidore says: 
 
He wonders why some of the medicine is not among the liberal disciplines. For this 
reason: that those deal with individual subjects, while medicine embraces them all.  
We can agree that the doctor should know the grammar, in order to be able to 
understand and explain what he reads. Similarly, the rhetoric, in order to be able 
to define illnesses through valid arguments. Moreover, the logic, in order to be able 
to distinguish and treat the causes of illness with the help of reason. Likewise, the 
arithmetic for the calculation of hours in paroxysms and days during periods of 
illness. Likewise, the geometry, for the properties of the parties and the position of 
points, of which he will teach that it is worth noting of them. The music also should 
not to be unknown, since it is stated that this discipline has solved many cases of 
disease, as was that of David, who healed King Saul  by the evil spirit by using the 
the art of melody. The doctor Asclepiades recovered a man subject to frenzy by 
making listen to music. Finally, he should know astronomy, by which he may 
contemplate the star system and the changing of the seasons, since, as a doctor 
says, our bodies change with the ownership of the skies. For this reason, medicine 
is called the second philosophy, since both disciplines are complementary to man 
(Isidore 2004: 355-387). 
 
In Andalusia, five centuries after Isidore, Jewish doctors who had access to the 
court of the Caliph, were masters of both theoretical and practical knowledge, 
that they were custodians of a general conception of the world and man, as well 
as bearers of a global understanding of man himself and of a knowledge of the 
organism in all its parts. They were keepers of knowledge able to draw  a 
productive practice of health and wellness from this anthropological 
understanding and technical knowledge. 
During the Caliphate of Cordoba, then, and in particular in the domain of 'Abd 
al-Rahman III (929-961 a.D.) and that of his son al-Hakam II (961-976 a.D.), the 



economy, science and the arts reached its highest splendour.  
At that time the cosmopolitan Cordova was by far the largest city in Europe and 
one of the three largest ones in the world. In that context the intellectual life of 
Jewry could develop. Thus, amalgam of Jewish and Arab culture, absolutely 
unique in the history of the world, represented the golden age of Medieval 
Sephardism. 
Apart from the ancient medical knowledge, the learned Jewish doctors of the 
Caliphate of Cordoba synthesized and implemented recent scientific knowledge 
acquired in the Islamic Caliphate of Baghdad.  
Prominent among them was Hasday ibn Shaprut (915-970 a. D.). 
<<Patron of the new era>>, as reported by Roth (Roth 1980: 853-854), Hasday 
ibn Shaprut was not only personal physician, but also a trusted advisor of the 
caliph Abd ar-Rahman III. 
<<His inclination was towards languages. Therefore, he reached a good 
knowledge of Arabic, both spoken and written, and of Latin>>. He was a member 
of that great culture spoken in three languages - Hebrew, Arabic and Latin - 
which stood for many years as the dominant character of the learned Jews of 
Andalusia. <<In addition, like most of the Andalusians, he knew and spoke the 
Romance [Ladino], which was a dialect that was evolving [...] and that will become 
the language of Spanish people. His strongest passion, however, was the 
medicine, the study of which he dedicated all his energies>>. 
<<His reputation for excellent physician exceeded all measure when he 
announced he had discovered the secret formula of Teriaca>>. The Teriaca or 
Triaca was a remedy that was traced back to Andromachus the Elder: Nero's 
physician. 
He would have achieved it by changing the Mithridates, a preparation of such a 
name as related to Eupator Mithridates, king of Pontus and enemy of Rome, who, 
according to a legend, had been refractory to snake venom to the point that he  
escaped from repeated attempted poisoning perpetrated against him. In the I  
century A. D., in Mithridates recipe viper flesh was added: it was thought that the 
snake venom or virus would be able to resist any virus or poison, that is, any 
toxic or harmful substance introduced into the body. So the celeb Triaca was 
born. According to Pliny the Elder, it was composed of 54 ingredients and 
therefore provided with a very broad spectrum of activity that made that drug   
the definitive antidote, so that the remedy for all diseases, also called “the mother 
of all medicines”. It was to Hasday ibn Shaprut's merit that he focused  the 
composition of this panacea, <<whose formula was lost with the passing of 
time>> and, continuing on this pharmacological line, of having <<translated De 
Materia Medica of Dioscorides from Greek into Arabic, with the intermediary of 
the Latin. It was the celeb Treaty of Botany and Medicine brought as a gift to 
Cordova by a Byzantine Embassy in 945 A. D>> (Fioriello 1999: 247-248). 
Hasday ibn Shaprut was posed as a leader Chief of the Jews of his kingdom by 
the Caliph of Cordoba. He was the promoter of the Mediterranean circulation of 
ideas, including medical ones, which was activated by the circuit of 
correspondence between the questions raised by the learned Jews of Andalusia 
and the responses (Nagel, 2000) dictated by the wise rabbis and physician rabbis, 
from Pumbedita and Sura. 
Moreover, as a patron and leader of the Jewish community of Cordova, he 
supported Poets, Grammarians and Talmudists, and thus he played a decisive 
role in the revival of Hebrew and its transformation into a universal language of 
culture. 



In every field of knowledge, the scholars promoted by Hasday asserted the 
authonomy of Spain, compared to the traditional centers of Jewish intellectual 
life in the East, chiefly in Iraq. Like the Muslims, the Jews were ready to learn 
from Baghdad, but at the same time they wanted to break away from this great 
example and overcome it. 
Their commitment to culture as well, fitted harmoniously within the policy of the 
Caliphate of Cordoba, which had distanced itself from Baghdad and carried a 
new Spanish self-consciousness. 
 
 
5. The inquiry among italian family practitioners 
 

 

5.1 Introduction 

 

 

The long European history of cohexistence with Islamic peoples today knows, in Italy, a renewed 
chance for a peaceful chapter. 

Islamic immigrated people in Italy need cares in the field of Health, defined “fundamental right” by 
Italian Constitution (art. 32).   

The present research, conducted by the Doctorate in “Environment, Medicine and Health” since 
year 2007 to year 2011, is based on the following hypotheses. 

- Western and Islamic Cultures have common roots, based on Greek Thought and Abrahamitic 
religious faith. Greek roots consented them to implement, in Mediterranean area and since Middle 
Ages, a medical knowledge based on the care and the respect for the patient, as well as on a rational  
analysis of disease. 

- Religious roots, on the other hand, can affect the realationship between Western physician and 
Islamic patient, who has to respect the conception of human body revealed in Koranic Writings. 

 
It is assumed that it is possible to retrieve and implement, within the relationship between Western 
family physician and Islamic patient, the dialogical dimension of the relationship of care on the 
basis of a targeted educational program, aimed at training family practitioners. 

 
The objective of this research is to detect problems and needs of family pratictioners in the care  
relationship with patients coming from Islamic cultures, who are influenced by Koranic wisdom.   
 
The methodology is based on an empirical research focused on a questionnaire to family 
practitioners of Bari, a city in the South- East of Italy. 
It has established a collaboration with a group of physicians of FIMMG (Federazione Italiana 
Medici di Medicina Generale - Italian Federation of  Family  Practitioners), which is the greatest 
federation of family practitioners in Italy. 

Now I will give a brief exposure of the characteristics of Islamic conceptions of health and disease, 
followed by a description of the questionnaire administered to the family phisicians participating to 
FIMMG. 

 
5.2 Islamic Cultures and General Medicine  



 
The concept of health and disease in the Islamic world is closely linked to the Koran and its 
dictates. The disease is largely attributed to the lack of attention to the spiritual dimension of the 
human being, as well as the expulsion by the will of Allah. 
 

In any case, little attention is paid to the intermediate causal links between these functions and the 
effects of the disease (Al-Waii, Abu Al-Jundi & Fadl, 1972). Practices promoted by the Islamic 
medicine, mostly during the Turkish caliphate (XIII-XX centuries), include specific injunctions 
against amulets, omens and other similar magical practices. 
 
Practices promoted by Islamic medicine include natural remedies such as herbs, special precautions 
associated with diet and lifestyle. Islamic medicine also promotes healing through faith and, in this 
case, through prayer and the recitation of verses from the Koran. Many of these practices, usually 
associated with the care that patients avail themselves through the most sophisticated findings of 
Western medicine, do not show, in general, harmful effects. Indeed, when used as a placebo, their 
effects are very beneficial. 
 
On the other hand, there was no consensus among Muslim jurists about the ban on practices such as 
female circumcision or the cautery, which may cause more harm than good. 
The literature on Islamic medicine attaches great importance to education of the faithful on the right 
manner to behave in the event of illness, together with the religious obligations to be fulfilled by the 
sick. The role of the sick in the Islamic world (Weiss & Lonnquist, 1994) is precisely defined by the 
Koran. The statements chosen by the sacred writings indicate that those who fall ill are not 
responsible for their situation. 
 
And there is no fault in those who are afflicted by disease. They have been tested and purified from 
sins and, if they accept the will of Allah, and bear the trial with patience will be rewarded (Koran, 
Nour 61). 
 
Islamic law ensures ill individual an exemption from certain religious obligations. The Muslim 
doctors are required to assess the ability of patients to fast during Ramadan, and the extension of 
ritual related to vomiting, diarrhea, bleeding, or any sign of disease that prevents the prayer or 
fasting (El -Sayyad, 1993). 
 
Sufferers are encouraged to seek medical treatment, indeed a Hadith says: 
 
O servants of Allah, seek medical care (Ibn Majah, Sunan, Kitab al '). 
 
Nowhere in the Islamic world is the conception of illness as a deviant social behavior, nor the 
concept of "pretending to be sick" is present in Muslim medical thinking. 
With regard to medical ethics, Islamic one does not differ significantly from that of other medical 
knowledge, except for some peculiarities, including the obligation to invoke the name of Allah 
before any medical examination or treatment, as is customary for any significant act in Islam; the 
obligation to avoid medications containing alcohol; the obligation to avoid practices forbidden by 
Islam such as abortion or the tattoo; the injunction not to inform the patient about the severity of his 
illness when the doctor despaired the possibility of healing, because the "hope calms the patient". 
It is difficult to clearly define the exact composition of Islamic medicine, especially in modern 
times. Activities related to Islamic medicine have been made and supported by individuals and 
organizations interested in health issues, especially in the Gulf Countries, where markedly Muslim 
activities are better tolerated. For example, private philanthropists in the '80s built a magnificent 
"Islamic hospital" in Kuwait, whose main function was to give herbal treatment contained in the 
Koran and Hadith. The creation of an organization of Islamic medicine was promoted, including 



prominent figures in the field of public health, and financial support was offered to Islamic social 
organizations that provide medical care to those who need it in less fortunate Arab countries, such 
as Palestine and Egypt, where access to traditional biomedical treatment is not always possible. 
Il is interesting to note, noteworthy, that Islamic medicine does not set itself as an alternative, but as 
an integration of the biomedical model (Kandel, 1997). Currently, a considerable number of medical 
conferences and publications seems to focus entirely on Islamic demonstration of consistency of the 
sacred texts of Islam with modern medical practices. 
 
Regarding the dissemination and institutional authority of the medical practices of Islamic nature,   
essentially based on the recommendations of the Koran and Hadith, it must be said that currently 
they do not have an authority comparable to alternative medical practices, such as Chinese 
medicine. The Universities in the Arab world have not any curricular disciplines of Islamic 
medicine. The medical practices of Islamic nature are devolved upon self-taught healers, who 
operate with little control and little regulation. These healers, which are required by the families 
where there is suspicion that the disease is caused by evil spirits (jinn), base their business on trust 
in the healing power resulting from the recitation of Koranic verses. 
One study (Al-Awadi, Al-Hashel & Al Hajer, 1999), performed on a sample of 376 workers in 
Kuwait, found that approximately 56% of them had made use of the practices of Koran healers, 
while the 18% of them made use of those practices in the previous year. 
 
About 90% of those who were surveyed indicated that it would encourage other people to use the 
Koranic medicine in order to improve medical health status, and 55% agree that the jinn have the 
power to sicken the people. 29% indicated not to be sure. 
 
Within the sample surveyed, 65% believed that some illnesses can be cured only through healing 
practices related to faith. 
 
These practices, as mentioned above, have not any harmful effects, except when lead to deny or 
delay needed care. In the research carried out in Kuwait, 36% of people in the sample claimed to 
use medical practices related to the Islamic faith with no other medical care. In addition to the 
recitation of Koranic verses, several healers require patients to drink blessed water, sometimes 
mixed with safran, eat honey or "blessed" dates, or massage the painful area with "blessed" oil.  
Patients can be massaged by healers who previously have spat on their hands, in order to ensure the 
transfer of power of Koranic verses from the mouth that has played the sacred verses to the hands 
that operate on the patient's body. 
 
Records of specific sacred verses may be prescribed and implemented continuously until the 
problem is resolved. It can be argued that many similar rituals behaviors can lead to improvements, 
if not physical, at least psychological ones. 
 
The potential for harm in such healing practices, in addition to the aforementioned temptation to 
consider them as a complete care system, is related to some important matters of hygiene. For 
example, water can be blessed by immersing printed or handwritten fragments of the Koran, and it 
may lead to the possibility of chemical poisoning. In some other cases, owing to the strong belief 
that evil spirits cause disease in human beings, it might be necessary to use a moderate amount of 
violence on the sufferer with the aim of exorcism. The degree of violence can range from a light 
slap on the face to severe beatings with sticks and shoes. In recent years, some healers have even 
used the electroshock treatment of certain disorders (Jalal, 1999). About Kuwaiti workers in a 
research, no one said that there were no negative effects or death through the use of Koranic faith-
based medical practices, but those who might have suffered any negative consequences, as might be 
expected, did not communicate it easily. 
 



The Western biomedical model is still the dominant , and the most authoritative, paradigm in the 
Arab world. Many wealthy Arabs use it when necessary, while the less wealthy use it when they can 
afford it. Meanwhile, one may observe the emergence of Islamic medicine as complementary and 
integrative model.  
 
Currently, it is not yet known in which locations of the Arab and Islamic world these figures 
concentrate with greater density. 
 
With regard to immigrants of Islamic culture in Italy, the family practitioners may have difficulty in 
symptomatology and diagnosis of diseases, since the Islamic modesty requires never to discover the 
body except in the presence of the husband or wife. 
 
 
 
 
 
5.3 The Family Practitioners and the Islamic Patient: Results of research conducted with general 
practitioners of the City of Bari (Italy) 
 
In order to provide a means of detection consistent with the objectives of this investigation, after 
formulating and defining the research hypotheses, after stating the object and purpose of the survey, 
after listening to the authoritative opinions of the Cohordinator of the PhD in " Environment, Health 
and Medicine ", Professor Leonardo Soleo, Full Professor of Industrial Medicine in the Faculty of 
Medicine of University of Bari, we administered a questionnaire to the target population of this 
research: the family practitioners of the city of Bari.  
In this case, it was chosen as reference body, the medical association called FIMMG (Federazione 
Italiana Medici di Medicina Generale – Italian Federation of Family Practitioners), which 
represents, in Italy, the main union organization of that category. FIMMG managers involved in 
research are the Regional secretary Dr. Filippo Anelli and the Provincial secretary Dr. Giovanni 
Sportelli. 
At first we thought to identify a significant sample, thanks to the advice of a statistics expert of the 
University of Studies of Foggia (Italy). Later, however, we opted for administrating the 
questionnaire to all family practitioners who join FIMMG in the city of Bari. 
 
On the basis of the purposes of research and of the results we wanted to achieve, we selected the 
type of questionnaire to be administered, that is a questionnaire to be administered by an 
interviewer. 
It should be underlined that the questionnaire was designed and developed as a kind of structured 
interview, characterized, therefore, by all possible ''traps' 'of this type of interview. In this case, the 
subject who proposes the questionnaire focuses particularly care on the psychological dynamic of 
the relationship between interviewee and interviewer, according to the basics of interpersonal 
communication. 
The researcher proposed to put at ease the interviewees who are accustomed, due to the peculiarities 
of their profession, to be heard and give advice. The interviewer, therefore, making use of a 
relational mode based on the curiosity about the various aspects of medical profession, has worked 
at creating the ideal conditions so the doctor could provide more reliable information as possible, 
taking into account the psychological, motivational, behavioral and socio-cultural variables that can 
affect his interviewee. 
 
The following difficulty regarded the choice of questions to be used to get the specific type of 
answers and information requested. 
 



The questions, depending on their technical form, were mainly subdivide as follows: 
 Closed questions (which are predominant in the questionnaire). The researcher provided a 

range of responses previously defined by the research group. 
 Scale questions (present in considerable number in the questionnaire). Through them it was 

used a precise measurement scale (Likert scale) to measure attitudes or opinions. 
 Open questions (present in small numbers in the questionnaire, and chiefly used to obtain 

specific information about the issues already raised in the closed questions and scale 
questions), through which no default were provided by the researcher, but which allowed 
full freedom of expression to the interviewees.  

The choice between closed questions, scale questions, and open questions, much less numerous than 
the others, depended on the object that we had proposed to discover and investigate, that is 
discomfort of the Western doctor in dealing with  Islamic world: a different and at the same time so 
near cultural universe. 
 
Depending on the content, taking into account the fact that the questionnaire was divided into three 
sections (the first of which is a section that requires personal data of the physician, the second one is 
a section about the difficulties that the family practitioner can encounter in the relationship with the 
Islamic patient, and the third one is a section on the difficulties that the Islamic patient may 
encounter in Islamic relationship with the family practitioner. 
 
The questions of the questionnaire were divided into: 
 Basic questions, consisting of yes-no questions on personal characteristics and professional 
general practitioner; 
 Structural questions, consisting of yes-no questions about the fundamental attributes of the  
interviewee in relation to research; 
 Questions of behavior, consisting of open-response questions concerning facts, concrete 
experiences of the interviewee in relation to patients coming from Islamic cultures. 
In order to facilitate a relaxed atmosphere and the flow of information between interviewer and 
interviewee, in the case of this questionnaire, from the above mentioned Provincial Secretary of 
FIMMG Dr. Giovanni Sportelli, a series of phone calls were carried, by which the family 
practitoners of the city of Bari were being informed of the initiative. During the phone call there has 
been made explicit reference to the Insitution that carried out the inquiry (the University of Bari 
"Aldo Moro"), as well as the importance for this Body to get the answers of the interviewee. The 
interviewee has been reassured on the fact that there were no right or wrong answers, and above all, 
that the anonymity of both the physician and his patients would always be guaranteed, and that the 
responses would be analyzed in a confidential manner. 
 
As a conclusion. Thanks to this research, which is result of a fruitful collaboration between PhD in 
"Environment, Health and Medicine" of University of Bari “Aldo Moro”, and FIMMG, we aimed to 
problematize the relationship between Western and Islamic culture, through the privileged point of 
view of the family practitioner. It is remarkable how, through educational projects conducted within 
the complex world of Health, it is possible to focus on some of the most important social dynamics 
of our time, and, through a proper educational planning, orient them towards  Integration and 
Inclusion: necessary and neede objectives in order to be able to govern, and without  being 
overwhelmed, by the epochal changes of our time. 
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Abstract 

Planning for the unknown incident or emergency event makes the task of college and 

university educators not only interesting, but also extremely challenging. Max van Manen 

(1990) argued that the prescribed method for human science, in contrast to natural 

science involved description, interpretations, and self-reflective or critical analysis. In 
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other words, we explain nature, but we must understand human life. This assertion seems 

to suggest learning strategies that expand beyond traditional pedagogies. The experience 

of nontraditional, emergency services students, in an asynchronous online environment 

appeared to be filled with comparison and contrast. While using prior experience and 

learning schemas, the students entered into the online experience seeking to find a similar 

experience from their past. However, they seemed to immediately recognize the need to 

shift how they viewed the course. 
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Introduction and Purpose 

Søren Kierkegaard (n.d.) stated, “Life can only be understood backwards; but it 

must be lived forwards.” Although not the case, this statement seems to have been 

written to fit the world of emergency services and homeland security education. Planning 

for the unknown incident or emergency event makes the task of college and university 

educators not only interesting, but also extremely challenging. Max van Manen (1990) 

argued that the prescribed method for human science, in contrast to natural science 

involved description, interpretations, and self-reflective or critical analysis. In other 

words, we explain nature, but we must understand human life. This assertion seems to 

suggest learning strategies that expand beyond traditional pedagogies. 

With the creation of the Internet and increased societal emphasis on education, the 

adult learner has become the focus of many institutions of higher education. Berg (2005) 

stated, 

Over the last two decades, higher education in America has witnessed an 

enormous shift in the demographics of students, while at the same time 

technology has enabled access to formal higher education. By the late 1990s, 

national attendance figures showed that 42 percent of the undergraduate and 59 

percent of the graduate students attended part-time (UCEA, 1998). Of those part-

time students, the largest segment was women thirty-five years and older. Clearly, 

there has been an important shift in the past twenty-five years in the profile of the 

average college student, which is changing the American University. In addition 

to putting pressure on the University for an increasingly vocational and 

professionally oriented curriculum, this shift is also leading to pressure for the 
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general accommodation of the working adult student through more convenient 

scheduling and location of courses. (p. 3) 

This premise is backed up by research commissioned by the Unites States 

Department of Education in the Report of the Web-Based Education Commission to the 

President and the Congress of the United States, which stated: 

Large numbers of older persons, working adults, and part-time students 

attended college in 1999. The adult age cohort is the fastest growing 

segment of students in postsecondary courses. Despite rising enrollment 

noted above, just 16% of college students fit the traditional 18- to 22-year-

old profile, attend full-time, and live on campus. (Kerry et al., 2000, p. 4) 

While this particular report is over a decade old, there has been a recognized increase in 

the use and prevalence of Internet-based education methodologies.  

The purpose of this paper/study is to contribute to the educative models used for 

the development of practitioners in the emergency management and homeland security 

disciplines (which may also be of great value to other disciplines) and to report findings 

from analyzing student reflective responses form interviews and written journal entries, 

while students in a university Introduction to Homeland Security course. While homeland 

security degree programs are relatively new, useful information can be gained by 

exploring and using new pedagogies and methodologies combined with traditional 

approaches. This experimentation may be vital for security education and failure to do so 

may bring to pass the supposition of Neitzsche (1974): 

What if a demon crept after you one day or night in your loneliest solitude 

and said to you “This is life, as you live it now and have lived it, you will 
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have to live again and again, times without number; and there will be 

nothing new in it...” (p. 341) 

Adult Learning Methodologies 

A review of the extant literature is revealing with the lack of data regarding the 

learning paradigms and schemas (affective domain) of nontraditional adult students using 

online learning methodologies. There are many data, however, regarding comparisons of 

cognitive development of online students to the traditional face-to-face deliveries. A 

review of this literature is informative, yet may lack in qualitative data. Therefore, 

research is needed to explore the lived experience and perceptions of these students in an 

asynchronous learning environment. Understanding these experiences and perceptions 

may allow researchers and educators to design, develop, and teach courses that facilitate 

higher cognitive and affective knowledge acquisition in the fast growing demographic of 

nontraditional, adult students. This may also have impact with the global communities of 

learning. 

Andragogical assumption (adult learning models) appears to be of great value in 

education, particularly in light of the changing demographics of many, if not most 

universities and colleges. Adult students seem to demonstrate a different learning style 

requiring a careful approach when using modern technology (Pelletier, 2005). This can be 

especially true for practitioners in the homeland security disciplines. Due to the nature of 

their jobs, previous training, and educational experiences, like most adult students, they 

have an expectation and need for immediate response and effect.  

Many of the students in this discipline are 25 years of age or older (the 

nontraditional student profile) and are accustomed to being somewhat self-directed 
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(Gibbons & Wentworth, 2001). For the nontraditional adult students, such as emergency 

management and homeland security practitioners, delivery of information, which does 

not include a way of integrating life experience into the model, may not be accepted well 

(Berg, 2005). 

Adults usually bring a plethora of real-life experiences, paradigms and 

learning schemas with them to the classroom that need to be validated and 

integrated into the learning process (Knowles, 1984). Malcolm Knowles 

introduced the concept of andragogy (adult learning) to the United States during 

the 1970s. Key points of Knowles’ andragogy include consideration of the 

learner’s experiences, the importance of the learning environment, the learner’s 

readiness to learn, and the teacher as a facilitator (Brown, 2001). Kolb (1984) 

proposed a four-stage cycle for adult learners: (a) concrete experience, (b) 

reflective observation, (c) abstract conceptualization (theory building) and, (d) 

active experimentation or application. 

For the nontraditional adult students, such as emergency services workers, 

online delivery of information, which does not include a way of integrating life 

experience into the model, may not be accepted well (Berg, 2005). The initial 

training and education of the emergency services workers is heavily dependent on 

memorization of procedures and practices, followed by repetitive psychomotor 

skills application. The rest of their education is derived through on-the-job 

experience. This identifies an issue in the lack of research regarding learning 

styles for adult learners like emergency services workers. “Identifying whether 

courses and programs are responsive to the learning styles of the emergency 
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responder student is an issue that has not been adequately addressed in either 

responsible training programs or educational institutions of these students” 

(Klingonsmith, 2006, p. 15). 

Bloom, Krathwohl, and colleagues (1964), conducted exploratory meetings with 

college and university examiners and identified divisions within the objectives of 

education. They identified them as: 

1. Cognitive: Objectives that emphasize remembering, recalling or reproducing 

something believed to be learned. Cognitive objectives also vary from simple recall of 

material to combining and synthesizing new ideas and/or material. 

2.  Affective: Objectives that emphasize a feeling, an emotion, or acceptance or 

rejection of material (interests, attitudes, appreciations, values, and emotional sets or 

biases). 

3. Psychomotor: Objectives that emphasize motor skills (musculoskeletal), 

manipulation of materials and objects, or some act that requires a neuromuscular 

coordination. 

 As stated above, most of the research regarding online learning has centered in the 

cognitive domain (better known as Bloom’s Taxonomy). Many comparative studies exist 

centering on cognitive results through examination and grades, and the similarities and/or 

differences between online and traditional face-to-face deliveries. Most of the research 

finds no significant difference between the traditional face-to-face delivery and online 

formats. In fact, in some research, online students were found to score higher or receive 

higher grades than students in traditional programs (Meyer, 2002). Yet, there are far 

fewer studies regarding the experiences, perceptions, and attitudes or affective domain 
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behaviors in the literature. Most of these deal with traditional student demographics, not 

the nontraditional adult student. The affective domain, however, may give a valuable 

look into the readiness of the nontraditional student to develop new schemas of learning, 

thereby changing behaviors. 

The cognitive domain emphasizes the students learning how to do a task when 

requested while the affective domain is concerned with the student doing the task when it 

is appropriate, after understanding that he/she can do it. The cognitive domain is can do 

while the affective domain is does do (Maxfield, 2011). These domains are not 

independent of each other; one cannot separate the cognitive from the affective. The 

affective is the effect (or natural result) of the cognitive. Maxfield (2008) offers the 

following about affective learning: 

Krathwhol and colleagues (1964) presented an affective domain 

continuum, which was: (a) the student is aware of a phenomenon, (b) the 

student is able to perceive it, (c) the student is willing to attend to the 

phenomenon, (d) the student responds to the phenomenon with a positive 

feeling, (e) the student goes out of his/her way to respond, (f) the student 

conceptualizes behaviors and feelings and organizes the conceptions into a 

structure, and (g) the structure grows in complexity as it becomes his/her 

life outlook. Affective learning outcomes involve attitudes, motivation, 

and values (Miller, 2005). As can be seen from previous discussion and 

the amount of research available, the cognitive approach to online 

education has been the focus of research. Hence, it appears much 

emphasis has been put forward asserting the best way to get to the 
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affective domain is through the cognitive domain. Once a student has 

achieved “cognition,” it is assumed that the student will then apply the 

knowledge and by process, have a change in attitude or be “affected.” 

Krathwhol and colleagues (1964) posed an interesting question: What if 

the reverse was applied—using the affective domain to achieve cognition? 

This posits that educators must be more aware of the affective domain 

(motivation, drives, and emotions) to develop or bring about achievement 

of cognitive behavior. (p.146) 

 
 From a recent survey of metropolitan police officers in Oklahoma, 

Donovant (2009) reports information that may support the supposition of 

Krathwhol and associates: 

The majority of the officers surveyed believed that their respective police 

organizations did not support their desire for professional education and 

that administrators did not appreciate their educational accomplishments 

(Bruns, 2005). Yet 89% of the officers surveyed had completed 

professional development training that was not required by the agency and 

was initiated by the individual officer. It is interesting to note that the 

majority of officers surveyed reported being satisfied with their current 

employment. Is the fact that these officers participated in voluntary 

professional education in the absence of organizational support, yet still 

satisfied in their current employment, indicative of a correlation between 

job satisfaction and the ability to obtain professional education? Such a 

finding would have tremendous implications regarding the applicability of 
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Knowles (1980) Andragogical assumption of intrinsic motivation to the 

field of professional development. (pp. 231-232) 

The affective domain deals in the realm of behaviors and attitudes or personal 

acceptance of something to the point of making it a part of the person. “The taxonomy is 

ordered according to the principle of internalization. Internalization refers to the process 

whereby a person’s affect toward an object passes from a general awareness level to a 

point where the affect is ‘internalized’ and consistently guides or controls the person’s 

behavior” (Seels & Glasgow, 1990, p. 28). Affective learning is demonstrated by the 

behaviors or behavior modification of learners (Krathwohl et al., 1964). This is shown by 

demonstration of attitudes of awareness, interest, concern, attention, responsibility, the 

ability to listen and respond appropriately, and the ability to demonstrate characteristics 

of appropriate values. Hence, Krathwohl and colleagues asserted an ordered taxonomy 

for the affective domain,  

1. Receiving—being aware of or sensitive to the existence of ideas, material, or 
phenomena and being willing to tolerate them. 

2. Responding—committed in some small measure to the ideas, materials, or 
phenomena by actively responding to them. 

3. Valuing—willing to be perceived by others as valuing certain ideas, materials, 
or phenomena. 

4. Organization—relating the value to those already held and bringing it into a 
harmonious and internally consistent philosophy. 

5. Characterization by value or value set—acting consistently in accordance with 
the values he or she has internalized. (p. 37) 

 
Method 

 The review of the extant literature led to the question: How do nontraditional, 

emergency services undergraduate students experience asynchronous, online instruction? 
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A qualitative study seemed most appropriate to explore this question, since qualitative 

research is an inquiry process that explores human or social issues.  

Hermeneutic phenomenology is a qualitative research methodology used to 

explore and interpret deep human experiences. Phenomenological studies describe the 

meaning of lived experiences for individuals about a concept or phenomenon (Creswell, 

1998, p. 51). A phenomenological study becomes hermeneutic when its method is viewed 

to be interpretive and not just descriptive. Since this study explored the lived experiences 

of nontraditional, adult emergency services students, and how the experiences of 

asynchronous online delivery into adult learning were perceived and accepted, a 

hermeneutic phenomenological design seemed most appropriate. 

The number of participants for this study was four. The students were purposely 

selected based on two criteria: (a) the nontraditional adult learners (which is students over 

the age of 25 years who may or may not have some prior higher educational experience 

and/or may or may not be employed in a career field), and (b) they were enrolled in the 

Emergency Services Management Program.  

At the commencement of this study, I contacted the instructor of the class and 

asked his permission to contact members of the class in order to recruit students willing 

to participate in the study. After getting the contact information of each student, I called 

the students by telephone to introduce myself and read to them a recruiting letter to 

explain the purpose of the study. Once all willing participants were identified, I looked at 

their characteristics seeking a diversity of age, experience, and occupation so as to gain a 

broad base for the study. I wanted to make sure that all of the students were not from the 

same career field (e.g., all police officers or all firefighters) and I wanted to gain the 
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perspective of differing age groups; some younger, some similar, and some older than the 

literature identified as the average age of nontraditional online learners (the average age 

of online learner, as previously presented is about 32 years of age). Table 1 identifies the 

students by pseudonyms and provides some demographic information of each. A small 

biographical sketch of each participant follows the table. The participants have been 

given a pseudonym to protect their identities. 

Table 1 

Study Participant Demographics 

Name Age in years Occupation 
Length of service 

(in years) 

Adam 
26  Firefighter/EMT    6 

Brian 
48  Fire captain 25 

Chris 
35 Police Sergeant 11 

David 
36 

Fire Battalion 
Chief 15 

Average 
36.25 N/A 11.75 

 

After agreeing to participate in the study, each participant was asked to keep an 

electronic journal of thoughts and feelings regarding his experiences of the Internet-

delivered, asynchronous class. These journal files were sent to me on at least a weekly 

basis throughout the study and provided much data regarding their feelings and 

experiences. Journaling gave the students an added opportunity to reflect upon the 

experience during the week, more than they probably would have without this 

requirement.  

 In addition to the journals, semi-structured, open-ended interviewing was 
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undertaken. The interviews were audio recorded and I took detailed notes during the 

interviews. The questions for the interviews were initially driven from the research 

question, but later allowed to develop based on the data being gathered. A continuous 

rereading of the journals was also done as data emerged, to ensure data extraction was 

thorough. Any follow-up questioning, if necessary, was done by email or telephone, and 

follow-up interview questions were focused to probe emerging themes.  

Results 

From this process, the two major themes and the related subthemes emerged. The 

two overarching themes, each supported with a number of sub-themes emerged about 

nontraditional adult students in the emergency services online program. The first theme, 

Flexible Learning exemplified the adult learning assumptions of convenience, self-

directedness/self-discipline, and reflectivity. The second theme, which is the foundation 

of this paper, Conflict of Values: A Paradox of Learning, addressed the comparison of the 

traditional (face-to-face) learning experience with a new (online) experience and 

contrasted student-to-student communication/socialization, student and instructor 

interaction, and paradigmatic shifting and conflicted beliefs on learning.  

In analyzing the data, an interesting theme became apparent. Each student shared 

that his initial belief (mental scheme) was that learning would be facilitated more 

effectively in the traditional delivery method, yet due to schedule conflicts, the online 

course might work. As the study progressed, at one time or another, each of them 

expressed how much more they were learning in this asynchronous environment as 

compared to the traditional delivery. This awareness seemed to create dissonance with 

long held values or beliefs.  
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One issue that became immediately apparent when talking with the students was 

the trepidation they felt regarding the social and communicative process of an online 

class. All of them believed that it would be better to have face-to-face communication to 

be able to read the nuances of body language and to be able to have immediate feedback 

from the other students. Initially, one student noted during the interview: 

I think, I think overall you maybe learn a bit more on a face-to-face [interaction]; 

just because I think facial reactions, expressions, and the instructor may be a little 

more in all this because just in the online, obviously, if you want to ask the 

instructor something, you have to go to his email and actually ask him a question 

instead of him kind of coming in and saying “that was a good comment,” you 

know, or “what about this?” you know, to maybe to further up somebody else’s 

comments. I know there were a lot of comments that went for a long time. But 

still, I think you miss that a little bit, you know; you can say that during a 

discussion he might bring up another point that might spur another type of 

subject.  

Another student wrote in his journal: 
 

My apprehensions for online courses were the non face-to-face. I was afraid that I 

wouldn’t glean as much as I could from a classroom setting from the interaction 

of fellow students, because I am sure that a lot of the questions I would have 

would be probably the same questions that might be answered a little more in the 

interaction.  

 Another issue brought out in the interviews and journal entries was the lack of 

familiarity amongst students and instructor as compared to a traditional face-to-face class. 
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One student made this point when he said, “I think one downfall to online classes is you 

do not get to see the instructor or other students; all we get is a name.”  

Without the ability for face-to-face communication, the course was designed to 

facilitate communication through the use of the discussion boards. All students were 

required to communicate with a minimum number of postings to receive full credit. Each 

student was required to post a response to a question the instructor posed on each topic 

and to have discussion board dialog with at least one other student regarding the other 

student’s posting. 

Later in the course, after these initial feelings and perceptions were shared, their 

paradigm or mental schema changed. The students were actually starting to champion the 

discussion boards and informal communication of the asynchronous environment. While 

this was happening, however, there was still some uneasiness or a lack of willingness to 

let go of the familiar communication forms. One student, who seemed to me to be the 

most intransigent against accepting online as effective as the traditional delivery, began 

to show conflict in his statements. 

So, I think it was taught well in the form that it is, but I think I still missed a lot of 

interaction. But at the same time, I think a lot more people participated in the 

discussion board.  Because you know when you take classes there is always —and 

it may be in this upper level courses it may be different—but my experience in 

other courses where you take a class there is only four or five people that ever 

really assert themselves and put their ideas out. And so you don’t get—everyone 

else is just like a wallflower—just do your time and get out. But in this it seems 

that a lot of people felt more comfortable—the anonymity of a discussion board 
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where all they have is a name and they don’t really know you and there were a 

couple of discussions that I felt pretty passionate about that I may not have 

asserted myself [in the traditional class], especially in my position [as a police 

officer].  

I found the concept of anonymity to be interesting and saw a conflict in this as well. 

When questioned about this, the students said that they felt anonymous in that nobody 

could physically see them. However, they also did not feel anonymous because everyone 

had to post discussions because the course required it. One of the students made this point 

when he said, 

So, in one way I missed interaction, but I think we got a lot more at least online 

interaction from everybody. Everybody was able to put their ideas in, because you 

had to—I mean it was part of the grade. 

Another seemed to embrace the changes he saw in the process as compared to the 

beginning of the class regarding anonymity: 

I think just like I said, I think in the online class you are forced to interact with 

every question that the teacher wants you to interact with. And sitting in a 

traditional classroom, um, I have really taken a lot of traditional classes, I’ve 

taken the ones I have to and everything else is taken online, but even there, no 

matter if it’s been math class, English class, you’ve got the people who will 

always comment. And then, like me, if he [the instructor] is not directing 

something right at me I sit back. I don’t think I learn as much, because I am not 

forced to interact as much.  

 A third student offered an interesting insight into the dynamics of the face-to-face 
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interaction and online communication, as backed up by the experiences of the others: 

In some traditional classes discussions occur, but they are easily sidetracked and 

go off on tangents irrelevant to course material or objectives. With online classes, 

the actual posted discussions are very focused and relevant to course materials/ 

objectives.  

One interesting phenomenon the analysis of the data provided was what appeared 

to be a paradigmatic conflict. The prevailing belief, paradigm, or learning schema was 

that the face-to-face classes provide better instruction and learning than asynchronous, 

online deliveries. During the initial interviews, all of the students shared that they thought 

the face-to-face delivery would be superior to the asynchronous, online delivery. They all 

had reservations at the beginning of their online experiences about how the program 

would work and the type and depth of learning could be accomplished. However, the data 

revealed the paradigm was shifting or had shifted. This paradigmatic shift seemed to 

create a sense of inner turmoil or a struggle with acceptance of the new or developing 

schemas for the students. Some of the examples of this developing dissonance came from 

the students. One wrote in his journal: 

I still enjoy the interaction. I would still, if it was possible, I would still rather 

have the face-to-face. Like those firemen that I know, they are actually taking the 

same classes and they are having some people come in and teach at the fire 

station, because you know the firemen are right there anyway, waiting for you 

know—they are on call and they can all kind of gather there and you know I am 

jealous of that. I wish I could be in that, because I know me as an individual, I 

would learn more, I think I would learn more, depending on the variable of the 
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instructor I guess. But, typically I would learn more.  

Another offered: 
 

These classes are difficult because all communication is so informal, I have said it 

before and I'll say it again I think that I would do better and retain more if I was 

able to attend this class in a traditional classroom setting, but you just can't beat 

the convenience of online courses.  

What be came very interesting and informative was that these same students in 

later interviews or journal entries (and in some cases later in the same interview or entry) 

would give conflicting statements regarding their learning experience. For example: 

 
As I have stated before, I feel the instructor has a huge role in the class. I do not 

think that role is any different with technology than face-to-face. This class has 

proven that to me. In previous classes the instructor was very involved and it 

made all the difference.  I enjoy the online classes, and I believe that I can learn 

more because I can go at my pace and I do not have to find time to attend a 

regularly scheduled class [emphasis added].  

And: 
 

One other benefit to online classes is the discussions are more involved and 

focused when they are actually going on. In a traditional classroom, there are days 

when it’s focused and days when it is not. Often it’s determined by the way the 

instructor is feeling that day.  In some traditional classes discussions occur, but 

they are easily sidetracked and go off on tangents irrelevant to course material or 

objectives. With online classes, the actual posted discussions are very focused and 

relevant to course materials/objectives.  
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One particular student, after stating earlier how much more he thought he would 

learn in the face-to-face classroom, offered an interesting experience about the online 

environment. 

I think the online experience is a little bit better because where in a traditional 

class you would be going to class and then you would still have to come back and 

do your reading and study and then write your papers. Here I can pretty much do 

it all at once. It’s kind of all in the same process for me. Where if the baby runs in 

and interrupts me or the phone rings or whatever, it is kind of expected, yet with a 

traditional class that would be above and beyond and I would get interrupted 

anyway plus all the hours I would have had to spend sitting in class. So, it kind of 

cuts all of that down to actually just the action of it instead of passively going to 

class.  

 The data were very interesting and revealing. While each student had reservations 

and expectations of what to expect in the course, they also had experiences that were 

different from their expectations.  

However, the conflicts in perception were also present. When asked to describe 

his online experience one participant, who offered a good representation of what all 

participants were expressing shared, “I enjoyed it. I think no matter what you do you are 

going to learn if you put forth the effort to want to learn.  So, overall I think it was a good 

experience.”  He also begins to seem a little confused with his experience, but is 

recognizing a shift in his thinking. He wrote in his journal the following:  

As I look back over the last month as I have taken this class I don't know if I 

would get more out of sitting in a classroom or not. I think sometimes in the 
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classroom, you get the personal aspect of it. So, you kind of miss that. In another 

way, the online course makes, also forces you to get more involved, instead of 

sitting there in class all night and everyone sitting around you answering the 

questions; you have to get involved also…more in depth.  

Conclusions and Discussion 

The students participating in this study had rich, interesting experiences with, and 

perceptions of the asynchronous, online environment. Each started with what I 

interpreted as preconceived and previously defined beliefs or schemes regarding what to 

expect in an online class.  

 The online delivery medium provided opportunities for education, which 

previously had been out of their reach. With these opportunities also came the abilities to 

self-direct the depth and richness of their learning. This became an important experience 

for these students. As the class progressed and they began to more deeply reflect on their 

experiences, these preconceived ideas were challenged and they began to reveal 

schematic changes or paradigmatic shifts.  

 However, the new shifting paradigm(s) also created confusion and turmoil with 

their worldview. Challenging beliefs and values is in my opinion, what education is all 

about. I believe that these students were deeply affected by their experiences and came 

away from the class with more acceptance and willingness to see asynchronous, online 

delivery of classes as an effective means of acquiring education. While they may not be 

totally convinced that the medium can or should replace traditional delivery methods, 

they embraced and will continue using this method of pursuing higher education and 

attaining degrees. They were affected by the experience and appeared to accept it into 
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their worldview. 

 The experience of these students in an asynchronous, online environment 

appeared to be filled with comparison and contrast. While using prior experience and 

learning schemas, the students entered into the online experience seeking to find a similar 

experience from their past. However, they seemed to immediately recognize the need to 

shift how they viewed the course.  

 In conclusion, the material being presented in the class was not much different 

than could be expected in a traditional class. However, the students constructed new ways 

of dealing with difficulties and found a way to make the learning environment work for 

them, or they developed new learning schemas to fit the situation. They found that their 

learning was not hampered, but in many ways, enhanced. 

 One of the overarching themes of this study, Conflict of Values: A Paradox of 

Learning provided an interesting and rich base for understanding the lived experience of 

the nontraditional adult learner. From the beginning of the data collection, I sensed the 

students to be in a conflict with long-held beliefs or schemes of how learning best occurs 

and their current experience. As the data analysis and collection continued, I probed this 

apparent values conflict with each student. In fact, in the final interview I purposefully 

asked each student, based on what he had previously stated to the contrary, why he 

continued to hold onto the belief that the face-to-face delivery was superior to the online 

experience. The responses in general, though reported differently for each individual, 

were that there was just a sense of the familiar and the desire to hang onto what was most 

comfortable; this caused the conflict. During this discussion, each of them admitted that 

they needed to be more open to the growth they were experiencing. Again, they were 
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revealing shifting learning schemas. 

 This shift was again reinforced during the member checks to ensure the data were 

being reported correctly. Most of them, after reading the results of the study commented 

first that the results were reported consistent with their meaning and intent, but more 

importantly, now they more readily recognized the conflict they were having and 

reporting. From these comments and their endorsement of the results of the study, I 

sensed their acceptance of the experience as now becoming part of a new schema or 

worldview. 

Based on the results of this study, I believe that asynchronous, online learning 

environments have the potential to be an important and effective method of educating 

emergency services students. I believe this to be especially true for the nontraditional 

adult student, a growing demographic in higher education. However, the experiences of 

these students were somewhat narrow (within the confines of one class in an entire 

program). There is no way of knowing if the students had experienced different teachers, 

different peers, or different course design that the results would be the same. This is one 

of the limitations of this (or for that matter, much other) research. That being said, the 

experiences of these nontraditional adult students in an online learning environment gave 

a view in time, a particular slice of the human experience, to enrich our understanding. 

For this reason the study had relevance. 

 I believe that more care and concern for the design and use of pedagogies and/or 

adult learning models can enhance the experiences and learning of the adult online 

student. This may require the instructors and designers of curricula to be more aware of 

the experiences and perceptions of the students. I believe this based on my research and 
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the results of this study regarding affective learning. As Krathwhol and colleagues (1964) 

asserted, the affective domain can be very effective in helping achieve the desired 

outcomes of the cognitive domain. If students are having an untoward time in their 

learning experience, they may do what is necessary to pass the course, but has learning in 

its truest sense been accomplished? I will leave this to the opinions of the reader by once 

more defining learning. Learning is best described as, “a persisting change in human 

performance or performance potential. This means that learners are capable of actions 

they could not perform before learning occurred and this is true whether or not they 

actually have an opportunity to exhibit the newly acquired performance” (Driscoll, 2005, 

p. 9).  

 This study provided a deeper look at the experiences and perceptions of an 

important demographic of higher education. Understanding the lived experiences of 

nontraditional adult students provides us with a unique and important look at humanity. 

By using this experience as a means of understanding and learning, current and future 

students may be able to develop individual and useful learning schemas. Curriculum 

designers and instructors may also be able to use these experiences to develop 

methodologies to better facilitate learning, which enlightens and adds to the unique 

experience of being human. 

I also believe that greater effort in marketing the benefits of online instruction 

need to be explored. Prior learning schemas and paradigms may be in conflict as higher 

education continues to evolve using technology. This may even require a deeper look at 

traditional pedagogies and teaching methodologies in the face-to-face classes as well. 
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Abstract 

The technological pedagogical content knowledge (TPACK) framework, theorized as a 
7-factor construct, is increasingly put into use by worldwide teachers and researchers who are 
particularly interested in issues related to technology integration. Recent research has 
suggested that the TPACK framework is of help to mathematics teachers in managing effective 
teaching and learning processes. This study set out with three main aims, to survey the TPACK 
level of 1st-5th year college students majoring in mathematics and mentor mathematics 
teachers, to investigate whether there is a correlation of the TPACK framework between pre-
service mathematics teachers (5th-year mathematics students) and mentor mathematics 
teachers, and to compare whether 1st - 5th year mathematics students’ TPACK framework is 
different across college level.  

The data was obtained from mathematics students at Kasetsart University, 
Kamphaengsaen campus and mentor mathematics teachers in 17 schools by means of the 
TPACK survey questionnaire, adapted from Schmidt et al (2009). The questionnaire was made 
up of the following subscales: technology knowledge (TK), pedagogy knowledge (PK), content 
knowledge (CK), technological pedagogical knowledge (TPK), technological content knowledge 
(TCK), pedagogical content knowledge (PCK), and technological pedagogical content 
knowledge (TPACK) 

Results of the study showed that most of the mentor teachers had a high level of CK and 
PK while most of the mathematics students showed only an average level of them. Most 
mathematics students and mentor teachers both possessed a high level of PCK but a moderate 
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level of TK. Moreover, interaction between TK and other bodies of knowledge resulted in a high 
level of TCK but an average level of TPK and TPACK for mathematics students and mentor 
teachers alike. On further analysis of the TPACK framework correlation, it was found that the 
TPACK framework of mentor teachers was not significantly correlated with that of pre-service 
teachers. Also, it was seen form the results that students’ PCK and TCK were significantly 
different across college level and 3rd-year students had a higher level of PCK and TCK than 
2nd-year students.     

 
Introduction 

In recent years, many studies has been conducted on Technological Pedagogical 
Content Knowledge (TPACK) as it attempts to grasp some of the essential qualities of teacher 
knowledge required for technology integration into teaching activities. The TPACK framework 
also helps assist teachers in managing effective teaching and learning processes as well as 
learners in establishing new bodies of content knowledge (M. Koehler & Mishra, 2008; M. J. 
Koehler & Mishra, 2009; Mishra & Koehler, 2006; Schmidt et al., 2009; Shulman, 1986). The 
TPACK framework was developed by Mishra and Koehler (2006), drawing upon Shulman 
(1986)’s Pedagogical Content Knowledge (PCK) by adding Technology Knowledge (TK) 
(Mishra & Koehler, 2006; Shulman, 1986).  

TPACK is a framework which brings in the relationships and the complexities between 
and among all the three fundamental components of knowledge (technology, pedagogy and 
content). According to Schmidt et al (2009) an intuitive understanding of teaching content with 
proper pedagogical methods and technologies is at the overlapping area of these three kinds of 
knowledge.  

As seen in Figure 1, 7 components are included in the TPACK framework. Based on this 
framework, the current study aims to: 1) survey TPACK knowledge levels of 1st-5th year 
mathematics undergraduates and mentor mathematics teachers, 2) examine a correlation of the 
TPACK knowledge between pre-service mathematics teachers and their mentor mathematics 
teachers, and 3) compare mathematics students’ TPACK construct level across college level.  
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Figure 1 The components of the TPACK framework (M. Koehler & Mishra, 2008; Mishra & 
Koehler, 2006) http://tpack.org/ as the source 
 
Participants 

Participants consisted of 40 mentor mathematics teachers and 156 mathematic students 
in Faculty of Education at Kasetsart University, Kamphaengsaen campus, Thailand. Of these 
156 students, 112 were 1st-4th year students and 44 were 5th-year pre-service teachers who 
were, under 40 mentor mathematics teachers’ guidance, teaching mathematics in 17 secondary 
schools. 
 
Research Instrument 

The data was gathered through the TPACK survey questionnaire, adapted from Schmidt 
et al (2009). The questionnaire is made up of merely mathematics-related items, yielding seven 
subscales with a total of 29 items. The questionnaire uses a Likert-type scale with five response 
choices, including “1 = strongly disagree,” “2 = disagree,” “3 = neither agree nor disagree,” “4 
= agree,” and “5 = strongly agree.” To find the reliability of the scales, Cronbach’s alpha 
coefficient is used. The calculated reliabilities of the subscales range from 0.87 to 0.94, 
indicating that the questionnaire is highly reliable.  
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Data Analysis 
To analyze the data, first a descriptive statistics is used to present the information on the 

percentage of the TPACK construct level of 1st-5th year mathematics students and mentor 
mathematics teachers. Then the relationship of the TPACK construct level between only 5th-year 
pre-service teachers and their mentor teachers was determined by Pearson correlation. Finally, 
one-way ANOVA was used to compare whether the TPACK construct level of 1st-5th year 
mathematics students differs across year level. 
 
Results 

As shown in Table 1, research results revealed that most mentor mathematics teachers 
possessed a high level of CK and PK, while most mathematics students possessed an average 
level of CK and PK. Furthermore, the level of PCK was high but that of TK was moderate for 
most mathematics students and mentor mathematics teachers. Besides, in terms of the bodies 
of knowledge interacted by TK, both mathematics students and mentor mathematics teachers 
had a high level of TCK but an average level of TPK and TPACK. 

On closer analysis of mathematics students’ TPACK level, it was found that most of the 
freshman students demonstrated a high level of PK, PCK, TCK and TPACK but showed an 
average level of TK, CK and TPK. Additionally, the levels of seven constructs were moderate 
and high for most sophomore students and most junior students respectively. As for senior 
students, most indicated a high level in constructs of PCK, TCK, TPK, and TPACK but showed 
an average level in constructs of TK, CK, and PK. With regard to fifth-year pre-service 
mathematics teachers’ construct level, only TCK level was high while the other constructs were 
moderate. 

The TPACK construct correlation between pre-service mathematics teachers and 
mentor mathematics teachers was considerably low (r = .19 p = .217), meaning that mentor 
mathematics teachers’ TPACK construct was not significantly correlated with pre-service 
mathematics teachers’.  
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Table 1 Percentage of Students and Teachers’ TPACK 

Construct Level 
Percentage of students 

Total 
(%) 

Percentage 
of  

teachers 
Year 1 Year 2 Year 3 Year 4 Year 5 

TK         
  L 10.71 0.00 0.00 3.13 2.27 3.03 10.26 
  M 46.43 77.78 38.24 62.50 75.00 60.61 48.72 

  H 42.86 22.22 61.76 34.38 22.73 36.36 41.02 
CK          
  L 14.29 3.70 5.88 0.00 2.27 4.85 0.00 
  M 46.43 74.07 41.18 62.50 56.82 55.76 20.51 
 H 39.29 22.22 52.94 34.38 40.91 38.79 79.49 
PK         
 L 3.57 0.00 0.00 0.00 0.00 0.60 0.00 
 M 46.43 74.07 50.00 62.50 61.36 58.79 7.69 
 H 50.00 25.93 50.00 37.50 38.64 40.61 92.31 

PCK         
 L 7.14 3.70 5.88 0.00 0.00 3.03 0.00 
 M 32.14 70.37 26.47 46.88 54.55 46.06 17.95 
 H 60.71 25.93 67.65 53.13 45.45 50.91 82.05 
TCK         
 L 17.86 7.41 0.00 15.63 4.55 8.48 7.69 
 M 32.14 62.96 29.41 31.25 45.45 40.00 33.33 
 H 50.00 29.63 70.59 53.13 50.00 51.52 58.97 
TPK          
 L 10.71 0.00 0.00 0.00 2.27 2.42 2.56 
 M 50.00 66.67 35.29 40.63 56.82 49.70 51.28 

 H 39.29 33.33 64.71 59.38 40.91 47.88 46.15 

TPACK         
 L 10.71 3.70 5.88 0.00 2.27 4.24 7.69 
 M 35.71 70.37 32.35 53.13 65.91 52.12 51.28 

 H 53.57 25.93 61.76 46.88 31.82 43.64 41.03 
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As presented in Table 2, the ANOVA results indicated that there were no significant 
differences in constructs of TK, CK, PK, TPK and TPACK between 1st-5th year mathematics 
students. It was found, however, that mathematics students in all year levels differed 
significantly in knowledge of PCK and TCK. 
 
Table 2 One-way ANOVA Results of Students’ TPACK Constructs 
Construct Source SS df MS F P 

TK Between Groups 2.026 4 0.507 1.710 0.150 

 Within Groups 47.395 160 0.296   

 Total 49.421 164    

CK Between Groups 1.299 4 0.325 0.749 0.560 

 Within Groups 69.444 160 0.434   

 Total 70.743 164    

PK Between Groups 0.873 4 0.218 0.844 0.499 

 Within Groups 41.338 160 0.258   

 Total 42.211 164    

PCK Between Groups 3.998 4 0.999 2.457 0.048 

 Within Groups 65.069 160 0.407   

 Total 69.067 164    

TCK Between Groups 6.530 4 1.632 3.018 0.020 

 Within Groups 86.537 160 0.541   

 Total 93.067 164    

TPK Between Groups 3.411 4 0.853 1.903 0.112 

 Within Groups 71.699 160 0.448   

 Total 75.110 164    

TPACK Between Groups 4.715 4 1.179 2.344 0.057 

 Within Groups 80.462 160 0.503   

 Total 85.178 164    
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In addition, a Bonferroni post hoc test was employed for further multiple comparisons. 
The result, as shown in Table 3, indicated that the means of PCK and TCK of 3rd-year students 
were higher than those of 2nd-year students. 

 
Table 3 Bonferroni Multiple Comparisons of PCK and TCK of Third and Second Year Students 

Construct Year i year j Mean diff. SE p 

PCK 1 2 0.312 0.172 0.714 

 1 3 -0.164 0.163 1.000 

 1 4 -0.054 0.165 1.000 

 1 5 0.117 0.154 1.000 
 2 3 -0.476 0.164 0.043 

 2 4 -0.366 0.167 0.296 

 2 5 -0.195 0.156 1.000 

 3 4 0.110 0.157 1.000 

 3 5 0.281 0.146 0.556 

 4 5 0.170 0.148 1.000 

TCK 1 2 0.026 0.223 1.000 

 1 3 -0.538 0.213 0.139 

 1 4 -0.121 0.232 1.000 

 1 5 -0.192 0.207 0.985 
 2 3 -0.564 0.166 0.012 

 2 4 -0.147 0.189 0.996 

 2 5 -0.218 0.158 0.833 

 3 4 0.417 0.177 0.193 

 3 5 0.346 0.143 0.164 

 4 5 -0.071 0.170 1.000 
 
Conclusion and Discussion 

The TPACK framework is an increasingly studies and used approach for technology-
integrated instruction. In this study, 1st - 5th year mathematics college students and mentor 
mathematics teachers were surveyed on their knowledge of the TPACK framework. I 
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investigated whether there is a correlation of the TPACK framework between pre-service 
mathematics teachers and their mentor mathematics teachers. I also compare whether 1st - 5th 
year mathematics students’ TPACK framework is different across college level. 

The results indicate that most of the teachers have a high level of TK, TPK and TPACK 
while most of the students have an average level of TK, PK, CK, TPK, and TPACK. It is 
suggested that mentor mathematics teachers had better improve their TK with a particular focus 
on TPK and mathematics undergraduates should improve their TK, CK, and PK with particular 
emphasis on TPK, thereby leading both of them to acquire a high level of TPACK.  

In addition, teachers’ TPACK construct was not significantly correlated with students’ 
TPACK and the result also showed a highly low correlation. On comparison of students’ TPACK 
construct across college level, it was found that there were no significant differences in TK, CK, 
PK, TPK and TPACK, but a significant difference was found in PCK and TCK nevertheless.  

As discussed previously, mentor mathematics teachers’ TPACK construct correlated 
slightly with pre-service mathematics teachers’. It is thus recommended that pre-service 
teachers should improve their TPACK knowledge by designing technology-integrated 
curriculum and also mentor mathematics teachers ought to improve their TPACK knowledge 
through participating in technology integration workshops so that they both can augment their 
mathematics instruction in order to meet the need of their students in the age of technology.  
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Abstract  

In the present age of information technology, information and communication 
technology (ICT) has played a predominant role in the present-day education. Teachers as the 
organizers of the instruction, therefore, need to be competent in ICT in order to develop and 
design effective learning environments that best suit students and also support them to 
become skilled at ICT.  In Thai educational system, a lot of teachers have to take many 
responsibilities, such as organizing instruction, taking care of students, or even dealing with 
document and general affairs. Moreover, a lot of teachers do not have assistant teachers or 
staffs to help them in classes; it is thus necessary for them to be able to use technological 
tools for producing teaching materials and media on their own.  

The primary purpose of this pilot study was to indentify factors indicating secondary 
school teachers’ ICT competencies in Thailand by using the Behavioral Event Interviews 
(BEI) invented by McClelland in 1973 and further developed by Boyatzis in 1982, and 
Spencer and Spencer in 1993 (Spencer & Spencer, 1993).The present pilot study limited itself 
to the competency in the uses of computer software, computer hardware, and the Internet 
network in instruction. The sample was composed of secondary school teachers from extra-
large, large, medium, and small schools. The data was collected using the Behavioral Event 
Interviews, which included the stricter in-depth interview and the critical incident technique, 
to stimulate the interviewees to demonstrate their actual working behaviors in professional 
lives (Boyatzis, 1982). The interviewees were asked to describe and explain their working 
behaviors in professional lives that have helped them work successfully with regard to ICT.   

After decoding the data and comparatively analyzing the teachers’ working  
behaviors, it was found that there are  twenty two  ICT competency indicators, which were 
further grouped into eight key factors: 1) computer literacy 2) technology literacy 3) 
information literacy 4) computer software capability 5) data file management 6) online social 
network 7) ICT-integrated instruction, and 8) ICT-related ethics. The key factors that 
distinguished between the high-competency group and the moderate competency one were: 
1) computer literacy (solving simple computer problems), 2) technology literacy (connecting 
basic technological tools in teaching), 3) computer software capability (making multiple uses 
of computer software), and 4) ICT-integrated instruction (selecting ICT media and computer 
programs for instruction). Besides, the high-competent group has ICT competency higher, 
more accurate, and more proper than dose the moderate one. The eight key factors were 
validated by expert teachers of ICT. 
 
Keywords: Secondary Education ,Educational Technology, ICT Competencies, Teachers’ 

ICT Competencies, Behavioral Event Interviews 
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Introduction  
 

In  the  21st century  information  –  rich  and  knowledge  –  based society, makes  it  
imperative  for both  teachers  and  students  to utilize  technology effectively. To enhance 
students’ capability of doing so, teachers can use technology to promote students to become 
1)Capable information technology users 2) Information seekers, analyzers, and evaluators 3) 
Problem solvers and decision makers 4) Creative and effective users of productivity tools 5)  
Communicators, collaborators, publishers, and producers 6) Informed, responsible, and 
contributing citizens(UNESCO, 2008 a)  

 
To achieve these capabilities, teachers are key individuals in helping students 

productively learn technology and become technologically competent because teachers are 
directly responsible for establishing the classroom learning environment and equipping 
students with learning opportunities to easily take advantage of technology in their study and 
communication. It is thus of crucial importance to teachers to be able to implement the ICT-
infused activities and provide their students with these opportunities and this is a necessary 
skill for professional teachers in today’s world (UNESCO, 2008 a; Apanpa & Lawal, 2009).  
 

Teachers play a pivotal role in organizing education as they are learning organizers. It 
is therefore crucial for teachers to being capable of utilizing the extensive capacities of ICT to 
create effective teaching and learning activities as well as equipping their students with 
adequate ICT knowledge and skills for learning too (Jakstiene, 2011). Although much 
research have collected data and indentified ICT competency to develop ICT competency 
framework based on ideas and theories from different sources, findings may not be accurate 
and relevant to the data obtained from those who have practical experiences in ICT-
implemented instruction. Proof and identification of ICT competency, therefore, need to be 
conducted again since ICT tools and knowledge in the present wide society has changed 
(UNESSCO, 2008b) and also the understanding of ICT has changed according to time, 
context, and situation related to ICT (Schneckenberg & Wildt, 2006 ; Lotriet, Matthee & 
Alexander, 2006; Keser & Özcan, 2011).  
 
  As mentioned above, teachers’ ICT competency and its component identification is 
of great significance. Moreover, in the rapidly changing word nowadays, ICT tools have been 
modernized in such a way that they are much more different than ever before. Furthermore, 
Thailand’s ICT-based education management is different from many countries. For these 
reasons, the researcher is interested in determining secondary school teachers’ ICT 
competency factors in Thailand to serve as the guideline for identification of ICT competency 
that best suits Thailand’s educational society.  

 
Literature review   
 
1.Identification of Teacher ICT competency 
 
 Previous ICT competency studies have suggested that researchers have investigated 
and identified ICT competency factors within only the context of the countries under study 
and their ICT-related practices. For example, Espasa, Guasch & Alvarez (2009) investigated 
ICT competency of university lecturers and found that there were five ICT competency 
factors: planning and designing, society, learning outcome, technology, and management.  
Prendes, Castaneda & Gutierrez (2010) found that, based on leaning model, there were five 
ICT competency factors of university lecturers: learning organization, administration, ethics, 
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society and law, professional development, and technique. Jakstiene (2011) examined 
university lecturers’ ICT competency factors and discovered that there were two factors, 
basic ICT capability and the capability of integrating ICT into courses. Trifonova (2010) 
found that there were two ICT competency factors of primary school teachers as follows: 
fundamental knowledge and skills of technology use and professional competency. Based on 
these findings, it becomes clear that ICT competency factors differ according to research 
constraints and contexts under study.  
 
2. Behavioral Event Interviews 
 

Behavioral Event Interviews was first developed by McClelland in 1973 until 1976 
and was later developed by Boyatzis and Spencer & Spencer in 1982 and 1993 respectively. 
Behavioral Event Interviews draws upon the critical Incident Technique invented by 
Flanagan in 1954 (Workitect, 2004; Marrelli , 2005; Fernandez,2007), which use detailed 
questions to ask about past experience regarding professional work in order to stimulate 
interviewees to express their behaviors indicating knowledge, ability, and attitude necessary 
for professional success. There are five stages of using Behavioral Event Interviews: 1) 
instruction and explanation 2) area of work responsibility 3) behavioral events 4) necessary 
skills for work and, 5) detail summary.  
 

To retrieve as much as possible the information from interviewees, the STAR 
technique is used to create questions consisting of four key components, namely 1) situation, 
2) task 3) action and 4) result (Bellsouth, 2002; Kumar, 2004; Karls, 2010; Career service 
center, 2011). The data will be analyzed to identify behavioral indicators which can be 
extracted from the data reflected by interviewees. These indicators are then categorized into a 
particular type of competency for interviewees under study. Behavioral Event Interviews is a 
tool to indentify key competencies necessary for work success (Spencer & Spencer, 1993). 
  
3.Identification competency by Behavioral Event Interviews 
 

From previous studies have been identified competencies using the Behavioral Event 
Interview. For example, Getha-Taylor (2007) using the Behavioral Event Interview design to 
identify differentiating collaborative competencies and create a competency model for future 
validation. Vathanophas & Thai-ngam (2007) identify the required competencies and develop     
a competency model for effective job performance at the Chief of the General Administrative 
Sub-Division position level in the Thai Department of Agriculture using the Behavioral Event 
Interview technique. The study revealed that there were twenty-three competencies that 
superior job performers used in carrying out this job well. Consequently, the researcher uses 
current level of importance of competency as primary information to recommend nine 
competencies in a competency model. Bongers (2011) identify competencies of self-
employed workers using the Behavioral Event Interview technique . Behavioral Event 
Interview were held by telephone to identify competencies that may influence the general 
satisfaction of customers. And  Steiner & Hassel (2011) use the Behavioral Event Interview 
to Building a turnaround leaders competency model and assess turnaround leadership 
competencies.  
 
Research Methodology 
 

This present study set out as a pilot study to factorize ICT competency of secondary 
school teachers in Thailand. Particularly in Thailand’s educational system, teachers have to 
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do a lot of jobs involving different aspects, such as organizing instruction, catering for 
students, and dealing with paper and administrative work. Besides, most schools do not have 
assistant teachers in classrooms, and as a result teachers need to utilize technology to produce 
learning materials and media on their own. In this current research, the focus of ICT 
competency is thus on the knowledge and capability of the use of computer software and 
hardware, and the use of the Internet network in organizing instruction.  

 
1. Characteristics of Sample 
 

The sample consisted of 30 secondary school teachers who teach sciences, 
mathematics, Thai language, foreign language, social sciences, or arts altogether form extra-
large, large, medium, and small school sizes. To ensure statistical validity, Spencer & 
Spencer (1993) suggested that study samples should include at least 20 individuals. 
 
2. Method of Identifying ICT Competency 
 
 In this study, there are six states of indentifying teachers’ ICT competency, 
developed from Spencer & Spencer (1993), Hay Group (2003), Vathanophas & Thai-ngam 
(2007) and Steiner & Hassel (2011): 
 
1. Literature Review — To define performance effectiveness criteria, the researcher reviewed 
related literature in order to analyze and set basic criteria for determining teachers’ ICT-
related work in productive instruction. 
 
2. BEI Construction —The Behavioral Event Interviews was invented using the STAR 
Technique which cover teacher’s ICT competency in terms of computer software, computer 
hardware, and Internet-based instruction. 
 
3. Data Gathering Procedure — The researcher interviewed both the high competency group 
and the average competency group by employing the Behavioral Event Interviews. Both 
groups were asked by the same questions and then the answers were jotted down and 
recorded.  
 
4. Identifying ICT competency — After coding the data obtained from the Behavioral Event 
Interviews, Content Analysis was used to analyze the data in order to determine ICT 
competency factors.   
 
5. ICT Competency Factors Validation — ICT competency factors were validated by expert 
teachers of ICT.  
 
Research Result 
 

On completion of data analysis, it was found that teachers’ ICT behaviors could be 
classified into 22 items which composed eight ICT competency factors as follows: 1) 
computer literacy 2) technology literacy 3) information literacy 4) computer software 
capability 5) data file management 6) online social network 7) ICT-integrated instruction, and 
8) ICT-related ethics, as shown in Table 1. 
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Table 1 Subcomponents and Key Components of Teacher ICT Competency 
 

Sub-Components Key Components 
1. The ability to use computer 
2. The ability to solve basic computer problems 

1. Computer Literacy 

3. The ability to use basic ICT tools 
4. The ability to appropriately choosing ICT tools 
5. The ability to connect ICT tools in teaching 

2. Technology Literacy 

6. The ability to access to information 
7. The ability to use searching key words 
8. The ability to screen information 

3. Information literacy 

9. The ability to basic computer software 
10. The ability to maximally utilize computer software 
11. The ability to use specific academic software 

4. Software Capability  

12. The ability to process and save data  
13. The ability to compress and enlarge data file size 
14. The ability to search and retrieve data file 

5. File Management 
 

15. The ability to communicate via email 
16. The ability to use online social network 

6. Online Social Network 

17. The ability to select ICT tools for instruction 
18. The ability to choose computer software for instruction 
19. The ability to choose computer software for producing 
instructional media 

7. ICT-Infused Instruction 

20. The awareness of the consequences of ICT use 
21. The awareness of data source citation and credit 
22. The awareness of proper use of free or bought 
information/program  

8. ICT-Related Ethics 
 

 
Discussion  
 

In this study, the identification of teachers’ ICT competency using Behavioral Event 
Interviews showed the ICT competency factors that secondary school teachers in Thailand 
must have in order to work and deal with instruction effectively. The data obtained from 
teachers’ past experience is the best way to predict future behavior. This finding will be of 
use in many respects, for example, inventing the tool for indentifying teachers’ ICT 
competency, arranging training programs, and improving ICT teacher resources. 
 
Conclusion 
 
 There are eight ICT competency factors of secondary school teachers: 1) computer 
literacy 2) technology literacy 3) information literacy 4) computer software literacy 5) data 
file management skills 6) social network skills 7) capability of integrating ICT into class and 
8) ethics of ICT use. The key factors that distinguished between the high-competency group 
and the moderate competency one were: 1) computer literacy (solving simple computer 
problems), 2) technology literacy (connecting basic technological tools in teaching), 3) 
computer software capability (making multiple uses of computer software), and 4) ICT-
integrated instruction (selecting ICT media and computer programs for instruction). Besides, 
the high-competent group has ICT competency higher, more accurate, and more proper than 
dose the moderate one.  
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Suggestions for Future Research 
 
 To make research results more valid and relevant to the empirical data provided by 
secondary school teachers, further studies should increase the sample size from across all 
religions and should validate ICT competency factors by, for example, employing the Delphi 
Technique and Confirmatory Factor Analysis.  
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Abstract 

Authentic assessments are becoming increasingly more valuable in higher education.  However, 

the move to more authentic assessments has not been as successful as envisioned because of 

certain philosophical commitments.  The purpose of my presentation is to address how we can 

make assessments more authentic as instructors and educators by recognizing and overcoming 

the limitations that individualism and abstractionism, two of these philosophical commitments, 

place on our assessment practices.  I will begin by explicating these assumptions as they drive 

typical, inauthentic assessments; in doing so, I will also address how these assumptions have 

marred current attempts to make assessments authentic.  I will conclude by proposing that 

collaborative assessment, guided by a relational educational philosophy, can be a more authentic 

type of assessment in higher education.  

Keywords: authentic assessment, individualism, abstractionism, relational educational 

philosophy, collaborative assessment 
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How Can We Make Assessments More Authentic? 

Authentic assessments are becoming increasingly more valuable in higher education.  

Svinicki (2004) argues that the active learning paradigm we are transitioning to requires 

assessments that are consistent with the paradigm, i.e., authentic assessments that “replicate real-

world performances as closely as possible” (p. 23).  However, the move to more authentic 

assessments has not been as successful as envisioned because of increased time commitments for 

instructors and students (Svinicki, 2004).  The convenience of grading typical tests in addition to 

increasing class sizes are also considerations for instructors.  Hence, because of such practical 

concerns, assessment methods have often dictated how students learn, i.e., in a passive way.  

Although educators would like learning to drive assessments, this has not typically been the case.       

However, these and other practical reasons for adopting typical assessments instead of 

authentic assessments are only one side of the coin.  Long-standing philosophical assumptions 

about students as learners have also committed instructors to favor one mode of assessment in 

most, if not all, disciplines.  Two assumptions that have not yet been formally explored in the 

context of assessment are individualism and abstractionism.  These assumptions concern the 

fundamental nature of human beings, and as such affect how instructors assess students.   

The purpose of my presentation is to address how we can make assessments more 

authentic as instructors and educators by recognizing and overcoming the limitations that 

individualism and abstractionism place on our assessment practices.  I will begin by explicating 

these assumptions as they drive typical, inauthentic assessments; in doing so, I will also address 

how these assumptions have marred current attempts to make assessments authentic.  I will 

conclude by proposing that collaborative assessment, guided by a relational educational 

philosophy, can be a more authentic type of assessment in higher education.  
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Individualism and Inauthentic Assessments 

Although others have explicated the influence of an egoistic individualism on education 

(e.g., Hargreaves, 1980), the influence of an ontological individualism on students and 

instructors has yet to be clarified.  Ontological individualism assumes that a human being is a 

self-contained being, separate from all other human beings.  As Richardson (2005) explains, this 

kind of individualism is based on the “widespread modern notion that the basic unit of human 

reality is the individual person, who is assumed to exist and have determinate characteristics 

prior to and independent of his or her social existence” (p. 28).  This assumption is so 

commonly-accepted and under-examined that individualism is regarded as a “scientific, rational, 

or even common sense self-understanding instead of as one self-interpretation among a myriad 

of others” (Christopher, 2001, p. 117).           

Gergen (2001) traces the beginnings of ontological individualism to modernism.  The 

modern movement, in particular, resulted in the centrality of individual knowledge: “For within 

each of us, it was proposed lies a bounded and sacred sanctuary of the mind, a domain governed 

by our autonomous capacities for careful, conscious observation and rational deliberation” (p. 

804).  It was Descartes’ focus on individual knowledge in his Discourse on Method (1637) that 

catapulted the individual mind to the forefront of philosophical inquiry.   

Given its “modern” roots, it is likely that education in Western society has also been 

influenced by individualism.  In other words, students are assumed to be self-contained learners 

who acquire individual knowledge.  Hence, individual assessment is typically considered to be 

the only and/or best way to test students based on what they know; in other words, assessments 

are administered in a way to allow students to demonstrate their own isolated competencies.  

Collaboration, from this perspective, is considered a crutch or form of academic dishonesty 
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where individual students need to learn answers from others because they do not know them 

themselves.  It is the idea that students should know the answers themselves in order to 

demonstrate competence that has led to individual, inauthentic assessments in education.  We 

need look no further than our own experiences as students and instructors to see the effects of 

individualism on assessment. 

Individualism has led to inauthentic assessments which typically do not resemble real 

world performances.  Interestingly, in Svinicki’s analysis of authentic assessments (2004), many 

of her examples of authentic assessments are not based on an individual’s self-contained 

performance; instead, these authentic assessments happen on a collaborative level because real 

world performances typically involve the combined efforts of a web of individuals.  Using 

proven assessments by other researchers and organizations, Svinicki suggests that collaboration, 

not individuality, often goes hand in hand with authentic assessments.  Three of her four primary 

examples do not have an evidently individualistic focus but are directed towards collaborative 

ends.  These examples are multidisciplinary teams working on real-world problems, groups of 

students working in simulated environments, and teams creating real products.  Although her 

emphasis is the real world influence on these assessments, one might suspect that this real world 

does not function with individuals working separately or against each other.  Hence, real world 

assessments are often not self-contained examinations; typical assessments that examine 

individual knowledge are not authentic because they operate on a level of individual separation 

and divorce from real world contexts. 

Abstractionism and “Authentic” Assessments 

 Slife and Richardson (2008), proponents of an ontological “relationality,” explain that 

“Abstractionism assumes that all things, including the self, are the most real and the best 
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understood when they are abstracted or separated from the situations in which they occur” (p. 

701).”  Students, therefore, are best understood individually despite the relational contexts in 

which they find themselves (e.g., in relation with teachers and other students), and as such are 

assessed as if the communal context of the classroom only matters inasmuch as individual 

students are affected.  In other words, the individual is abstracted from his or her relational 

contexts because individuality is assumed to be the most fundamental understanding of human 

beings, and therefore students.  Typical, individual, inauthentic assessments, then, could also be 

seen as abstractions of students from real-world or even classroom contexts that involve learning 

together with others.   

Furthermore, because of this abstractionist ontology, a weak relational understanding of 

students can be contrasted with a strong relational understanding.  Slife (2005) argues that 

according to the ontological or “strong” relationist, “Things are not first self-contained entities 

and then interactive.  Each thing, including each person, is first and always a nexus of relations” 

(p. 159).  In the classroom context, this understanding means that students are in relation with 

their teachers as well as each other and that these relationships give students their identity.  

Therefore, learning happens because of these relationships; the relationships of teachers to 

students and students to each other are the beginning and end of any learning that takes place.  

Hence, testing students individually, without regard for these relationships (of learning), is not 

reasonable according to a relational ontology, especially if learning happens relationally and 

assessments are designed for learning’s sake. 

 Abstractionism also affects the contexts of assessments.  In the same way that laboratory 

contexts (as abstractions of real world contexts) have qualitative differences compared to real 

world contexts, educational assessments are inherently different from real world assessments 
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because of their respective contexts.  Abstractionists studying psychology, for example, might 

assume that a laboratory can reveal features of behavior that are consistent with real world 

behavior but they often do not recognize that this assumption only holds if people are inherently 

unchanging and contextless (Slife, 2005).  Similarly, there are differences between educational 

and real world assessments, so much so that attempting to make educational assessments 

resemble real world performances is only possible inasmuch as laboratories reflect the real 

world, i.e., devoid of context.  

However, there are several contextual differences that will always make an educational 

assessment different to a “real world performance.”  Current attempts to make assessments 

authentic have been problematic partly because of these differences.  Comparing classroom and 

workplace settings (the workplace being an example of the real world), for example, the motives 

of students are different to the motives of employees: for instance, students are at least in part 

motivated by grades whereas employees are not motivated by grades but by money.  Instructors 

are also different to employers because instructors are concerned with student learning whereas 

employers care about employee productivity.  The lives of others are also affected differently by 

students and employees: students are involved in situations that are less consequential compared 

to those in the “real world”; even the more authentic assessments do not affect “real world” 

people in the same way as real world performances that are not grounds for practice.  

Assessments cannot be authentic if authenticity only reflects resemblance to the real world as 

educational assessments will always be different to real world assessments. 

Another problem with the movement towards more authentic assessments is what the real 

world constitutes.  Current explanations make the classroom setting seem like an abstraction 

where people are abstracted from the real world in order to learn out of context as students; 
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students are then doubly abstracted when they are put in examination situations.  However, the 

problem with these abstractions is that educational settings can still be considered as the real 

world; classrooms and assessments are not any less functionally “real” than the performative 

world.  Svinicki (2004) and Wiggins (1998) suggest that making assessments more similar to 

real world contexts gives them more authenticity.  However, educational settings are not merely 

extensions of the real world; they are the real world.  For educators and students, the classroom 

is as real a setting as any other with real world performances and consequences; what they 

experience educationally is as consequential to them as anything else in the “real world,” maybe 

even more.  Hence, an alternative conception of authenticity could entail using what is unique to 

educational settings including its advantages such as being a training ground where second 

chances are available to solving problems (Wiggins, 1998).  This kind of authenticity is true to 

the educational context.       

Towards a More Authentic Assessment 

A Relational Educational Philosophy 

 Given these philosophical issues, a more authentic assessment would require an 

additional step beyond what has already been implemented.  Margonis (2011a) and Bingham 

(2011) are two educators who have recently argued for a more relational educational philosophy.  

This is evidence that trends are moving away from traditional conceptions of teacher authority 

commanding relationships with students.  However, the movement to relational education has 

primarily addressed the teacher-student relationship thus far, not the relationships that students 

have with each other.  Furthermore, relationality has not been implemented in the realm of 

assessment either.  I propose that instead of being ignored, like the teacher-student relationship 
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was for some time, students’ relationships with each other should be fostered in order to meet the 

demands of a more authentic assessment. 

 The element of “community” is the focus of this relational understanding of student-

student relationships.  “A relational ontology assumes that we are always and already 

community; our very nature is shared through practices and our very constitution is mutual” 

(Slife, 2005, p. 168).  The community of students is fundamental to a classroom because only 

together can they constitute that institution.  Despite the similarities that have been drawn 

between educational and “real world” settings, classrooms have lacked the community and team 

orientation that abounds in the real world—some have even suggested that college graduates are 

underprepared for employment because educators have not focused on developing the skills 

needed to work effectively in groups (Coers, et al., 2010). 

 However, these skills should not be honed for individualistic ends; rather, the classroom 

community should be strengthened with the focus on the relationships in that community.  

Because the nature of students is already relational, focusing on their relationships with other 

students will naturally help with the educational practices that they share.  Margonis (2011a) 

suggests that 

By focusing upon the character of meaningful educational relationships, and not upon the 

specific human traits students are said to possess or upon the traits a pedagogy is 

designed to produce, relational philosophies of education have the potential to offer more 

nuanced and humane interpretations of educational events, while expanding the 

pedagogical possibilities for powerful educational interactions. (pp. 436-437) 

Margonis also contends that it is the “quality of the relationships [that] shapes the richness of 

possible educational exchanges” (p. 437) and that relational teachers connect students with each 
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other and insist that they feel inclined to work and think together (2011b).  Furthermore, 

Bingham (2011) suggests that the relational teacher has “the role of one who creates the 

circumstances for belonging and meaningfulness… the crucial human role of drawing people 

together … With the teacher, the school can become a community” (p. 517).  

Collaborative Assessment 

 Since it has been suggested that teachers should be responsible for the facilitating of 

relationships in the classroom, collaborative learning should be given greater consideration by 

instructors as a way to build classroom communities.  Researchers have argued that the turn to 

collaborative learning has been met positively because active learning is considered to take place 

more often when other students are involved (Svinicki & McKeachie, 2010).  This would be 

consistent with a relational understanding of the classroom as a community of learners who learn 

first and foremost from relating with each other.  Moreover, the suggestion that “skill in working 

cooperatively is essential for most vocations” (p. 192) shows that relationships might have the 

purest authenticity or “resemblance” of the real world since relationships underlie all 

performances, in and outside of the classroom, according to a relational ontology.  Relationships 

are the real world and relationships between students are real relationships that are unique to the 

classroom setting.   

Nevertheless, assessment is still considered to be primarily individualistic because of the 

widely accepted assumptions that educators have made about students; i.e., if knowledge is an 

individual entity, the best way to assess students would be individually and especially if 

individual students are abstracted and separated from their classroom contexts.  In fact, without 

individualizing and abstracting students, it would be difficult to rank them since ranking is done 

against others.  However, Margonis (2011a) argues that “[students are] expected to devote 
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themselves, individually, to the curriculum in the name of passing a test. In such a miseducative 

space, students are effectively cut off from the intersubjective connections that would be most 

educative and are instead, prepared to live in social fields of isolation and impotence” (p. 438).   

If student-student relationships are the concern of collaborative learning, collaborative 

assessments could be a solution to the individualism and abstractionism that undergird 

inauthentic and non-relational assessments.  Collaborative assessment, when guided by a 

relational educational philosophy, could be a more authentic assessment that not only resembles 

real world performances but is a real world performance itself; in other words, the relationships 

between students would be the focus of collaborative assessment because these relationships are 

real and fundamental and facilitate more active learning.  Collaborative assessments do not 

necessarily have to be practical in the “real world”; rather, they could be true to the educational 

context but still be authentic because relationships underlie all contexts.  Furthermore, each 

collaborative assessment could be different and the students involved could also be different but 

relating to one another always happens.           

One example that serves as an authentic and relational collaborative assessment is given 

by Svinicki (2004): students at the American Film Institute are tasked with creating a series of 

short films where “Each student makes a unique contribution to the production, and all must 

work together to produce the final product” (p. 26).  Working together is the key to building 

students’ relationships with one another and building these relationships helps students to create 

the final product; the assessment cannot be separated from the relationships that happen in the 

context of the assessment.  The learning that takes place with this kind of assessment is not 

contained within each individual student but is present in the final product which is a nexus of 

the students’ relations and efforts with each other.  In fact, the collaborative assessment cannot 
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be completed unless students collaborate and relate with each other; like the production of a film, 

collaborative assessment cannot happen with a sole individual.   

Although this is but one example of a relational collaborative assessment, it could serve 

as a model for others.  Educators and instructors can be empowered to adopt more authentic 

assessments by recognizing and overcoming the prevalent influences of individualism and 

abstractionism on assessments in higher education, and when guided by a relational educational 

philosophy, collaborative assessments could be the more authentic assessments that we need.          
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     Around the country, professional or collegiate sports are often on the minds and 
in the daily conversations of both adolescents and adults alike.  Leveraging sports topics 
can be effective instructional strategies to introduce and develop multiple literacies in 
high school students, in college students, and in graduate students as they explore many 
different subject areas.  This study will include an analysis of the courses available at 
major universities and their local school districts which could easily include sports as 
teachable moments for mathematical literacy, media literacy, information literacy, and as 
connections for various case studies in law, medicine, ethics, and many other topics. 
  
 The National Council of Teachers of Mathematics recommends students learn 
data analysis and probability from prekindergarten through grade 12 by formulating 
questions that can be addressed with data collection, organization and displaying relevant 
data to answer them. The Common Core Standards for mathematics and technological 
literacy lend themselves easily to this exploration.  Each sport of each new season creates 
new information and a “buzz” everywhere from the water cooler to major news outlets.  
  
 This interest in the data is not just appearing in mass media, but in professional 
discourse as well.  The American Statistical Association provides data literacy lessons 
online for Kindergarten through College, for anyone’s perusal.  The American Library 
Association works with other humanities and social science groups -- like the Partnership 
for 21st Century Skills and the new common core standards -- to insure that data literacy, 
along with information literacy, is included as a learning standard for even the youngest 
students. And the print, television, and online news media, as well as professional and 
collegiate sports, provide the steady stream of data needed to remix and repurpose for 
these educational goals. 
 
 This study investigated whether examples of data literacy teaching materials 
could be found easily, and whether courses in both K-12 and university level institutions 
would present avenues to teach these content and skills, in the context of sports, and 
especially in subject areas other than Statistics classes.  Indeed, information is widely 
available and courses whose descriptions include a variety of sociological, geographical, 
and journalistic content are readily available for integration of these concepts on a 
school-wide or university-wide basis. 
 



Review of a Few Sports Data Literacy Lesson and Project Examples 
 
 At the elementary level students grades 3 – 5 kept  track of the records and 
averages of teams in the National Collegiate Athletic Association (NCAA) basketball 
tournament. Fractions, averages and percents were found and reinforced the statistics 
about the outcomes (Brown para. 3). A lesson appropriate for primary grades on teaching 
mathematics lessons through football and hurling data collection is a useful international 
connection as well (Delaney, p.2).  A website that rewards you for getting correct 
answers in adding, subtracting, multiplying and dividing numbers by shooting a basket 
can be a useful kinesthetic tool for some learners (Science Academy, p. 1).  An 
innovative school media center program for a mathematics unit was developed at the 
Memorial Junior High School in Minot, North Dakota.  The Use of sports statistics was 
used to learn math and reference skills (Math Worksheet Center, para. 4).   

 
Several interesting investigations from the past were also reported on but not 

pursued, perhaps due to concerns about connections to gambling.  The Tennessee Sports 
Math Project was designed to provide sport-related activities that were related to the 
student’s interests. The result was 30 lessons about college and professional sports that 
are free for teachers to use. Mathematics teachers in the sixth grade through ninth grade 
used the lessons to stimulate “at risk” students who might be willing to relate to sports 
(Keplinger, para. 1). 

 
In an informal 2009 survey of middle and high school students by graduate 

students at the University of Mississippi, 56 percent of boys and 45 percent of girls said 
they learned math easier because they played fantasy sports in class. And 33 percent of 
boys and 28 percent of girls said their grades improved. (Brown, para. 8).  However, 
formal reports of these projects could be located, and neither appeared to be ongoing, at 
the time of this report. 

 
And an interesting website that had taught mathematical concepts though sports 

statistics was the MathNSports Club Web site, which features sports celebrities and has a 
focus of increasing student achievement. Again, this project may have been abandoned 
due to concerns about the nature of certain sports figures as negative role models; it is no 
longer listed on consulting company MathMastery’s site (THE Journal, para. 1). 

 
Nevertheless, additional examples from professional organizations and advocacy 

groups continue pursue this area for its rich possibilities to connect data literacy skills to 
events in everyday life and news.  The NCTM Illuminations website has a great lesson on 
baseball. Lessons appropriate for grades six through eight explore players batting 
percentages on baseball cards.  Students can use sports statistics to help their own skills 
in sports in examples from the IIE Soltuion, which presents information regarding the 
association of math modeling skills in sports.  Especially for non-athletes, learning how 
to keep score by hand in bowling, for example, reinforces arithmetic skills and teaches a 
math algorithm. An excellent lesson of this type, appears in Education World for grades 3 
through 5 and grades 6 through 8 (Hopkins, para. 7). 

 



A recent article in Mathematics Teaching mentions that math and sport content is 
being developed on the web focusing on the "Maths and Sport: Countdown to the 
Games" initiative launched by the Millennium Mathematics Project in celebration of the 
Olympic Games to be held in London in 2012. The initiatives include free online 
mathematical tasks and articles, a new web portal and information on the paraphernalia 
surrounding the London Olympic Games (University of Cambridge, para. 1).  
 
Ideas for Integrating Sports Data Literacy into College Level Courses 
 
 In colleges, students take introductory statistics courses so they are able to digest 
research articles for their major and to write a possible thesis. Using sports, a common 
language or mental construct may be shared by many of the students; understanding 
statistical jargon may thus be easier when students are able to analyze a sport that they 
are interested in. Discussing whether a  sports team’s probability of winning, for 
example,  helps us understand the statistics in day to day applications such as car 
insurance, credit card interest, winning the lottery, getting a job, and health issues, among 
other things. 
 
 Several sports players are involved with legal issues when settling a contract or 
when they have problems with ethics and drug laws. Colleges can use these players and 
news stories when discussing contract law and legal issues that pertain to the athlete. The 
National Sports Law Institute of Marquette University Law School is an example of such 
a program.   
 
 Inferential statistics relates how to predict future events based on using past 
results on descriptive statistics.  In economics, students must try to invest their money 
based on past experience. By using sports as a reference in preparing students for this 
type of predictive exercise, it may help students relate to the concept in other fields. The 
list below attempts to find connections between subject areas and possible sports data 
literacy topics which could be integrated into each field, as smaller or larger course 
assignments or lessons. 

 
 College Departments, Programs, and Majors which may integrate sports content, 
with examples of possible assignments or projects: 
 
Academy for Creative Media (website and blog reports of trends, and over time) 
American Studies (players’ backgrounds and stats, including historic leagues) 
Anthropology (how players and teams perform given stints in major and minor leagues) 
Art and Fashion (stats in different uniform styles and colors) 
Biology (connections of player stats to their stature, age, height/weight, etc.) 
Botany (turf versus grass stats, including dirt interference for hits and catches) 
Chemistry (doping plus minus ratios, social network of accused juicers) 
Communications (how streaks and slumps are reported, and their after-effects) 
East Asian Languages and Cultures (stats of players from various cultures) 
Economics (club earnings and salaries, per-pitch or per-hit returns on investment) 
English (journalistic representations of statistics in the news, in textual explanations) 



Environmental Studies (effects of temperature and game environment, like rain, on stats) 
Ethnic Studies (player stats based on country of origin, time in leagues outside the U. S.) 
Geography (geographical location, time zones, altitude, travel time correlations w/ stats) 
History (stats of a player over time, or a ball club over time, versus identified variables) 
Indo-Pacific Languages and Literatures (development of players/teams internationally) 
Information and Computer Sciences (prediction models for individual/team matchups) 
Interdisciplinary Studies (social issues and individual issues and player performance) 
Interpretation and Translation Studies (international news coverage of major stat events) 
Journalism (representations of data and accuracy of their textual explanations in news) 
Languages (value of and interpretations of data by different cultures and media) 
Library and Information Science (access to data in different formats, including raw stats) 
Linguistics (tone and meaning in announcer and manager explanations of stats) 
Mathematics (multiple number-crunching strategies to show various math concepts) 
Philosophy (utilize books and theories about philosophic approaches to different sports) 
Physics (bat speed, batter stance, pitcher delivery style, pitch variation on batting stats) 
Political Science (worldwide leagues and stats of player development and “farming”) 
Psychology (life events, stress, health as connected to player or team performance) 
Public Administration (organizational turmoil or public relations related to performance) 
Religion (rituals or superstitions of players, i.e., sign of the cross before squaring to bat) 
Second Language Acquisition Studies (training and coaching of non-native players) 
Sociology (lworld events as connected to player or team performance, i.e., 9/11 games) 
Speech (use of data in advertising, season or team folklore, or by upper management) 
Women’s Studies (correlation between superstars’ dating habits and field performance) 
 
 Many more examples can be implemented in the College of Business, College of 
Law, College of Medicine, College of Social Work, College of Nursing, and College of 
Education.  The purpose of integrating these sports concepts into courses would be to use 
familiar content when introducing difficult concepts or statistical procedures.  With 
simple shared mental frameworks, students would be able to integrate new data 
procedures and understandings into their own schema.  And research skills for data and 
text can easily be part of the assignment for students with math anxiety; finding articles 
which explain the events and model ways to interpret and explain data is a simple 
example of information literacy and fluency skills in action. 
 
 Results of this analysis revealed that a wide variety of subject areas at all 
developmental levels could benefit from sports connections, specifically in those skills 
which require critical thinking for numerical, analytical, inquiry-based, and data 
access/curation activities. In addition, the 21st Century skills framework (Partnership for 
21st Century Skills) could be utilized easily to track and distribute sports connections 
which enhance the developing literacies and student content skills which range in subject 
areas from simple content to complex applications.  
 
 Work is ongoing to identify appropriate examples which showcase mathematical 
understanding and to determine which curricula already include data literacy, or would 
benefit from an infusion of sports-related examples to assist with student engagement and 
refinement of their data literacy skills in all subject areas. 
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To varying degrees, research suggests specific congruent feedback is an effective tool used to 
increase student learning in physical education (PE) (Graham, 2010; Nicaise, Cogerino, Bois, & 
Amarose, 2006; Pellett & Herrison, 1995; Rikard, 1991; Stroot, 1990), thus important for 
preservice teachers to learn. However, the literature on preservice teachers’ use of specific 
feedback is limited. The purpose of this study was to investigate the amount of specific 
congruent feedback preservice teachers used during final peer teaching. Subjects were 61 
preservice teachers in senior PE methods classes over five semesters with the same instructor. 
During peer teaching, preservice teachers were expected to reach a minimum rate of 50% 
specific congruent feedback statements to individual students in the class (Graham, 2010). 
Feedback analysis was completed on 61 archival DVD peer teaching episodes. Training helped 
ensure systematic observation was accurate and reliable. To establish reliability, two independent 
coders separately reviewed each DVD and tallied frequencies of specific congruent (to the cue 
being taught) feedback for each lesson. Interobserver agreement was calculated at 91%. 
Frequency counts determined if preservice teachers met the 50% standard. In this descriptive 
study, 52% met the established standard. If specific, congruent feedback is an essential tool for 
student learning, the concern is not enough preservice teachers met the standard. The major 
implication of the study is that university professors must emphasize the use of specific 
congruent feedback with their preservice teachers if they expect them to use it.  

Keywords: feedback, preservice teachers, physical education 
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Abstract  

A multiple baseline design across settings was used to determine if teachers’ use of 

students’ names per verbal directive would reduce the off-task classroom behavior. Two 

student participants were selected because of their autism diagnosis. Six teachers were 

observed. Off-task behaviors and teacher usage of the student names were observed using a 

frequency count. Results show that teachers’ use of students’ names was effective at reducing 

off-task classroom behaviors for both student participants. 

 

 

KEYWORDS:  autism, student names, verbal directives 
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Introduction 

Children with autism do not learn in the standard manner as other children, via their 

environment through exploration and creative play (Smith, 2001). These autism-diagnosed 

children typically fail to understand social cues and/or communicative efforts (Smith, 2001). 

Routines and specificity are extremely important when instructing students with autism. 

Students with autism lack social awareness and may not be conscious to teacher’s statements 

directed toward them. Not using a student’s name when speaking to him or her may be 

affecting students with autism in relation to classroom behavior. Due to a lack of social cue 

awareness, lessened verbal directness may be at the root of the autistic student 

overrepresentation regarding ‘in-class’ behavior disruptions. 

 

Research Purpose 

The purpose of this study was to explore the behavior effects of students with autism 

in relation to teacher-student interactions through the implementation of using the student’s 

name twice with each teacher directive. Stating the student’s name both prior to and after 

verbal directives will aid the student in recognizing the beginning and the end of the 

instructional directive.  This recognition will allow the student to discern the spoken 

information is specifically directed at him or her. A verbal focus toward students with autism 

will prevent misunderstandings or potential classroom disruptions evident in the student’s 

behavior through the enhancement of student awareness. In hopes of achieving behavior 

reasoning concerning students with autism, the primary research question addressed whether 

teachers’ use of students’ names positively affects ‘in-class’ behavior? 
 

Literature Review 

Autism, a disturbance in psychological development in which use of language, reaction 

to stimuli, interpretation of the world, and the formation of relationships are not fully 

established and follow unusual patterns (Merriam-Webster’s Collegiate Dictionary, 1999), 

basically “denotes a withdrawal from social interaction with other persons” (Gaylord-Ross, 

Haring, Breen, & Pitts-Conway, 1984, p. 229). Social dysfunction, a primary feature of autism, 

(Loftin, Odom, & Lantz, 2008) is likely to manifest in children’s behavior. Children typically 

learn from exploration, creative play, modeling, and conversation whereas children with autism 

typically experience frustration, not understanding how to react (Smith, 2001). 
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The existing research on autism currently supports the belief that academic behaviors 

are critical in academic productivity enhancement (Banda & Kubina Jr., 2010). Banda and 

Kubina Jr. (2010) stress “noncompliance with academic demands may result in a decrease in 

on-task behavior…thus affecting academic achievement” (p. 81, as cited in Austin & Agar, 

2005). As behavior issues rise, academic progress lessens. Banda and Kubina Jr. cited 

Greenwood, Horton, and Utley (2002) that “there is a strong relation between on-task 

behaviors and academic achievement” (2010, p. 81). Smith (2001) suggests that children with 

autism do not learn from environmental or social cues because they have “difficulty relating to 

people, contexts, and standards of expected behavior” (Taber, Seltzer, Heflin, & Alberto, 

1999, p. 159). This difficulty may result in a failure to understand communicative efforts made 

by teachers in an attempt to teach them (Smith, 2001). Experiencing frustration, students with 

autism may react with inappropriate classroom behaviors (Smith, 2001).  

Students with Autism have different individual needs than children without autism. 

Teachers need to tailor instruction to meet student social behavior needs in order to promote 

an environment more receptive for learning. “Academic behaviors is a critical variable that 

enhances academic productivity” because behavior possesses momentum (Banda & Kubina 

Jr., 2010, p. 81). Individuals with autism have difficulty relating to the world around them 

(Taber, Seltzer, Heflin, & Alberto, 1999).  Hence, they display social deficits and lack the 

learning ability to seek out information from the environment (Browder & Shapiro, 1985; 

Loftin, Odom, & Lantz, 2008). These children need a definite starting and stopping point to 

help them “brea[k] down the continuous flow of ordinary adult-child interactions into highly 

distinctive events that are more easily discriminated by the child” (Smith, 2001, p. 87, as cited 

in Newsom, 1998, p. 426). In fact, it is believed by Browder and Shapiro (1985) and Mac Duff 

et al (1993) as cited in Taber, Seltzer, Heflin, and Alberto’s 1999 study that particular 

“individuals with autism…may engage in aberrant and off-task behaviors while waiting for 

externally delivered [verbal] prompts’’ or cues to direct them to cease off-task behavior and 

return to more appropriate on-task behaviors (p. 161). 

Studies have shown, according to Robertson, Chamberlain, and Kasari’s (2003) report, 

that teachers, who have closer, less conflictual relationships with students, are more likely to 

have fewer behavioral problems with these students (as cited in Birch & Ladd, 1998; Pianta & 

Nimetz, 1991; Pianta & Steinberg, 1992). Understanding the teacher better, students may 

develop stronger student-teacher relationships thus experiencing less behavioral problems 
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(Robertson, Chamberlain, & Kasari, 2003).  Because children with autism have difficulty 

deciphering and understanding social behavior nuances, teachers should adapt their mode of 

communication to reach out to these children. It can then be speculated that teachers should 

not wait for students with autism to initiate interactions or knowingly understand elicited 

teacher interactions unless there is a distinquishment engaging students into teacher evoked 

interactions (Coplan & Prakash, 2003). Teacher interactions may remain unclear unless 

significantly apparent; a direct cue may be needed alerting the student with autism that an 

interaction is taking place.  

 

Methods 

Participants 

Participants included two students diagnosed with autism, six teachers, and two 

paraprofessionals. To ensure different avenues of the instructional process were analyzed, the 

following criterion was used to select participants: 

(a) Participant student:  9th – 12th grade student previously diagnosed with autism  

(b) Participant educator: general and/or special education from two of the four core content areas 

(English, math, science, and history) and one from an elective content area (fine arts or computer 

technology) 

(c) Classroom instruction formats:  linguistic, nonlinguistic, and independent study  

Teacher participants were asked to continue their routine, unaware of the student behaviors 

being observed. To help eliminate any gender bias during observations, male and female 

paraprofessionals were selected as data collectors.  

 Sophomore student X was a fifteen year old male Caucasian student who struggled 

with task engagement due to excessive dancing and pacing, singing and humming, and cursing. 

Data was gathered for sophomore student X during his 1st, 2nd, and 6th class periods. Senior 

student Y was a seventeen year old male Caucasian student who also struggled with task 

engagement due to excessive pacing and fidgeting, laughing and humming, and occasional 

cursing. Data was gathered for senior student Y during his 1st, 2nd, and 5th class periods.   

 

Settings 

Observations and intervention data collection took place at Ponca City Senior High 

School during three separate 55 minute class periods per student. In this study, a student’s 

name was used for each teacher directive both at the beginning and end of the sentence in 
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order to test the critical theory predicting that teachers’ use of a student’s name while 

addressing him or her will positively influence the student’s classroom behavior. To eliminate 

potential course bias or discrimination two classes chosen were special education courses.  

Four core content and two elective computer courses were selected for the study. Two 

history teachers, female and male, were chosen because of the linguistic instructional 

methodology. Sophomore student X attended the general education class while senior student 

Y attended the resource class. Science and English teachers, both female, were selected for 

their non-linguistic instructional methodology. Sophomore student X attended the general 

education science class while senior student Y attended the special education English class. 

Qualifying as elective courses, two general education computer technology classes, instructed 

by females, were selected for the study because of the critical thinking, independent 

instructional methodology.  

 

Data Collection 

A multiple baseline across settings (3 classrooms per student) was used to determine 

the effectiveness of using a student’s name on ‘in-class’ behavior. Sophomore student X was 

observed in two special education classes and one general education class while senior student 

Y was observed in all general education classes.  

Observation data was collected using frequency count of tally marks for each 

operationally defined behavior observed per class period utilizing a data collection sheet 

created specifically by the researcher for each student (see Appendix A and B). The behaviors 

for sophomore student X were operationally defined as: 

(a) Dancing or pacing during assigned class time 

(b) Singing or humming during assigned class time  

(c) Profanity use when speaking aloud during assigned class time 

The behaviors for senior student Y were operationally defined as: 

(a) Pacing or fidgeting during assigned class time 

(b) Laughing or humming during assigned class time 

(c) Profanity use when speaking aloud during assigned class time 

Baseline.  A baseline condition was collected for 5 days in the first class then 4 more days per 

additional class. During baseline, students X and Y were observed by their respective 
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paraprofessional assistants within each of the three chosen courses. No instructional or 

behavior guidance was provided to the students by the paraprofessionals.  

 

Intervention.  During the intervention phase, the teacher of record for each class was instructed 

to use the student’s name before and after each instructional and behavior directive. During 

intervention, students X and Y were observed by their respective paraprofessional assistants, 

and again, no instructional or behavior guidance was provided to the students by the 

assistants. No feedback was provided to students, paraprofessionals, or teachers during 

intervention. Paraprofessionals were instructed not to discuss collected data.  

 

Inter-observer Agreement (IOA).  Each paraprofessional was trained in behavior observation data 

collection. The researcher also observed the students on select days without prior knowledge 

of the paraprofessional or classroom teacher, totaling 30 percent co-observations per student. 

The inter-observer agreement was calculated using the following formula:  dividing the high and 

low number per each operationally defined behavior from each class period for both the researcher and 

paraprofessional then multiplying by 100 to determine the percentage of agreement. Inter-observer 

agreement was calculated at 90% for each student behavior per class period. 

 

Results and Discussion 

Findings were analyzed deductively, deriving correlations showing a positive 

relationship in student behavior (dependent variable) with respect to name usage (independent 

variable) by the teacher of record. Positive correlations were derived from all three 

operationally defined behaviors for both students X and Y in all six classroom settings (3 per 

student). A functional relation was evident when teachers purposely used their names twice 

per verbal directive. When student names were not used, observed behaviors increased (see 

Figures A and B).  Likewise, observed behaviors decreased with more use of student names 

(see Figures A and B). 

The mean for 28 days of behavior observation for sophomore student X was 1.321 in 

history class (range, 0 to 5 off-task behaviors), 1.821 in science class (range, 0 to 5 off-task 

behaviors), and 0.785 in computer class (range, 0 to 3 off-task behaviors) for dancing and 

pacing; 1.642 in history class (range, 0 to 4 off-task behaviors), 2.178 in science class (range, 0 

to 8 off-task behaviors), and 0.857 in computer class (range, 0 to 3 off-task behaviors) for 

singing and humming, and 1.607 in history class (range, 0 to 5 off-task behaviors), 1.642 in 
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science class (range, 0 to 4 off-task behaviors), and 0.964 in computer class (range, 0 to 4 off-

task behaviors) for profanity use. The mean for 28 days of behavior observation for senior student 

Y was 10.285 in English class (range, 7 to 16 off-task behaviors), 10.964 in history class (range, 

6 to 20 off-task behaviors), and 10.071 in computer class (range, 4 to 19 off-task behaviors) 

for pacing and fidgeting, 11.071 in English class (range, 6 to 22 off-task behaviors), 10.571 in 

history class (range, 4 to 17 off-task behaviors), and 10.035 in computer class (range, 5 to 17 

off-task behaviors) for laughing and humming, and 0.285 in English class (range, 0 to 2 off-

task behaviors), 0.285 in history class (range, 0 to 1 off-task behaviors), and 0.321 in computer 

class (range, 0 to 2 off-task behaviors) for profanity use.  For sophomore student X, the mean 

change from baseline to intervention went from 2.6 to 1.043 (history), 3.0 to 1.263 (science), and 

1.181 to 0.6 (computer) in dancing and pacing; from 2.8 to 1.391 (history), 2.777 to 1.894 

(science), and 1.272 to 0.666 (computer) in singing and humming; and from 3.6 to 1.173 

(history), 2.555 to 1.210 (science), and 1.181 to 0.933 (computer) in profanity use.  For senior 

student Y, the mean change from baseline to intervention went from 12.0 to 9.913 (English), 

13.777 to 9.631 (history), and 10.538 to 9.666 (computer) in pacing and fidgeting; from 13.8 to 

10.478 (English), 12.666 to 9.578 (history), and 9.923 to 10.133 (computer) in laughing and 

humming; and from 1.2 to 0.086 (English), 0.555 to 0.157 (history), and 0.307 to 0.333 

(computer) in profanity use.  

Both students’ baselines showed 50% stability. The mean change was a decrease for all 

behaviors except for 2 senior student Y behaviors, both occurring in computer class. The 

laughing and humming mean change was a slight increase (0.21) from baseline to intervention. 

Also, the profanity use mean change was a slight increase (0.026) from baseline to 

intervention.  These exceptions may be due to 3 days of missing observation data within 

senior student Y’s baseline observations in the computer class.  Although a distinct level 

change is not visibly noticeable, it is nevertheless apparent that the implemented intervention 

was beginning to cause a trend change in the observed behaviors (see Figures A and B). When 

the intervention was not implemented behaviors rose. 

The results do support the literature review in the aspect that students with autism lack 

social cue awareness thus affecting their academic learning. If given proper support, students 

with autism will more readily understand teacher directives, behaviorally or instructionally. 

Using a student’s name twice will give the student a receptive starting and stopping point to 

begin processing the given information into action. 
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Validity and Reliability.  To ensure the validity of the research design, inter-observer agreement 

was assessed for each student. To ensure reliability, all data sheets were kept separate from 

each paraprofessional before, during, and after all observations to avoid any sharing of 

information that may have led to potential biases. To eliminate observation partiality, data 

collection sheets were turned in daily. 

 

Confidentiality.  Issues of confidentiality were addressed through the use of two protocols: (a) 

informed consent and (b) student ID letters rather than actual names. All gathered 

information was held strictly confidential in a locked file cabinet. 

 

Limitations.  Because the intervention implementation rested with others (6 teachers), a 

limitation to this study was consistent intervention implementation. Another limitation was the 

paraprofessionals’ close relationships with their respective students predisposing the study to 

biased perspectives despite observer training. A further limitation was the study’s use of only 

male students since no female students with autism were enrolled at the time of the research 

study.  

 

Future Research.  Future research opportunities should document student behaviors in all 

courses throughout the school day and also monitor academic learning progress. An extended 

research time period may permit the researcher to find potential patterns in the socio-

educational interactions of teachers and students with autism. Since behaviors possess 

momentum, future research may also include duration of off-task behaviors and/or latency of 

teachers’ use of students’ names and off-task behaviors.  This may help to further determine 

whether classroom behavior issues truly affect a student’s learning. 

 

Conclusions 

This disability phenomenon being researched (student recognition of verbal directives 

via a beginning and ending cue implementation) did indicate a lack of teachers’ use of 

students’ names regarding students with autism. Without proper recognition of teacher-

directed communication, students may lack awareness to process teacher-directed information, 

subsequently impacting student behavior and by extension affecting student learning and 

academic achievement. Consequently, student’s perceptual awareness of teacher directives may 

positively impact students’ ‘in-class’ behaviors.  
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Appendix A 

Data Collection / Frequency by Tally Marks 

Student Behaviors  Times Student Exhibits Behavior

Distracts from Course Work 

Dances  or Paces  

Sings or Hums 

Profanity Use 

 

Teacher Behaviors  Times Teacher Exhibits Behavior 

Stands Directly in Front 

Points to Student 

Eye Contact with Student 

 

 Intervention  Times Teacher States Student’s Name

Uses Student’s Name 

 

Paraprofessional Name:     

Date:     

Time:     

Student Name:     

Student Class Name:     

Teacher of Record:     

Course Particulars:     

Operational Definitions:   
1. Straying off course work task by looking away from the current assignment 
2. Dancing or  pacing during assigned class time 
3. Singing or humming during assigned class time 
4. Using profanity when speaking aloud during assigned class time 

 
     



Appendix B 

Data Collection / Frequency by Tally Marks 

Student Behaviors  Times Student Exhibits Behavior

Distracts from Course Work 

Paces or fidgeting 

Laughs or Hums 

Profanity Use 

 

Teacher Behaviors  Times Teacher Exhibits Behavior 

Stands Directly in Front 

Points to Student 

Eye Contact with Student 

 

 Intervention  Times Teacher States Student’s Name

Uses Student’s Name 

 

Paraprofessional Name:     

Date:     

Time:     

Student Name:     

Student Class Name:     

Teacher of Record:     

Course Particulars:     

Operational Definitions:   
1. Straying off course work task by looking away from the current assignment 
2. Pacing or fidgeting during assigned class time 
3. Laughing or humming during assigned class time 
4. Profanity Use when speaking aloud during assigned class time 
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ABSTRACT 

This quantitative study focused on the differences in perceptions between Illinois K-12 

unit district public school superintendents and board presidents as to those performance 

competency indicators in the “Illinois Professional Standards for School Leaders” that 

they perceived as being most critical for superintendent success.  Via a web-based, online 

survey, participants responded to 6 demographic questions and scored each of the 

performance competency indicators to their level of agreement regarding the importance 

of that performance competency indicator for success.  Summing up the top 3 

performance indicators for all respondents, for all superintendents and board presidents 

(male and female), the number of performance competency indicators was reduced from 

63 down to a composite group of 10.  All groups selected the performance competency of 

“having high expectations for all” as being a top indicator.  Standard One which stresses 

vision, mission, goals, climate, and culture proved to be the most important standard for 

superintendents, with 6 out of 10 of the performance competency indicators coming from 

that standard.  Both role and gender were associated with the selection of the 

performance competencies.  Specifically, the role of board president was associated with 

the selection of “provides a respectful, fair climate,” and the role of superintendent was 

associated with the selection of “obtains resources for goals.” Regarding the impact of 

gender, men selected “models core beliefs and takes actions to achieve goals”, while 

being a female impacted the selection of “promotes academic excellence.”  Implications 

and recommendations for further research include concentrating superintendent 

development and evaluation on the 10 common performance indicators and replicating 



this study in other states that have adapted or adopted the ISLLC Standards or with a 

random sample nationwide.    
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Abstract 

 To most people, parents are the closest persons to their children. They naturally play a 
crucial role in their children development. There have been a number of educational 
researches into parental engagement; however, no parenting capacity assessment has been 
done to date. This study, therefore, focused on parenting capacity assessment and assessed 
two levels of parental engagement: engagement at school and engagement at home. The data 
were collected from parents and students at the government primary and secondary schools in 
Bangkok. The results of the factor analysis showed that there are four components of 
parenting capacity which include understanding the role of being parents, response and 
emotional control, knowledge and understanding of child development, and support and 
acceptance of their children.  

The findings revealed that approximately 62% of the parents are at good level of 
parenting capacity. However, some parents are in urgent need of developing parenting 
capacity, particularly in the areas of knowledge and understanding of child development as 
well as response and emotional control. It was observed that 69% of the assessment results of 
the students’ and the parents’ perspectives on parenting capacity are in line with each other. 
The results also pointed out three types of parenting styles, i.e. authoritative parenting style, 
authoritarian parenting style, and permissive parenting style. Further, it was found that 
parenting capacity has no relationships with the parenting style. In terms of parental 
engagement in the learner development, it could be observed more at home than at school-
both at primary and secondary levels. Parental engagement tends to decrease at higher 
educational level of the children. Research results also suggest that parenting capacity affects 
the level of parental engagement and the student learning achievement. Implications of the 
findings are drawn for raising awareness of the importance of parents’ roles in bringing up 
their children. 
 
Keywords: parenting capacity, parenting capacity assessment, parental engagement 

1. Introduction 
 Parents are the most important factor to contribute to learners’ development in good 
and proper direction to be physically, mentally, emotionally and socially perfect. Parental 
engagement can help promoting and supporting students’ learning achievement at the 
primary and secondary school levels (Seginer, 2006) and reducing the gap of learning 
between learners who have different background including resulting in the learners’ highest 
capacity (Dearing, Kreider, Simpkins, & Weiss, 2006) 
 The study of documents and the past researches indicated that the term used to call 
parents’ participation in the past was “parental involvement” but the documents and the 
researches at present tends to use the term “parental engagement” instead (Pushor, 2007). 
Parental engagement aims at having parents participate in school activities in every step, 
starting from planning, implementing, decision, and assessment on the basis of education 
equality principle and mutual trust for the utmost benefit of the learners, parents and schools 
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respond to the children’s need and make them feel they are meaningful (4) stimulation was to 
promote learning and children’s intellectual by encouraging them and creating learning 
opportunity (5) guidance and boundaries was to control children’s emotion and behavior by 
acting as a good and suitable model, emotion control, human relationships including stipulating 
appropriate rules which helped to create self- value, self-conscience and  skills in living with 
others in society and (6) stability was to create family environment to make children feel 
secured and helped creating attachment to their parents. 
 
2.2 Parental Engagement  
 Parental engagement in educational management means relationship between parent, 
school and children to promote academic achievement (Hill & Toller, 2004). In the past 
parental engagement tended to be stipulated by school (Kellaghan, Sloane, Alvarez & bloom, 
1993 cited in Pushor, 2007), that is school formulated the policy and stipulated the parents’ 
roles while educators who were experts had more power and influence over parents who were 
less educated. So they were only listeners, viewers, fund raisers, assistants and preparers 
(McGlip & Michael, 1994 cited in Pushor, 2007). But at present, parental engagement has 
changed from the past by aiming at parents’ roles in educational management for children in 
parallel with educators to suit the children’s knowledge level, teaching and learning method 
and teachers’ knowledge level. Parental engagement in this manner could help creating 
equality in educational management with the decision making wss initiated by both sides’ 
decision and renders the mutual benefit (Pushor & Ruitenberg, 2005 cited in Pushor, 2007)  
 The documents and research work mentioning about parental engagement are 
increasing rapidly both on the website, documents to disseminate online including academic 
texts and articles published in new magazines. Those all cover parental engagement in 
educational management from pre – school to secondary school levels (Pushor, 2007). All 
concepts, theories and policies state that whenever school and community work together to 
promote learning, children’s behavior in school will be better, they stay longer at school and 
turn to like school more (Henderson & Mapp, 2002). Moreover, parental engagement is the 
indicator of  students’ learning achievement such as higher examination marks and higher 
grade point average,  reduced rate of drop – out , higher rate of completion at the upper 
secondary education level and higher rate of further study at the higher education level 
(Hoover-Dempsey et al., 2005; Jeynes, 2005 cited in Pushor, 2007). In addition parental 
engagement also indicates school achievement such as students’ continuous class attendance, 
better social presentation, increase in social costs, feelings about the person’s ability and 
more efficient learning achievement, more participation in school activities and belief in the 
importance of education (Henderson & Mapp, 2002);. (Hoover-Dempsey et al., 2005) 
 As for measurement of parental engagement, there is a number of research work 
measuring parental engagement by multidimensional perspectives, both expressed behavior 
and awareness in parental engagement in many contexts including school-based and 
community-based activities (Manz, Fantuzzo, & Power, 2004; Wayne, Campos, & Owsianik, 
2008). Parental engagement style which is well – known and widely used was presented 
Epstein (1995 cited in Manz, Fantuzzo, & Power, 2004). It was divided into three styles,  
(1) school-based activities such as volunteering and decision-making, (2) home-based 
activities are parenting and learning at home, (3) home-school communication including 
community-school interface. Epstein’s presentation was in accordance with the conceptual 
framework of Comer’s school development program (1995 cited in Hill & Tyson, 2009) 
which divided parental engagement into two styles, (1) school-based involvement such as 
teacher-parent meeting, school volunteering and school care involvement and (2) home-based 
involvement such as learning promotion at home from parents. 
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 Besides, Hill & Tyson (2009) synthesized the style of parental engagement which 
resulted in learning achievement of the students at lower secondary school level on 50 topics 
of his research work published between 1985-2006. It was found that parental engagement 
could be divided into three styles, (1) school-based involvement such as attending teacher-
parent meeting, meeting the teacher when problems occurred, participation in school activities, 
inquiring children about school day, school volunteering, membership of teacher-parent 
association, care-taking during the study tour, communication with teachers and follow-up of 
children’s educational development style (2) home- based involvement comprise  homework 
tuition, homework monitoring, co-activities in leisure such as children to library, museum or 
exhibition, reading promotion, discussion in updated news and (3) was academic socialization 
such as knowledge on children’s education (knowing children’s teachers’ names and learning 
result when compared with earlier academic year), curriculum selection for further study at 
the upper secondary school level, talk on children’s future career, parents’ expectation on 
children’s learning achievement, value and parents’ attitude toward the importance of 
academic achievement. 
 
3. Method 
 
3.1 Samples 
 The samples employed in this research were 400 dyads of parents and students at 
primary and secondary school levels in the government schools in Bangkok. The 400 sets of 
questionnaire were delivered by post but the entries of respondents which were sent back 
were 347 sets that are the percentage of the returned questionnaire was 86.75. There were 18 
sets of questionnaire with missing data. Thus, there were only 329 sets of questionnaire to be 
used for samples in data analysis. 

Most  parent samples  who provided the data were female (66.3%) with average age 
of 42.35; their educational background was at the lower degree level (79.3%), the average 
time of meeting with children was 6 hours/day and had the children 2.01 persons in average 
under their responsibility. Half of their family socioeconomic status (45.8%) was at the low 
level (the income was less than 10,000 Baht/month) while the parents who provided the data 
were the students’ parents by birth (85.7%). 

Most of the student samples   providing data were female (58.7%) who were studying 
at the primary school level (51.1%), at the lower secondary school level (20.4%) and at the 
upper secondary school level (28.6%). The grade point average was 3.34 and most of their 
families were two-parent (72.6%). 
 
3.2 Instrument 
 The instrument employed in the research was assessment form on parenting capacity 
and parental engagement in learner development which was divided into two sets i.e. self- 
assessment by parents and parent assessment from students’ perspective. The assessment  
form  contained three sections, section 1 were questions about respondents on demographic 
characteristics, section 2  was  the assessment form on parenting capacity in parents’ and 
students’ perspectives consisting of  17 items of questions. The questions contained in the 2 
sets of the questionnaire were in parallel form which the researcher formulated in line with 
parenting capacity assessment framework of Department of Health, England (Department of 
Health, 2000 cited in White, 2005) and section 3 was the assessment form on parental 
engagement in learner development, 12 questions for school – based activities and 14 
questions for home- based activities, 26 items totally. The questions in section 3 existed in 
only self- assessment form by parents. 
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 The researcher examined the validity and reliability of the instrument by having the 
expert check the content validity and found that every question had the IOC index of 0.05 up. 
It showed that every question was in accordance with the objective that we wanted to 
measure. Then the researcher took the instrument to try out with 50 samples who were not the 
real samples but had close characteristics with the real ones to find the internal consistency 
stability by Cronbach’s Alpha Coefficient method and found that the questionnaire on 
parenting capacity to parents’ and students’ perception in learner development had the 
reliability of 0.8360 and 0.8522 respectively. This showed that the questionnaire the researcher 
created had high reliability and could be practically used. 
  
3.3 Data Analysis 
 To analyze data, frequent analysis, percentage, mean, standard deviation, cross- 
tabulation, Pearson product-correlation coefficient, chi-square, regression analysis and 
exploratory factor analysis were used, data processing was conducted by SPSS program for 
Windows.   
 
4. Results   
 
4.1 Parenting Capacity 

The researcher analyzed the exploratory factors for principle components extraction 
and used orthogonal rotation by varimax rotation. The criterion for component was the 
component which had the eigenvalue of 1.00 up and each variable in the component had the 
factor loading from 0.30 up. 

It was found from table 1 that most variables had statistically significant correlation, 
the positive correlation with product-moment correlation coefficient from 0.096 to 0.425. The 
variable which had the closest correlation were variables v1 and v2. When considering the 
value of Bartlett’s test of sphericity, it had the value of 970.561 (p = .000). This indicated that 
the correlation matrix was statistically significantly different from identity correlation and 
had the Kaiser-Meyer-Olkin measure of sampling adequacy index of 0.865, which showed 
that the variables had very close correlation and were appropriate for factor analysis. 

It was found in the result of exploratory factor analysis that there were four factors 
which had eigenvalue more than 1.00 and the variation could be explained in the percentage 
of 46.679. Factor 1, understanding the role of being parents comprising 6 variables had the 
factor loading value between 0.486-0.680. The variation could most be explained in 
12.752%. Factor 2, response and emotional control comprising 4 variables had the factor 
loading value from 0.488 to 0.686; the variation could be explained in 12.120%. Factor 3, 
knowledge and understanding of child development comprising 3 variables had the factor 
loading value of 0.620-0.755 and the variation could be explained in 11.210%. Factor 4, 
support and acceptance of their children comprising 4 variables had the factor loading value 
of 0.372 – 0.652 and the variation could be explained in 10.597% as shown in table 2. 

Tables 3 and 4 showed the result of parenting capacity that 61.70% of the parents had 
the high level of parenting capacity, that is students and parents assessed parenting capacity 
consistently in the percentage of 69.30. However, it was observed that there was an urgent 
need for parents (7.60%) to develop parenting capacity such as knowledge and understanding 
of child development and response and emotional control. Besides, it  was found that 
parenting capacity of understanding the role of being parents had statistically significant 
correlation with parenting style at the level of .05 while parenting capacity in other 
dimensions had no correlation with parenting style. 
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Table 1 Correlation coefficient of parenting capacity variables 
 v1 v2 v3 v4 v5 v6 v7 v8 v9 v10 v11 v12 v13 v14 v15 v16 v17 

v1 1.000                 

v2 0.425** 1.000                

v3 0.326** 0.304** 1.000               

v4 0.161** 0.210** 0.220** 1.000              

v5 0.278** 0.203** 0.243** 0.306** 1.000             

v6 0.195** 0.145** 0.282** 0.162** 0.409** 1.000            

v7 0.175** 0.128** 0.128** 0.125* 0.245** 0.258** 1.000  

v8 0.043 0.037 0.109* 0.111* 0.214** 0.282** 0.247** 1.000          

v9 0.232** 0.227** 0.254** 0.287** 0.338** 0.334** 0.121* 0.215** 1.000         

v10 0.269** 0.235** 0.250** 0.226** 0.218** 0.241** 0.132** 0.076 0.298** 1.000        

v11 0.236** 0.230** 0.218** 0.226** 0.274** 0.235** 0.242** 0.182** 0.195** 0.336** 1.000       

v12 0.085 0.109* 0.076 0.172** 0.172** 0.138** 0.106* 0.189** 0.211** 0.235** 0.258** 1.000      

v13 0.157** 0.158** 0.150** 0.215** 0.191** 0.278** 0.249** 0.250** 0.158** 0.133** 0.167** 0.268** 1.000     

v14 0.220** 0.096* 0.250** 0.163** 0.202** 0.259** 0.191** 0.248** 0.246** 0.208** 0.214** 0.157** 0.323** 1.000    

v15 0.209** 0.218** 0.200** 0.178** 0.228** 0.235** 0.252** 0.150** 0.299** 0.278** 0.220** 0.239** 0.239** 0.278** 1.000

v16 0.138** 0.165** 0.059 0.223** 0.139** 0.166** 0.129** 0.171** 0.184** 0.238** 0.227** 0.215** 0.175** 0.202** 0.268** 1.000  

v17 0.199** 0.143** 0.156** 0.222** 0.168** 0.152** 0.211** 0.033 0.290** 0.294** 0.239** 0.142** 0.118* 0.070 0.229** 0.141** 1.000 

Mean 2.365 2.359 2.505 2.535 2.650 2.723 2.632 2.818 2.587 2.340 2.556 2.647 2.729 2.638 2.647 2.438 2.255 

SD 0.507 0.523 0.507 0.552 0.496 0.468 0.519 0.402 0.535 0.541 0.516 0.515 0.478 0.529 0.497 0.544 0.525

Kaiser-Meyer-Olkin Measure of Sampling Adequacy = .856 Bartlett's Test of Sphericity = 970.561    df = 136    p = .000 

**p<.01    *p<.05 

 
 
 
 
 
 
 
 



7 
 

Table 2 Factor loading of parenting capacity variable 
Factors Variables Factor Loading 

understanding the 
role of being 
parents 
 

v5 I am sure I can be a good parent. 0.486 
v6 I can be responsible for children parenting. 0.642 
v7 I feel happy to parent the children. 0.490 
v8 I know children parenting is my important duty. 0.680 
v13 I give knowledge to children on  all danger around such as internet 

danger and danger from strangers. 
0.519 

v14 I teach the children to have self-control and self-discipline. 0.518 
response and 
emotional control 
 

v4 I understand emotion and feelings of children which abruptly 
changes to their age. 

0.488 

v9 I can be best practice for children. 0.595 
v10 I can respond to the children’s need properly  in different situations. 0.496 
v17 I can control my negative emotion toward the children such as anger 

and irritation. 
0.686 

knowledge and 
understanding of 
child development  

v1 I have knowledge on good and appropriate nutrition for children. 0.755 
v2 I have knowledge and understanding on children development in 

each age. 
0.733 

v3 I can help children create better health habit. 0.620 
support and 
acceptance of their 
children 
 

v11 I am confident and recognize my children. 0.372 
v12 I give children liberty in expressing their feelings in the proper way. 0.634 
v15 I promote and support children development both in intellectual, 

emotion, moral and social dimensions. 
0.470 

v16 I expect the children in reality. 0.652 

  
Table 3 Parenting capacity from students’ and parents’ perspectives 

parents’ perspective 
students’ perspective 

total 
  high low 

high 203 (61.70%) 
good 

31 (9.42%) 
should be improved 

234 (71.12%) 

low 70 (21.28%) 
acceptable 

25 (7.60%) 
urgently to be improved 

95 (28.88%) 

total 273 (82.98%) 56 (17.02%) 329 (100.00%) 
 
Table 4 Parenting capacity classified to parenting style 

parenting capacity Mean SD 
Parents with low level of parenting capacity  

2 p 
authoritative authoritarian permissive total 

understanding the role 
of being parents 

2.70 0.30 9 (2.7%) 3 (0.9%) 40 (12.2%) 52 (15.8%) 6.175 .046 

response and emotional 
control 

2.43 0.36 45 (13.7%) 6 (1.8%) 93 (28.3%) 144 (43.8%) 0.201 .904 

knowledge and 
understanding of child 
development 

2.41 0.39 60 (18.2%) 5 (1.5%) 130 (39.5%) 195 (59.3%) 1.922 .383 

support and acceptance 
of their children 

2.57 0.34 28 (8.5%) 4 (1.2%) 57 (17.3%) 89 (27.1%) 0.250 .883 

 
4.2 Parental engagement  

The result of assessing the level of parental engagement in learner development found 
that most parents had more engagement at home than at school. When considering by 
classifying demographic characteristics, it was found that male parents aged between 35-44 
who were not students’ parents by birth had more than 6 hours/day to meet with their 
children. The students, who were studying at the primary school level had the higher level of 
school and home engagement than female parents who were students’ parents by birth had 
less than 6 hours/day to meet with their students who are studying at the secondary school 
level. 



8 
 

 Besides, when considering the level of school engagement, it was found that parents, 
who had bachelor degree, high family socioeconomic status, being a single-parent and having 
authoritarian parenting style, had the higher level of school engagement than parents with 
other characteristics. As for home engagement, it was found that parents, who had higher 
education than the bachelor degree, medium family economic status, two-parent family and 
authoritative parenting style, had the level of home engagement more than parents with other 
characteristics as shown on tables 5 and figure 2. 
 
Table 5 Level of parental engagement  

Demographic characteristics 
School-based engagement Home-based engagement 

Mean SD Mean SD 
Parents gender     
Male 2.18 0.37 2.29 0.39 
Female 2.13 0.41 2.26 0.38 
Parents education     
Lower bachelor degree 2.14 0.41 2.27 0.37 
Bachelor degree 2.18 0.39 2.28 0.43 
Postgraduate 2.08 0.36 2.32 0.19
Parents age     
< 35 years 2.12 0.45 2.24  0.36 
35-44 years 2.16 0.40 2.30 0.38 
> 44 years 2.15 0.39 2.24 0.40 
Family socioeconomic status     
Low (< 10,000 Baht/month) 2.14 0.42 2.26 0.38 
Medium (10,000 – 20,000 Baht/month) 2.08 0.41 2.28 0.41 
High (> 20,000 Baht/month) 2.21 0.32 2.26 0.39 
Family type     
Two-parent 2.13 0.41 2.27 0.39 
Single-parent 2.18 0.37 2.26 0.36 
Relationship with student      
Parents by birth 2.14 0.41 2.27 0.39
Not parents by birth 2.18 0.38 2.30 0.37 
Meeting time     
1-3 hours/day 2.04 0.39 2.16 0.39 
4-6 hours/day 2.17 0.40 2.26 0.39 
> 6 hours/day 2.20 0.40 2.37 0.34 
Student education     
Primary education 2.18 0.43 2.34 0.37 
Lower secondary education 2.07 0.36 2.25 0.38 
Upper secondary education 2.15 0.36 2.17 0.39 
Parenting style     
Authoritative 2.16 0.39 2.35 0.37 
Authoritarian 2.28 0.40 2.24 0.31 
Permissive 2.13 0.41 2.24 0.39 
 
4.3 Parenting Capacity and Level of Parental Engagement in Learner Development 

The result of regression analysis found that parenting capacity statistically 
significantly resulted in the level of parental engagement at the level of .01, the variable of 
parenting capacity could explain the variation of the level of school and home engagement in 
17.40% and 21.20% respectively. In addition, parenting capacity statistically significantly 
resulted in students’ grade point average achievement at the level of .05, the variable of 
parenting capacity could explain the variation of students’ grade point average achievement 
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in 2.10% while it was found that the level of parental engagement did not result in student 
learning achievement as shown on table 6. 
 

Parent gender 

 

Parent education Parents age 

Family socioeconomic status 
 

 

Family type Relationship with student 

Meeting time 

 

Student education Parenting style 

 

Figure 2 Level of parental engagement  
 
Table 6 Regression Analysis on Parenting Capacity and Level of Parental Engagement in 

Learner Development 
Dependent 
variables 

Predictors b  SE b t 

school-based 
engagement 

parenting capacity .858 .417 .103 8.298** 
R = .417      R2 = .174      adjusted R2 = .171      Sest = .365      F = 68.864      p = .000 

home-based 
engagement 

parenting capacity .903 .461 .096 9.393** 
R = .461      R2 = .212      adjusted R2 = .210      Sest = .340      F = 88.222      p = .000 

student learning 
achievement 

parenting capacity .390 .144 .165 2.369* 
R = .144      R2 = .021      adjusted R2 = .017      Sest = .511      F = 5.610         p = .019 

student learning 
achievement 

school-based engagement .093 .071 .080 1.156 
R = .071    R2 = .005      adjusted R2 = .001      Sest = .515      F = 1.336         p = .249 

student learning 
achievement 

home-based engagement .043 .032 .083 .605 
R = .032    R2 = .001      adjusted R2 = .003      Sest = .516      F = .268         p = .605 

**p<.01    *p<.05 

 
5. Discussion  
 
5.1 Parenting Capacity 

Most parents had high level of parenting capacity. However, there were some parents 
who urgently needed developing parenting capacity especially in knowledge and understanding 
of child development and response and emotional control, which were assumed to be the 
most important and vital for parents to develop their children as the research work by Teti 
and Candelaria (2002 cited in White, 2005) stated that parents who could succeed in 
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children’s socialization were those who were prompt in respond to children’s need, an 
important characteristics in child parenting which would result in children in the positive way 
and could help them have good adapting skills. This accorded with Houghhughi (1997 cited 
in White, 2005) who stated that one of the main factors of child parenting was that parents 
had to be aware of children’s capacity in various ways, that is they had to have knowledge on 
how to respond to their children’s need and had capacity of developing their children that 
suited the child development in each age range. 

Azar et al. (1998 cited in White, 2005) stated that parents who had good parenting 
capacity had to have 5 skills, (1) parenting skills were ability of problem solving, management 
skills, physical/medical care skills, safety and skills in responding in the emergency 
circumstances, ability of giving emotional warmth and good parenting, promptness and 
ability of serving the children’s reaction, (2) social cognitive skills were ability of problem 
solving, expectation appropriate with children’s ability, recognition or perception skills and 
recognition of their own efficiency, (3) self-control skills are stimulation control, correct and 
proper recognition, self-direction skills and persistence, (4) stress management were self-care 
skills, relaxation skills, recreation presentation, social networking ability, positive praising 
style, problem solving ability and financial planning skills and (5) social skills were inter- 
personal problem tackling skills, sympathy, expressing or feeling perception and ability of  
effective personal response. 
 
5.2 Parental Engagement  

Most parents had more home-based activities than school-based activities because 
they had to work which resulted in lack of time for school activities. Thus home-based 
parental engagement might be more convenient than travelling to school. Besides, it was 
found that parents with high education tended to participate in learner developing more than 
those whose education was lower. This maybe because Thailand’s curriculum of teaching and 
learning at present has rather greatly changed from the old curricula. This makes the parents 
whose education is not quite high might understand the new curriculum less than those whose 
education is higher, which is in accordance with Manz, Fantuzzo, & Power’s research (2004) 
who found that parents who finished upper secondary education level had more engagement 
in home-school communication style and home-based engagement than parents who finished 
lower secondary education level. 

The study level also resulted in the level of parental engagement that is parents tended 
to decline in participating when their children studied at the higher level. This research, 
therefore, found out that parents who had children studying at the primary school level had 
higher level of engagement than those whose children were studying at the secondary school 
level. This is because primary school students were still  in the childhood so they needed 
more special care than secondary school students who loved to go with friends and were high 
self-oriented and had less close relationship with their parents. Besides, it was found that 
single parent had higher level of school-based engagement than two-parents because students 
living with single-parent might have more problems than students who lived with two-parents 
so single-parent had to communicate with school more often. This accorded with Zhang’s et 
al research who found that families with two and single parent had more engagement in 
communication with school than families in other types. 

When considering the result of parenting and parental engagement in learner 
development, it was found that parenting capacity statistically significantly resulted in the 
level of parental engagement and the level of students’ learning achievement that is parents 
took part in learner developing at the level they felt they could support and could contribute 
to higher learning achievement. Moreover, the potential or wishing to participate which might 
increase or decrease depending on obstacles or opportunities that the school and each teacher 
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provided (Desforges & Abouchaar, 2003). However, this research found that the level of 
parental engagement did not affect the students’ learning achievement. But Teti & Candelaria 
(2002 cited in white, 2005) stated that parental engagement was better than nothing. 
 
6. Conclusion and Recommendation 

This research aims at studying to assess parenting capacity and  to assess the level of 
parental engagement in learner development by conducting the study among parents and 
students at the primary school level to secondary school level in government schools in 
Bangkok in 329 dyads to consider  at what level the result of parenting capacity by parents’ 
self-assessment compared with students’ assessment accorded with each other, which was 
better than leaving the parents assessing themselves alone for fear that bias might occur in 
assessment. 

From the study, it was found that parenting capacity resulted in the level of parental 
engagement and the student learning achievement. The information gained from the study 
might help those who may concern, whether schools, educators or education development 
policy planners realizing and seeing the importance of developing parents’ capacity. 
However, the study was conducted within the context of government schools only. The 
researcher, therefore, would like to suggest that parenting capacity and the level of parental 
engagement in private schools and non-formal education schools be assessed in order that 
more information for development planning on parenting capacity can cover all sectors 
concerned and renders the utmost benefit to the learners.  
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 Second Year Follow-Up Results of the New Mexico H-VAMP Study: 2010-2012 
 

 

Introduction 

 

The problem of asthma in low-income and minority populations has been a public health 

concern for many decades. Asthma morbidity and mortality itself does not garner the 

attention that diseases of the heart (i.e., diabetes, hypertension) and neoplastic (cancer) 

conditions receive. Still asthma costs the nation over 28 billon dollars in health care and 

associated expenses each year. (1) Emergency room visits, expensive medications and 

lost school/work days are just some of the consequences that asthma routinely burdens 

our nation’s health care system with. Due to the fact that death rates for asthma are not 

nearly as high as those for cardiovascular or cancer-related diseases it is not surprising 

that asthma has historically received less research and intervention support. (2)  

 

Although funding has traditionally lagged behind other public health concerns the 

National Heart, Lung & Blood Institute (NHLBI) has consistently worked to support both 

scientific study of the disease and population-based interventions to control its 

occurrence. The NHLBI’s Asthma Control Initiative was developed in 2008 to help 

investigators from around the country test the effectiveness of innovative interventions to 

control the persistent problem of asthma and asthma-related morbidity. A specific focus 

of this initiative is fund research teams that examine the efficacy of “environmental 

prevention measures” in reducing asthma episodes in low-income minority populations. 

(3)  
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The New Mexico H-VAMP Study is one of the research groups nationally awarded funds 

to empirically test such efforts. The details of the conceptualization, implementation and 

methodology of the H-VAMP project have been previously presented and subsequently 

published at the VIIIth HICE Conference .(4) In this follow-up report we present 

collected data, analysis and interpretation for an array of proposed objectives. These  

objectives include baseline to- 1st post-assessment per person on one knowledge measure 

and five pulmonary lung function measures (FEV1%, FEV1, FEF, FVC, ENO).  

 

Methodology        

 

As previously published in the HICE Scientific Proceedings from the 2008 meeting, we 

recruited twenty-six low-income mostly minority patients from around Albuquerque, 

New Mexico and conducted home visitations with them at their convenience. After 

conducting pulmonary assessments, recording knowledge, behavioral, perceptual (i.e., 

quality of life) and medical utilization data (i.e., number of visits to a provider), we 

entered data on EXCEL. Table 1 shows this data entry in the available patients with study 

objectives across the top and individual patients on the left column. As is shown there are 

numerous missing data as time and thus follow-up assessments were scheduled to occur.  

Table 1 
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Follow-up visitations months later were only successful for 10 individuals for knowledge 

and less for the five pulmonary tests. Results were analyzed using a “subjects-as-their-

own-controls” design. This allowed us to examine individual results across objectives for 

each individual. Originally, we had planned a regression analysis but the lack of needed 

sample size and the substantial lack of follow-up made such a sophisticated approach ill-

advised. In lieu of regression we calculated each patients “percent gain” for each 

objective (baseline – follow-up / baseline [x 100] ). For all measures except ENO 

(exhaled nitric oxide), any increase from initial assessment to follow-up was seen as 

favorable. ENO improves when it decreases in pulmonary medicine evaluation. All 

percent gains or (losses) were then averaged for the group. Where the gains were 

accompanied by “losses” we subtracted the difference.  

 

Results  

 

Results are presented in the following Figures using standard line graphs. Except for 

knowledge which was a percent correct out of a total of seventeen multiple choice items, 

all pulmonary objectives were calculated as a percent of the individuals “predicted” score 

based on their recorded height and weight.  

 

Figure 1 presents the results for exhaled nitric oxide (ENO). As shown there was 

negligible and non-significant change in this measure even though the final percent 

change was in a negative direction. These measurements are known to be influenced by 

the individual’s height as well as by calibration. Taking these readings in a person’s 

home setting is beset by numerous confounding factors which the H-VAMP team 
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members could not consistently control. 

 

Figure 1 
 

Figure 2 gives the results for forced expiratory flow (FEF). As with ENO there were no 

significant changes but there was a negative cumulative and very minimal loss for these 8 

patients. The variation between and among these individuals reflects the difficulty of 

achieving pulmonary gains in lung function testing. 

 

Figure 2 
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Figure 3 portrays the lone positive outcome in the study for knowledge. As depicted the 

gain in this important objective was a cumulative increase of 29 percent from initial 

assessment to first follow-up. Since knowledge improvements are required for 

subsequent behavior change (i.e., regularly removing known asthma triggers), this was a  

major accomplishment of H-VAMP’s asthma educators. Researchers have reported that 

establishing a sound base for a patient’s knowledge of their asthma is the core for 

eventually achieving long-term asthma control. (8) 

 

Figure 3 
 

Figures 4-6 each show the same general pattern of minimal change for FVC (forced vital 

capacity), FEV1, and FEV1% found for the prior pulmonary objectives. Although these 

lung function tests did not improve substantially, there is reason to believe that not 

enough time had passed for these objectives to be significantly affected. Extended 

follow-up assessments are required to see if these biological changes can be positively 

affected with extended time practicing asthma control behaviors advocated and taught by 

the asthma educators. 
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Figure 4 
 

 

Figure 5 
 

 

Figure 6 
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Conclusions   

 

At a recent NHLBI meeting participants who had received grant awards to study ways to 

increase asthma control, Dr. Floyd Malveaux presented data on the massive disparity in 

asthma prevalence between white and non-white youth. Also portrayed were data on how 

resistant to change this disparity is among children: from 2001 to 2009 the prevalence of 

asthma among minority children has not meaningful changed. (5) This despite the 

investment by the NHLBI to find interventions that work in low-income sectors. 

 

Our own results were more encouraging than might be first supposed: improving 

knowledge of asthma as a disease was a seminal accomplishment (Fig. 3). Without this 

core achievement eventual preventive and self-care behavior changes cannot be expected 

to emerge. (6) Moreover the gain in knowledge took place relatively quickly whereas 

changes in ones lung function may take lace more slowly as new behaviors take root. 

Taken within this context we feel that the asthma educators in H-VAMP conducted home 

visitations and one-to-one education with exceptional diligence. The inference from their 

efforts in the homes of participants suggests that improvement in knowledge of asthma as 

a manageable disease was achieved. Subsequent improvements in pulmonary function 

and perception of one’s quality of life await further study. 

   

 

The morbidity associated with asthma causes billions of health care expenditures each 

year in the nation. This burden is particularly evident in minority and low-income 
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communities. The National Institutes of Health (NIH) and most visibly the National 

Heart, Lung and Blood Institute (NHLBI), have invested heavily in asthma control tests. 

Our home visitation intervention was successful in producing substantial and impressive 

gains in knowledge (Figure 3). However, if improvements in lung function and ultimately 

quality of life are to be attained, there needs to be added funding for asthma educators 

conducting home visitations in these communities. To effectively change people’s health 

related behaviors related to asthma control (i.e., actively and consistently removing 

triggers), greater time and resources need to be dispensed. Frequently our project had too 

few asthma educators and this reduced the time they could spend with various families. 

 

Finally it is important to note that community-wide diffusion of asthma control messages 

is a seminal method for getting at-risk families with asthmatic children to participate fully 

in the asthma self-care of their children. Future investigations are being planned to test 

the efficacy and effectiveness of these communication strategies so that asthma control 

initiatives foster greater acceptance of asthma educator recommendations and eventual 

enhanced quality of life. 

 

Special thanks to Rebecca Gustaf at the UNM College of Education Design and 

Production Studio for assistance with graphics. 
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Abstract 
 Evaluation results of the first round reform in Thailand reflect the failure of 
driving strategy used in the policy implementation process. The second round of the 
reform thus should  give priority to the strategy. The purpose of this research is to 
study teachers’ perspectives on driving strategies since they are the significant 
practitioners. The mixed methods research was used in the study. The sample 
included 1,140 teachers at all school levels. The research instrument is open-ended 
questions asking the opinions toward the preferred driving strategy.  Teachers’ 
satisfactions were analyzed using Kano Model.  The data were quantitatively analyzed 
with reverse index (RI) method and the content analysis was applied with the 
qualitative data. 
 The research results showed that strategies that will satisfy teachers are the 
dissemination of clear practical guidelines, improvement of budget allocation and 
teacher recruitment system, reduction of teachers’ workload especially the school’s 
job unrelated to the teaching so that they can fully devote their time for students in 
classes.  Moreover, teachers ask for the authority from the central to develop their 
own curriculum; they need only the practical guidelines or instructional handbooks for 
the application of student-centered approach in their teaching.  They also suggest that 
the substances in the curriculum should not be increased since students need to learn 
from out-of-school learning resources and activities. Quality assurance system is more 
the mechanism that school should pursue to strengthen educational management. 
 
Keywords: education reform, driving strategy, policy implementation 
 
1. Introduction 
 The key factors affecting the success of the education reform policy 
implementation is the teachers’ understanding to the educational reform. The teachers 
must understand educational reform and the same interpretation of policy (Schmidt 
and Datnow, 2005; Tuytens & Devos, 2009) and the stakeholders need to understand 
clearly the educational reform policy so that they can contribute to design the best 
policy, including to determine the goals and implementation plan to response the 
educational reform policy (Zendeli, 2011).  

However, the education reform of Thailand in the first past decade were 
mostly allowed in hands of the central authority, academics or scholars and senior 
executives as the sole policy-makers while teachers had played very little role in the 
policy determination that most teachers still lack of clear knowledge and 
understanding about education reform policy, hence for the educational reform  in the 
second decade, the strategies should be developed that help development better and 
more understanding of teachers about education reform policy. Therefore, not 
surprisingly, most reform efforts are directed at teachers, and the involvement of 
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teachers in the school reform process is seen as critical. (Hargeaves, 2001; Schmidt, 
2000) Lessons from the educational reform in the first decade, and lessons learned 
from the aforementioned research had illustrated the importance of participation of 
stakeholders or participants in formulation or determination of strategies for 
educational reform. The strategic design should come from the perspective views of 
all stakeholders, especially those who comply or observe with the policy. 

This study is therefore interested in the views of interested parties, including 
scholars, administrators and teachers about the education reform policy 
implementation in the second decade that the driving strategy toward educational 
reform can be acceptable by all sectors. The purpose of this research is to study 
teachers’ perspectives on driving strategies since they are the significant practitioners.   
 
2. Educational reform policy in Thailand 
 The target of educational reform in the second decade (2009-2018) 
emphasizes on learning reform and to propose mechanisms that enable the 
development of education and systematically learning system with visions to have 
Thai people to have lifelong qualified learning, increasing opportunities for education 
and learning and promote the participation of all sectors so that Thai people can learn 
throughout their lives in both non-formal and formal education systems with quality at 
all levels and all types of education. (Ministry of Education, The Office of the 
Education Council, 2009). 
 The framework for education reform approach comprises of educational 
reform and systematic learning whereby the main issues in the linking education and 
learning and focuses on systematically improvement and amendment ,not just an 
isolated point separated from each other, from the quality development of education 
and learning in order to develop Thai people toward a new generation. The paradigm 
of learning is adjusted so that learners can develop their desirable attributes and also 
develop teachers, faculty and educational personnel who can facilitate learning 
process whereby creation of teachers of new generation who are knowledgeable, 
capable, having virtue and ethic to be teachers, faculty staff and adjust the 
management system to have efficiency, versatility  and to increase educational 
opportunities and promote their participation in education management and 
development, significantly to develop the learners  (The Office of Education Council, 
2009). 
 
3. Policy implementation theory  
 Policy implementation theory consists of three theories (Pulzl & Treib, 2007) 
as follows. 
 Top-down theories, top to bottom theory, aims to find the answer of the 
perfect policy implementation by viewing the central decision-makers is the 
determiner of the objectives of the policy, emphasizing on the exercise of controlling 
power of the policy makers to actual implementation whether it is appropriate or not, 
that policy will be implemented by the person who has the directive power to deal 
with all policies. The success of policy depends on the policy-makers’ well 
understanding about the policies that are implemented and factors enabling efficiency 
are clear and consistent objectives of the policy. The policy is based on correctly 
logical cause and result. Good organization of structure to implement the policy in 
concrete practice. Operators are obligated to the objectives of the policy. Executives 
or leaders give firm support and the effect or impact is not harmful to the social and 
economic changes (Pressman & Wildavsky, 1973; Van Meter & Van Horn, 1975; 
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Bardch, 1977; Sabatier & Mazmanian, 1979, 1980; Mazmanian & Sabatier, 1983; 
Pulzl & Treib 2007). 
 Bottom-up theories, the operators are the policy makers and proposers of the 
policy. By theory, this theory objects the possibility of the theoretical study of top-
down policy that it cannot guarantee that the implementation will be successful while 
the bottom-up theories seems more possibly adjustable to match the policy and 
operators and it opens opportunity to the lower level operators to play role in the 
decision making and use their discretion in materialize the policy into practice. In 
addition, these school scholars also propose a bottom-up policies. For example, the 
problematic issues of the policy will be resolved only when the operators can 
participate in the policy and the role of policy will have direct effect to the operators 
(Majone & Wildavsky, 1978; Scharpf, 1978; Mayntz, 1977; Riley & Franklin, 1982; 
Elmore, 1985; Sabatier, 1986; Goggin, 1990; Pulzl & Treib 2007). 
 Hybrid theories, a mixture of two theories, top-down and bottom-up theories. 
Scholars of this school push to integrate the policy implementation into practice 
because of the success of policy depends on the inter-relationship between the two 
theories. Policy makers should be interested in the tools and resources of the policy to 
cause changes according to the intention of top-down theory and at the same time they 
should be interested to persuade people and make incentive to who observe the policy 
and the theory concerners according to the intention of the bottom-up theory as well. 
The implementation of the mixing policies needs integration the roles of policy 
makers and policy observers whereof it opens opportunity to have a negotiation 
between both parties (Lipsky, 1971, 1980; Elmore, 1980; Hjern & Porter, 1981; 
Hjern, 1982; Hjern & Hull, 1982; Pulzl & Treib 2007). 
 
4. Kano model 
 The Kano methodology posits that satisfaction is a multidimensional construct 
consisting of the following factors: Must-be factors are features that individuals take 
for granted. The fulfilment of these requirements does not increase satisfaction. If the 
product or service, however, does not meet expectations, then individuals will be very 
dissatisfied. One-dimensional factors are attributes for which the relationship between 
attribute performance and (dis-)satisfaction is linear. The more/less an attribute fulfils 
the requirements, the more/less customers are satisfied. Excitement factors are 
attributes that make customers very satisfied or even delighted (Matzler et al., 2004; 
Berger et al., 2003), if the product or service achieves these factors fully. Customers 
are, however, not dissatisfied if products or services do not meet these requirements. 
The Kano model also shows which attributes have the strongest impact on                       
(dis-)satisfaction. This characteristic of the model is highly valuable as it reveals 
which attributes increase satisfaction and which attributes only meet minimum 
requirements (Matzler & Sauerwein, 2002; Tontini, 2003; Lofgren & Witell, 2005; 
Helmi Ben Rejeb, 2008). 
 
5. Method 

In this research, it is the study of perspective views about policy driving 
guideline to education reform in the second decade by using a mixed method 
consisting of qualitative research and quantitative research as described in the 
following detail: 

The data givers in this study were divided into two groups i.e.                             
(1) 17 qualitative information providers who knowledgeable workers of advisory 
level, qualified experts and inspector-general (2) 1,140 quantitative data providers 
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who are teachers, came from all regions of Thailand , 170 from the northern region, 
624 from central region, 243 from northeastern region, 43 from southern region and 
40 from Bangkok Metropolis. 

 The instruments used in this research included group discussion of an issue, 
open-ended questionnaires for the teachers’ opinions on educational reform in the 
second decade and the close-ended questionnaires for the teachers’ idea on 
educational reform strategy in the second decade. 

Data analysis in this research  was divided into two stages, namely:                       
(1) Analysis of qualitative data obtained from the group discussion and open-ended 
questionnaires. Analyzed data with basic statistic values by application of frequency 
distribution and method of content analysis. (2) The analysis of quantitative data 
obtained from close-ended questionnaires according to Kano model. Analysis data by 
using reverse index of the Kano model.  
 
6. Results 
  Basic information of the questionnaire respondents, most of them were school 
teachers in the central region of Thailand (53.60%) of schools in the government 
(84.30%) hierarchy where the schools open teaching for primary education and 
kindergarten level (36%). All respondents are in same age range.  
 
Table 1 Percentage of the teachers’ feeling to the driving of the education reform 
policy (functional questions) 

Driving strategies for education reform 
policy 

I 
dislike 

it 

I can 
live 

I  am 
neutral 

It must 
be that 

way 

I  
like it 

1. methods      
1.1 teaching training for all teachers. 25.96 16.86 3.48 20.87 32.83
1.2 developing teachers by creation  of  
      teachers network. 

19.27 19.89 13.11 25.33 22.39

2. designs  
2.1 designing from the central by the  
     authority 

 

(a) practical guidelines 17.93 24.43 5.27 27.94 24.43
(b) curriculum 24.85 19.84 7.99 21.86 25.46
(c) education management designs 33.27 15.27 10.41 15.45 25.6
(d) textbooks 23.08 21.67 7.84 24.23 23.17
(e) free education policy  27.16 12.02 12.2 18.61 30.01

2.2 the operation of the teachers   
(a) individual information  15.33 26.87 6.87 32.25 18.68
(b) quality assurance 14.75 23.88 11.76 31.34 18.26
(c) classroom action research 13.31 25.64 9.32 34.96 16.77

3. concept  
3.1 learning from activities 21.91 20.21 4.45 27.78 25.65
3.2 learning from out-of-school learning 
      resources 

18.13 22.23 5.89 28.84 24.91

3.3 student-centered approach 19.3 24.58 4.56 27.52 24.04
4. content  

4.1 the amount of learning essence  
      subject in the course  

16.83 21.5 23.44 21.41 16.83

4.2 a basic curriculum arranged into 8  
     essential groups 

17.61 22.34 17.25 22.61 20.2
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From Table 1. The teachers’ feeling to the driving of the educational reform 
policy showed that the driving factors most teachers felt it must be done is to develop 
teachers by creation of teachers network (25.33%), operation manual or handbooks 
should be prepared by central superior organization (27.94%), teachers who are using 
textbooks from the central organization (24.23%), teachers who prepared their 
students’ individual information (32.25%), schools have to make quality assurance 
system (31.34 %), teachers who had to do research in classroom (34.96%), students 
passed the activities (27.78 %), students learned outside the classroom (28.84%), 
teachers who taught in student- emphasized style (27.52 %) and a basic curriculum 
arranged into 8 essential groups (22.61%). While the educational reform driving 
approach most teachers liked were driving with training (32.83%), central superior 
organization designed the curriculum (25.46%) and free education policy at 30.01 %. 
In addition, teachers did not like driving by the central power but they prefer an 
independent education management designed by themselves (33.27 %). 

 
Table 2 Percentage of the teachers’ feeling if without the education reform policy 
driving (dysfunctional questions) 

Driving strategies for education reform 
policy 

I 
dislike 

it 

I can 
live 

I  am 
neutral 

It must 
be that 

way 

I  
like it 

1. methods      
1.1 teaching training for all teachers. 37.81 8.90 13.61 9.96 29.72
1.2 developing teachers by creation  of  
      teachers network. 

25.30 12.78 29.04 14.12 18.68

2. designs  
2.1 designing from the central by the  
     authority 

 

(a) practical guidelines 24.82 15.14 25.53 14.96 19.54
(b) curriculum 18.98 23.20 18.01 23.90 15.91
(c) education management designs 22.78 20.21 17.46 21.19 18.35
(d) textbooks 23.43 17.04 22.45 18.10 18.99
(e) free education policy  27.58 13.35 20.55 14.32 24.20

2.2 the operation of the teachers   
(a) individual information  29.32 14.05 18.96 14.84 22.83
(b) quality assurance 25.63 17.05 18.84 19.11 19.38
(c) classroom action research 25.29 14.69 26.89 13.45 19.68

3. concept  
3.1 learning from activities 33.15 12.96 15.37 11.97 26.54
3.2 learning from out-of-school learning 
      resources 

33.09 11.81 16.99 12.08 26.03

3.3 student-centered approach 27.90 13.01 22.10 13.99 22.99
4. content  

4.1 the amount of learning essence  
      subject in the course less than  
      previous one 

20.86 17.87 22.18 17.08 22.01

4.2 the basic course emphasizing on  
      literacy skill, arithmetic, and  
      creation of learning skill 

22.40 19.24 12.47 19.15 26.74

 
From Table 2. For the teachers’ feeling if without the education reform policy 

driving, it showed that the attitude to the educational reform policy driving, the things 
most teachers disliked were they had not been trained for knowledge development 
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(37.81%), centralized mandate not to allow the school to design their own 
management (22.78 %), teachers needed not to use textbooks from the central power 
(23.43 %), failure to determine the free study policy (27.58%), teachers needed not to 
prepare their students’ individual information (29.32%), schools needed not to do 
quality assurance (25.63%), teachers needed not to do research in classroom 
(25.29%), students were not required to learn via activities at (33.15%), students 
needed not to learn outside the classroom (33.09%) and teachers needed not to teach 
in students - centered  approach (27.90%). While education reform policy driving 
aspect that the teachers felt indifferent were there is no teacher network to develop at 
(29.04%), central organization needed not to provide instructional handbook (25.53%) 
and the amount of learning essence subject in the course less than previous one at 
(22.18%). Besides, the teachers also felt that the thing to do is to exclude the central 
power out from design the course and schools need to create their own curriculum at 
(23.90%) and teachers like the way this is the basic course emphasizing on literacy 
skill, arithmetic, and creation of learning skill. 
 
Table 3 The teachers’ satisfaction to educational reform policy driving 

Driving strategies for education reform policy 
Index 

satisfaction
FI DI RI 

1. methods     
1.1 teaching training for all teachers. 0.43 0.42 0.34 O 
1.2 developing teachers by creation  of  
      teachers network. 

0.35 0.32 0.29 O 

2. designs     
2.1 designing from the central by the  
     authority 

    

(a) practical guidelines 0.38 0.32 0.30 O 
(b) curriculum 0.36 0.31 0.35 O 
(c) education management designs 0.29 0.41 0.33 M 
(d) textbooks 0.35 0.32 0.34 O 
(e) free education policy  0.39 0.34 0.29 O 

2.2 the operation of the teachers      
(a) individual information  0.35 0.36 0.29 M 
(b) quality assurance 0.34 0.34 0.29 M 
(c) classroom action research 0.34 0.33 0.26 O 

3. concept     
3.1 learning from activities 0.40 0.40 0.32 O 
3.2 learning from out-of-school learning  
      resources 

0.39 0.39 0.29 O 

3.3 student-centered approach 0.38 0.34 0.32 O 
4. content     

4.1 the amount of learning essence  
      subject in the course  

0.30 0.28 0.30 O 

4.2 a basic curriculum arranged into 8  
     essential groups 

0.31 0.32 0.29 M 

O = one-dimension, M = must be 
FI = functional index, DI = dysfuntional index, RI = reverse index 
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From Table 3. The teachers’ satisfaction to educational reform policy driving  
showed that most teachers are satisfied ( in one dimension ) to the educational reform 
policy driving were  every teacher must receive training to develop knowledge, 
teachers can be developed by creation of teachers network, the central organization 
prepares operational manual, central power designs the curriculum, teachers use 
textbooks delivered from the central organization, determination of free education 
policy, teachers need to do research in the classroom, students learn through activities, 
student can learn outside the classroom and teachers need to teach in student-focused 
approach but educational reform policy driving that teachers feel they need to be done 
(must be) include a teacher has to prepare students’ individual data and schools need 
to do quality assurance system. Additionally, there is a policy that teachers feel they 
need to do if there is no attribute at the moment, that is autonomous system allowing 
schools to design their own educational administration and teachers feel satisfied if 
without this attribute, that is the quantity of earning essence  in the course is 
maintained as the existing one. 
 
7. Discussion  
  The findings from this research there are many issues which should be 
discussed on that contain details about the education reform policy driving approaches 
as follows : 

Policy understanding, the research results showed that how to enable the 
operators to understand the education reform policy was firstly to initiate in driving 
the education reform policy in the second decade whereby the teachers who are 
operators must have conceptions about teaching and learning management in the 
correct way of educational reform that satisfied the findings of Harris (2007), it was 
found that the policy implementers who have correct understanding about the policy 
can operate it in accordance with the guidelines of the educational reform much better 
than the teachers who have an error concept. 

From interrogation with teachers. The research result showed that teachers 
want the education reform strategy conceptualized form the teachers’ opinions 
because the teachers could see the actual conditions of the problems. The 
improvement and the education quality development should correctly match the 
requirements of the context and environment of the school, this is satisfied with the 
bottom-up theory (Majone & Wildavsky, 1978; Scharpf, 1978; Pulzl & Treib 2007). 
There is a concept that practitioners or operators should determine the  policy, to 
propose the policy whereby they can have a role in decision making and exercise 
judgment in the policy implementation. In addition, these academics had proposed a 
bottom-up theory policies to be implemented and policy problematic issues will be 
resolved only when the practitioners have participated in the policy and the role of 
policy will have a direct impact on practitioners or the operators. 
 Participation of all parties, the research result has pointed to the involvement 
of teachers, parents, alumni, and several related parties to take part in educational 
administration. The opportunity is opened to the policy operators who are teachers 
and school administrators, parents,  organizations, and private sectors to participate in 
determination and planning the education reform policy, this is satisfied with Harris 
(2007) who noted that the success of education reform policy about implementation 
policy of equal distribution of educational opportunities. Implementation of the policy 
must gain the support and cooperation of insiders and outsiders in order to achieve the 
mission of the policy. But Garstka (2011) proposed the creation of the executive’s 
leadership is necessary where he showed that leadership pattern of administrators can 



 

8 

 

affect to the participating creation of personnel in schools. Besides, Otero (2011)  
suggested that the design of educational reform policy must come from the 
perspective views of all stakeholders in order to create the acceptance of the 
educational reform policy which will affect the success of the education reform policy 
driving. And the government must give priority to the participation of stakeholders in 
the educational reform policy development whereas the stakeholders are the drivers of 
the education reform policy into practice. Education reform process must be 
controlled, action-oriented strategies, fully monitored and evaluated by all 
stakeholders  
 
8. Conclusion 

This research can summarize the result of the research by dividing it into two 
perspective views , namely : (1) Teachers view, (2) Academics’ view. 

Teacher’s view , teachers have opinions to the driving approach enabling them 
to understand , design method how to drive,  driving concept and  essence that should 
be driven as follows : (a) Driving method enabling teachers to understand is training 
to develop knowledge and development of teachers by creating teachers network.                        
(b) The design method how to design the driving approach should be driven by the 
central power that satisfied teachers were the central organization prepares the 
operational manual and designs the curriculum while teachers use textbooks delivered 
from the central power  and  determination of free education policy but the design 
method  of the policy driving from the central power that teachers felt the center has 
to do it was the central power  should design education administration  for the schools 
to comply with. For the implementation of centrally designed policy that teachers felt 
that the central organization has to design  these things were the preparation of 
students’ individual data and quality assurance systems. However, the observance 
what designed by the central power that satisfied teachers is to do research in the 
classroom. (c) The concept of educational reform policy driving in the 2nd decade that 
satisfied teachers consisted of  3 concepts, namely, the students’ learning through 
activities, students’ learning outside the classroom and teaching in student-centered 
approach. (d) The essence that should be driven and satisfied teachers were the 
quantity of learning essence in the course was reduced. The essential subjects which 
teachers felt necessary was the basic curriculum of 8 essential groups. 

Academics’ view to education reform policy driving guideline or approach 
consists of the following five guidelines as follows: (a) The creation of teacher 
development system, especially building a development center to develop the mentors 
who are instructors in university to enhance the potentiality of the teachers but the 
mentor’s quality must be accredited before expansion to work to develop teachers.                          
(b) The link of skills teacher’s skill with the academic accreditation whereby the 
priority is given to the teachers’ knowledge and capability, especially adaptive 
teaching competency is the teachers’ capability in teaching, in selection of 
instructional materials and design activities to suit all learners who are different, both 
talent or gifted, moderate and weak children. (c) Making teachers to be happy in their 
careers in order to create incentives in working. This issue is difficult because it 
involves money, hence, this research project will not focus on this issue. (d) Creation 
the mass media mainstream to put pressure on the public and social awareness about 
education reformation. For example, the research articles in this project could be 
brought to famous writers to be criticized, discussed, improved and published in a 
newspapers or in social network that will result in the private sector‘s interesting  such 
as district administrative organizations or provincial administrative organizations, 
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they can be aroused  and awakened on education reform and participate more in 
school supporting . (e) The analysis of teachers’ needs. 
 
9. Recommendation 

This research has studied the views of interested parties by means of mixed 
research to gain in-depth information about the education reform policy driving. If 
this research result is brought into actual practice there should be evaluation research 
about the effect of implementation of the education reform policy strategy in actual 
practice. 
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Abstract 
 One of the problems found in the first decade of educational reform in 
Thailand was practitioners’ misunderstanding due to confused guidelines on 
educational management issued from the central authority. The purpose of this 
research is to develop a program theory to evaluate the success of the implementation 
of the education reform policy using theory-based evaluation approach.  The study is 
divided into two phases. The first phase is program theory development. The second 
phase is the implementation of the developed program theory for evaluation.  Program 
theory was developed using three sub-theories to explain the success of policy 
implementation, including policy implementation theory, diffusion of innovations 
theory, and change theory. Data were collected through a variety of means: 
questionnaires sent to a sample of teachers, administrators, and experts in policy 
implementation process, review of documents on educational policy implementation, 
and unstructured interviews with stakeholders. The drafted program theory was 
revised based on comments from experts and stakeholders who examined its 
appropriateness and feasibility. 
 The results of the study in the first phase revealed that the model of developed 
program theory in evaluating the success of educational policy implementation 
consists of two levels: the macro level (central authority level) and micro level (school 
level). As for the macro level, the components in the change theory are constructed 
based on the assumption that the success of policy implementation occurs if the 
strategy and guidelines for practitioners are clear and communicative. At this stage, 
the reform strategy evaluation should be done. In terms of the micro level, the 
educational reform would be successful if school administrators and teachers had 
good attitudes towards the policy and willingness to follow the reform guidelines. In 
addition, the success relies upon the leadership and ability of school administrators to 
create cooperation among the stakeholders in educational management. Because 
teachers play an important role in implementing educational reform, the theory points 
out that teachers’ behavioral changes in the right direction will lead to success in 
classroom management. The evaluation results using theory-based evaluation 
approach are expected to provide information regarding success and failure factors of 
the reform and suggestions for the improvement of educational management.  The 
second phase of the research, the implementation of the developed program theory, is 
now under study.  Its results will be shown later. 
 
Keywords: theory-based evaluation, strategy evaluation, educational reform, program 
theory 
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1. Introduction 
 The success of the educational reform driving, the educational reform policy is 
important to the successful implementation but education reformation of Thailand in 
the first decade ago (1999-2008) was not quite successful regarded as it should be. 
One factor might possibly be due to error knowledge and understanding or 
misconceptualization of teachers implementing education reform policy that caused 
them in confusion about the educational reform policy and confused them in the 
operation. As a result, most teachers could not achieve the goals of the education 
reform (Suwimon Wongwanich & Nongluck Wiratchai, 2004) Besides, it was also 
found that uncertainty of the policy and teachers refused to accept education reform 
policy was a major reason of the failure of educational reform (Schmidt & Datnow, 
2005; Aksit, 2007; Harris, 2007; Lacovo, 2009;Oteo, 2011).  

Schmidt and Datnow (2005) noted that the success of educational reform 
depends on the policy implementation process that needs to change the teachers’ 
behavior that can induce teachers to have  faith and see the value of the education 
reform policy, and encourage them the feeling to change their behavior ( Zendeli, 
2011).  

Hence, the assessment of the success of education reform is to evaluate the 
result of the policy implementation whereas the evaluation concept always in attention 
from the past to present is the theoretical model so called “Theory-based evaluation”. 
It is a concept that makes understanding on the intervention process, this theory is 
used to explain the internal mechanism of a project or program that causes a result 
(Chen and Rossi, 1983; Weiss, 1972). The evaluation concept using a theory as a base 
is appropriate to evaluate the success of the education reform policy as a driving tool. 
It does not only yield information about the consequence but it also provide 
information about the factors of success and failure of educational reform.                        
The research objective is to develop a program theory for evaluation of the success of 
education reform policy by usage the concept of theory-based evaluation. 
 
2. Theory-based evaluation 
 Theory-based evaluation is the approach studying and evaluating the causal 
factors as the mechanism inside the intervention or it is the program that originates the 
desirable result. Explanation by the theory enables us to know the cause of success 
and failure which can be useful in program design. It can suggest how to implement 
the program and indicate the bug or pitfall that can be improved and enhance the 
development of the program (Chen and Rossi, 1983; Weiss, 1972). 
  The program theory is the diagram showing the relationship between the 
actions of the program with the results or consequences and other factors in linear 
programming or model, as shown in Figure 1. It is a general linear model. In actual 
practice, there will be more complication but it is basically conformed with this model 
as components as in this figure (Chen, 1990, 2005; Donaldson, 2007; Frenchtling, 
2007; Patton, 2008). 
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Figure 1. Linear program theory model.  
Source: Adapted from Donaldson, S.I. (2007).  
 
 From Figure 1, it shows that the program theory consists of the two main 
parts, namely : (1) the program process theory which consists of the inputs, activities 
and outputs and (2) the program impact theory which consists of short-term outcomes, 
intermediate outcomes and long-term outcomes (Donaldson, 2007). 

Weiss (1997, 1998) and  Wholey (1979) were among the pioneer theorists who 
were interested in Linear Model in description the program theory. Later, Chen (2005) 
proposed a model that is not a pure Linear Model by adding views in contextual, 
comprehensive and application-oriented aspects with ecological program which is 
shown in Figure 2. The form of this model is the integration of systematic thinking 
approach by introduction of contextual factors and the other potentials influencing the 
process and outcome of the program to be used in design the hypothesis of the 
program theory. Later, Patton (2008) had given an opinion on this model that it is the 
model with more complexity added that make it more practical in real application, 
there are always changes continuously and being the system adaptable to various 
conditions. 

The program theory has two major components, namely : (1) Usage process 
having the goal to provide the intentional services to the targeted  population and (2) 
To connect the cause of the assumptions and the impact of the intervention, Rossi et 
al. (1999) and Donaldson (2007).  For example, the reference on these two 
components in the role of the program process theory and the program impact theory. 
Besides, Rossi et al. (1999) gave the definition of the program impact theory that it 
means the goals and objectives that describes the results of the transformation process 
of the program that caused the results in term of social conditions. The step by step 
objectives are the milestones along the route of services giving of the program to 
improve social conditions which is the ultimate goal of the program. 

The advantage of using the theory-based evaluation is to enable us to know the 
effectiveness of the program operation whether its target has been achieved or not. It 
can explain the causal mechanism under the program and provide useful information 
for decision making (Donaldson, 2007; Weiss, 1997) 
   Such evaluation is not only conducted or evaluated during the project 
operation or just the aggregate assessment, but it also the evaluation giving the 
knowledge body about the form that originate effectiveness of project implementation 
(Patton, 2008). But Roger (2007) said that the advantage of using theory-based 
evaluation is its efficiency in the analysis and it is evidently obvious proof and it also 
raise questions of assessment the answers to the question and the program has a high 
efficiency that can get informative data about the program in response to evaluation 
question and can be adopted for the program improvement 
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Implementor

Associate Organizations 
and community partners

Ecological context

Intervention and service 
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Action Model

Resources

Program implementation
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Evironment

Figure 2. Nonlinear program theory model.  

Source: Adapted from Chen, H. T. (2005).  

  
3. Policy implementation theory  
 Policy implementation theory consists of three theories (Pulzl & Treib, 2007) 
as follows (see Figure 3). 
 Top-down theories, top to bottom theory, aims to find the answer of the 
perfect policy implementation by viewing the central decision-makers is the 
determiner of the objectives of the policy, emphasizing on the exercise of controlling 
power of the policy makers to actual implementation whether it is appropriate or not, 
that policy will be implemented by the person who has the directive power to deal 
with all policies. The success of policy depends on the policy-makers’ well 
understanding about the policies that are implemented and factors enabling efficiency 
are clear and consistent objectives of the policy. The policy is based on correctly 
logical cause and result. Good organization of structure to implement the policy in 
concrete practice. Operators are obligated to the objectives of the policy. Executives 
or leaders give firm support and the effect or impact is not harmful to the social and 
economic changes (Pressman & Wildavsky, 1973; Van Meter & Van Horn, 1975; 
Bardch, 1977; Sabatier & Mazmanian, 1979, 1980; Mazmanian & Sabatier, 1983; 
Pulzl. & Treib 2007). 
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Pressman & Wildavsky (1973)
Van Meter &  Van Horn (1975)
Bardch (1977)
Sabatier & Mazmanian (1979, 1980)
Mazmanian & Sabatier (1983)

Majone & Wildavsky (1978)
Scharpf (1978), Mayntz (1977)
Windhoff-Hertier (1980)
Riley & Franklin (1982)
Elmore (1985)
Sabatier (1986)
Goggin (1990)
Winter (1990)

Lipsky (1971, 1980)
Elmore (1980)
Hjern & Porter (1981)
Hjern (1982)
Hjern & Hull (1982)

bottom-up theories

hybrid theories

top-down
theories

Figure 3. Top-down, bottom-up, and hybrid theories: key contributions.  
Source: Adapted from Pulzl, H. & Treib, O. (2007). 
 
 Bottom-up theories, the operators are the policy makers and proposers of the 
policy. By theory, this theory objects the possibility of the theoretical study of top-
down policy that it cannot guarantee that the implementation will be successful while 
the bottom-up theories seems more possibly adjustable to match the policy and 
operators and it opens opportunity to the lower level operators to play role in the 
decision making and use their discretion in materialize the policy into practice. In 
addition, these school scholars also propose a bottom-up policies. For example, the 
problematic issues of the policy will be resolved only when the operators can 
participate in the policy and the role of policy will have direct effect to the operators 
(Majone & Wildavsky, 1978; Scharpf, 1978; Mayntz, 1977; Riley & Franklin, 1982; 
Elmore, 1985; Sabatier, 1986; Goggin, 1990; Pulzl & Treib 2007). 
 Hybrid theories, a mixture of two theories, top-down and bottom-up theories. 
Scholars of this school push to integrate the policy implementation into practice 
because of the success of policy depends on the inter-relationship between the two 
theories. Policy makers should be interested in the tools and resources of the policy to 
cause changes according to the intention of top-down theory and at the same time they 
should be interested to persuade people and make incentive to who observe the policy 
and the theory concerners according to the intention of the bottom-up theory as well. 
The implementation of the mixing policies needs integration the roles of policy 
makers and policy observers whereof it opens opportunity to have a negotiation 
between both parties (Lipsky, 1971, 1980; Elmore, 1980; Hjern & Porter, 1981; 
Hjern, 1982; Hjern & Hull, 1982; Pulzl & Treib 2007). 
 
4. Diffusion of innovation theory   
  Roger (1983) noted that the Diffusion of Innovation Theory had concept 
emphasizing on social and cultural changes of the diffusion of new things from a 
society to another society and acceptance of social innovation whereby the diffusion  
arises to  knowledge, techniques , ideas and new technologies whereby the innovation 
diffusion theory is explained that it consists of four following principles. 
 1. the diffusion of innovation to society occurs when individuals in that society 
accept two parts, i.e . acceptance of ideas and acceptance of materials. Most 
acceptable innovation normally have characteristics  as follows : (a) is more useful 
than the original (Relative advance) (b) is consistent with the culture in society. 
(Compatibility) (c) Non-complex (Complexity) (d) Easy noticeability. 

 2. The communication must rely upon a form of communication or medium 
for the diffusion of innovation from the source to the recipient. 
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  3. A new concept or idea or utilization of what already exists to be used in new 
ways to create the economic value and utility and the innovation diffusion process 
takes time and sequence so that persons can adapt themselves to accept new  
innovations  or ideas or concept. 
 4. The social system will have influence to the diffusion and acceptance of the 
innovation , namely, in  modern society, the social system is in favour to innovation 
due to social norms and values is conducive and facilitated to social and cultural 
changes, hence  when  there is diffusion of something new, the society is prone to 
accept it  while the old traditional society or primitive one would hold on or be 
attached with some social beliefs which has characteristic in opposite to the modern 
society. The speed of diffusion and the amount to accept innovation can therefore 
slowly arise and less or may innovations resist to accept the innovation. 
 
5. Theory of change 
  Lewin (1947 cited in Burnes, 2004) is an initiator to develop the change theory 
from the field theory by using integrated approach to analyze and make understanding 
about the changing paradigm or pattern that makes the scheme successful. It consists 
of three important steps as follows ; 
 1. Unfreezing step is a human behavioral melting which depends on the 
balance of group support with complex structure. Human would abandon their old 
habits and adopt new behaviors if and only if there is a new push that causes 
imbalance. Human behavioral change is originated by the influence of learning and 
culture. 
   2. Moving step is the step that has been triggered by the melting process when 
there is dissatisfaction or insufficiency with current conditions and the fact so they 
desire to make the change. 

3. Refreezing step, restoring back to its original condition is the final step that 
becomes a new behavior, including the development of self-paradigm or vision, 
establishing and building relationships between individuals. 
  It can be concluded that the theory that should be used to the success and 
failure of policy which consists of the three theories i.e.  policy implementation 
theory, diffusion of innovation theory and change theory whereby these theories can 
entirely explain the wide range of policies from the policy determination, 
implementation and policy evaluation. However, whether the theory is more or less 
applicable depends on the context of the policy, but it must take into account that the 
theory is adequately sufficient and possibly to explain the success or failure of policy. 
 
6. Method 

The samples used in this research were 85 teachers, administrators of 
educational establishments and experts on education and policy-drivers. The data 
collection was conducted with questionnaires, documentary analysis and in-depth 
interviews.  

The instrument used in this research is the open-ended questionnaires for 
accepting comments on educational reform in the second decade and the interviewing 
issues in how to develop the program theory which consists of five steps, namely,                 
(1) Made the survey  with open-ended questionnaire and interviews with stakeholders 
or interested persons with the educational reform, (2) Synthesized of research works 
and social theory about the policy implementation, (3) Drafted the program theory,            
(4) The experts and stakeholders participated in determining the appropriateness and 



 

7 

 

feasibility of the theory and (5) Improved the theory according to opinion of experts 
and stakeholders.  

 
7. Results 
  The program theory of educational reform implementation consists of 2 model 
levels as follows (see Figure 3). 

The Central Authority or Macro Level has the result as the appropriateness of 
the design, concept of education management  according to educational reform policy 
with 4 theoretical assumptions  or hypotheses  as follows:  

(a) If there is communication with easily understanding language, it can make 
the policy acceptable, create a good attitude and correct interpretation that results in 
understanding of the operational paradigm or concept.  \ 

(b) If all parties participate in the policy implementation, it can make the 
policy compliant operators to feel determinant in practice.  

(c) If there is a strategy assessment of education reform, it will be make that 
strategy clearer and more appropriate.  

(d) the appropriateness of the design, concept of educational management 
according to the educational reform policy can occur if the policy compliant operators 
have better understanding of the operational paradigm. The implementation strategy is 
concise and proper and the policy drivers have commitment in performance. 

School or Micro level is the level having performance resulted from the 
educational area level whereas the educational reform policy driving outcome in the 
educational area had been designed for educational administration according to the 
educational reform policy, it can push the policy implementation to the school level 
continued policy is to be the same. This results in the success of educational reform 
with 4 theoretical assumptions as follows :  

(a) If school personnel have thoroughly recognized the educational reform 
policy, this enables the educational establishment personnel to have a favorable 
attitude towards the policy, sense of appreciation and accept the policy.  

(b) If there is policy implementation monitoring measure of its result from the 
education area will result in correct recognition or the policy acknowledgement 
among the teachers.  

(c) If the administrators of educational establishments have leadership this can 
enable teachers to acknowledge the educational reform policy cooperate in policy 
implementation.  

(d) If there is creation of performance monitoring system, it will also create 
incentive to teachers to work more for the educational reform.  

(e) Teachers would change their behaviors in the learning and teaching 
management according to the educational reform policy when they have good 
attitude, sense of appreciation and accept the policy. The teachers correctly recognize, 
team work skill and motivation to work at their full capacity.                 

(f) If the teachers change their teaching management behaviors, it will effect to 
the success of education reform implementation. 
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Figure 3. Program theory for Evaluating the Implementation of the Educational 
Reform Policy 
 
8. Discussion  
  The relation of the program theory involves the theory that describes the 
creation and implementation of policy into practice, then, the operating simulation or 
model is created as an indicator of each policy implementation process. It is obvious 
that the theory, policy and indicators are the tools to supervise, follow up and evaluate 
the policy according to its cycle (Harmelink, 2007). Besides the importance of policy 
evaluation in theory-based application is the theory that explains the policy 
implementation effectively and efficiently. The policy theory identifies factors 
influencing to the success or failure of the policy  

The evaluation of policy in theory application needs the policy theory to 
explain the success or failure of the policy in compliance with the finding of 
Harmelink (2005, 2007, 2008) who noted that factors affecting the success or failure 
of a policy depends upon the clarity of the policy, understanding of the policy 
observers and participants or stakeholders in design and implementation of the policy. 
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From such factors, it can be explained with three associated theories, i.e. (a) Policy 
implementation theory (b) Diffusion of innovations theory and (c) Change theory. 

There are 4 limitations of theory-based evaluation approach, namely : (a) The 
program theory program creation is sometimes unclear (b) Components of the theory 
may confuse the evaluators (c) The applied theory may not be workable in real 
practical and (d) To turn some theories into the program theory is difficultly possible. 
Hansen and Vedung (2010) introduced a new concept for the evaluation of a program 
theory so called the evaluation of stakeholders by application of the Theory-based 
Stakeholder Evaluation or by TSE model consisting of four steps namely, Step 1, 
Reconstruction, Step 2, Search, Step 3, Selection, Step 4, Reconstruction and Step 5, 
Comparison. 
 This research is to develop a program theory for evaluation the success of 
educational reform driving which is the initial stage of the design of theory-based 
evaluation. The next phase should bring this program theory to be tested in the 
education areas and at education establishment level. 
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Abstract 
 

How do educators, information technology professionals view China’s advances in 
computing and engineering education? To answer this question, the investigators 
observed computer science and engineering classrooms in China, and conducted focus 
group discussions with educators and information technology professionals. This paper 
summarizes the insights emerging from these observations and discussions on technology 
advances, reforms in China's education system, and the impact of computer science and 
technology education programs. New teaching paradigms and instructional methods were 
viewed as beneficial to providing valuable information for educators outside China 
(including the USA) in their effort to increase student achievement and competitiveness 
in the global education of the digital age, especially in computer science and technology.   

 
 
Introduction 
 
Computing is dynamically and rapidly changing as an academic discipline as well as a source of 
innovation in the 21st century. To stay current, the computing curriculum in universities 
worldwide must also be dynamic and change along with the field (Baker, 2011).  Like all 
technologies, computing and technology education has gone through a continuous reform, 
readjustment, and improvement. In China, computing and technology are recognized as the 
driving forces for education and production. In the Reform of China's Educational Structure 
(ROCES) the central government declares "A vital factor for the success of our cause lies in the 
availability of skilled people, which requires the vigorous development of education as economic 
growth advances." (ROCES, 1985).  
 
In recent educational reform efforts, China has moved from an "elite computing education model 
to a mass computing education model” (Douglas et al., 2010).  This new model of computing 
education involves incorporating awareness, knowledge and skills for R & D and professional 
success and competency of students in a global environment.  
 
This study integrates results from (1) focus group discussions with educators and information 
technology professionals in China, and (2) observations of computing and engineering 
classrooms, with (3) the trends in educational policies and national curriculum development.  
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China's Scientific and Technological Advances 
 
The Ministry of Science and Technology of China, the Bulletin of Chinese Academy of Sciences, 
China Science Foundation, and China Basic Sciences have jointly recognized the top ten 
scientific and technological progresses in 2010.  Some of these achievements include: unveiling 
the molecular mechanism of arsenic trioxide and all-trans retinoic acids in treating acute 
promyelocytic leukemia; realizing metamaterial based three-dimensional microwave stealth and 
electromagnetic black holes; materializing long-range free space quantum teleportation.  These 
achievements involve profound algorithm development, advanced computing, and 
implementation of cutting edge technologies. These advancements in science and computing 
represent joint efforts and collaboration between business and education with support from the 
government (Shao, 2009).  
 
In science, technology and engineering classrooms in the universities visited, such as Beijing 
University, Jiao Tong University and Qingdao University of Science and Technology, the 
teaching of advanced topics in computer science, networking, and engineering development were 
observed. New curriculum and instruction in these cutting edge sciences and technologies mirror 
the science and technology discoveries, inventions and breakthroughs of the nation.  
 
The rapid expansion of software industry facilitated China's progress in information technology 
and promoted the nation's economic development. China's State Council announced a series of 
new policies to accelerate the software development and promote self-developed technologies in 
telecommunications. The National People's Congress (NPC) has approved Five-Year-Plan to 
prioritize the development of two high-tech cities in Beijing, "Zhongguancun Science City" 
known as China's Silicon Valley and "Future Science and Technology City". Those two 
powerhouses are designed to significantly boost China's innovation capacity in science and 
technology (www.eda.admin.ch/beijing, 2011). China's position in global economy and 
technology is recognized and testified by business and education leaders. For instance, China has 
been referred to as: 
 

 “The most attractive location for IT and R&D” (World Investment Report, 2005) 
 
“Nowhere in this universe has a higher concentration of I. Q. power” (New York Times, 
2007) 
 
China has experienced the strongest growth in scientific research over the past three 
decades of any country, with a 64-fold increase from 10,500 journals.” (Financial Times, 
2010) 
 
“The world’s second most competitive and popular IT outsourcing destination in current 
market and number one in the century” (New York time, 2009) 
 
“Microsoft Research Asia: The world’s hottest computer lab” (MIT Tech Review, 2008) 
 
“China could overtake Britain, Germany and Japan as a base for corporate research, 
leaving it second only to the United States” (SIGCSE, 2009) 
 

This viewpoint was corroborated in testimonials from educators and information technology  
professionals in the focus group discussions. Examples include:  
 

 “China is going to become sources of innovation.”  



 3

  “There is a tremendously deep pool of talent here in China "  
 “China is striving to produce talented manpower and products to compete with the West 

World” 
 
These comments support the view of a world-recognized intellectual talent pool in China, which 
represents the source of success of China’s innovation in computing and technology.    
 
China's Approach to Innovating Computing Education  
 
1. Pyramid Model 
 
The pyramid model in computing education was designed to support efforts to prepare China's  
college students to be competitive in the global context of the digital age,. The pyramid model 
identifies three purposes of computing education: (1) Science-based model is typically applied for 
preparing elite talent pool for research oriented intellectuals; (2) Engineering-based model is used 
for training students in high tech design and software implementations; and (3) Technology-based 
approach serves as a new mass computing model. This model intends to educate and produce a 
large workforce in meeting the demands of global IT development and outsourcing. It is an 
innovative approach driven by the rapid growth in China's economic sector and the desire to 
expand educational opportunities to enroll a greater population of China's talented youth (Zhang, 
2010).    
 
The technology-based approach is also used to promote computing and technology education in 
the K- 12 education system, including vocational and technical schools. In one focus group 
discussion, a professor at Suzhou Normal University stated, "The subject of IT will be made 
compulsory throughout the country.  IT will become a mandated course in all middle schools and 
primary schools in developed areas.” 
 
 According to People's Daily (2009), the official newspaper of China, "Ninety percent of 
country's primary and middle schools will have Internet access and for the remaining ten percent, 
multi-media teaching facilities and other resources will be made available." Professors 
interviewed at Qingdao University of Science and Technology support this initiative, "Chinese 
educators will make changes in the current curriculum and take efforts to integrate IT with other 
school subjects to teach digital age skills."  
 
2. Globalization Model  
 
Driven by the internationalization of IT, software engineering in China has been growing rapidly 
(Boehm, 2006). The Chinese Academy of Sciences and Beijing University cooperatively 
launched a new Master of Software Engineering (MSE) program in 2001. This program has since 
established a reputation as the ‘golden crown’ in the software industry and has provided the 
stimulus for many similar programs across the nation. The MSE program is described by the 
Chinese education officials as: 
   

“... the course of study for the Master of Software Engineering is different from that offered 
at most colleges in computers and software. The curriculum will follow an international 
model of software education in training senior software engineers."  
 
"People who hold the Software Engineering Master's Degree should be capable of designing 
and developing software as well as organizing and managing projects and have good 
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command of foreign languages and the ability to face international competition.” 
(www.china.org.cn/english/2002/jun/33834.htm) 
 

The MSE program aims to educate and train high-level students with cross-disciplinary 
knowledge, domain expertise, and a global perspective.  Prospective students are carefully 
selected for this program, and are expected to have a strong professional background, be skilled 
in software development and project management, as well as proficient in a foreign language, 
particularly English. By 2006, the MSE program at the Chinese Academy of Sciences had 
enrolled over 2000 students, offering 142 courses on software engineering, integrated circuit 
design and engineering, advanced mathematics, advanced technologies, social sciences and 
humanities. In keeping with the national slogan “Join the Western Rail”, most of the computer 
science textbooks were written in English. In the classes observed, lectures were taught in English 
or English combined with Chinese (Shao, 2011).  
 
All education programs in China follow a centralized standard implemented by the Ministry of 
Education, which standardizes the consistency of programs across the nation. However, in the 
recent reform, a professor at Jiao Tong University stated in the interview, “Professors are 
encouraged to promote academic freedom and creative thinking and expression in the pursuit of 
ideas and knowledge; in defining course content; and in choosing methods of instruction and 
instructional materials.” Another noticeable change in the education reform is "Shifting 
administrators as authority to a role as resource providers and quality assurors, giving greater 
autonomy to faculty in education." (From focus group discussion at Qingdao University of 
Science and Technology)      
 
Innovations in science, computing and engineering can be measured by manpower and 
expenditure indicators, as well as by publication output and patent volume (Leung et al., 2007). 
Over the past three decades, China has experienced the strongest growth in scientific research, 
with a 64-fold increase from 10,500 journals and now ranks second in the world just behind the 
USA.  Almost 9 percent of papers originating in China have at least one US-based co-author 
(Financial Times, 2010).  
 
3. Model Curriculum Construction Approach 
  
The "Model Curriculum" is the national project initiated and supported by the Ministry of 
Education of China. Its aim is to collect the most relevant standards and quality computing 
curricula based on domain requirements. A model curriculum is a carefully selected design that 
reflects the development of cutting edge technology, advancement in IT and interactive pedagogy 
for delivering knowledge. The most highly rated curricula in the discipline are carefully reviewed 
and strictly filtered before the final selection. The selected curriculum will be constructed and 
shared by all the universities and institutions for the same or similar programs. This approach of 
curriculum development encourages and maintains consistency and high standards of academic 
programs across the universities in the nation (Hu et al., 2008).   
 
This model curriculum construction approach has been implemented in Zhejiang University for 
its "parallel computing and multicore programming" (Hu et al., 2008).   This design starts with 
"Basic Experiment" stage of learning. Courses offered at this stage focus on fundamental 
principles of multicore programming, followed by "Integrated Experiment" stage. In this 
sequence of the program, students learn more advanced concepts and are divided into groups for 
the implementation of a project. The Student Research and Training Program will be integrated 
with "Integrated Experiment" to develop basic research and practice hands-on experiments. The 
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next stage of the program is "Multicore Contest" and the sequence concludes with a "Research 
Project." (Hu et al., 2008).    
 
The model curriculum development is usually sponsored by a collaborative company for 
encouraging technical competition and for students to obtain real-world practice. "Research 
Project" is the highest level of the "Curriculum Construction Model." At this stage of the 
program, students conduct a research project in collaboration with a sponsoring organization or 
company. Mentored and supervised by faculty members, undergraduate students are paired with 
graduate students in selected projects to gain first-hand experience in constructing a research 
framework and implementing an innovative project relating to selected topic.  
 
Discussion 
 
Observations of science, technology and engineering classrooms among four universities in China 
confirm that instructors were including advanced topics in science and technology, such as 
computing and high tech engineering. Instructors are incorporating instructional strategies that 
support creative thinking in addition to the traditional emphasis on mastery. The advanced topics 
in the Chinese university curricula keep technology and computing education current as the field 
develops rapidly. Educators and IT professionals in the focus group discussions commented on 
the increased emphasis on academic freedom for both faculty and students. Chinese educators 
also report they are including more western educational concepts, such as collaboration, project 
learning, constructivist learning, and interdisciplinary models. In turn, Western educators observe 
how rapidly curricular and instructional changes occur in the Chinese education system. It may be 
worthwhile for them to observe these practices closely, evaluate and learn from them, and adopt 
them in their own education systems.  
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 Abstract  
 

 
The body of research examining deliberate practice and self-regulation in musical 

instruction has grown extensively over the past decade. Compelling evidence indicates that 
students with higher levels of self-regulation develop superior performance skills and experience 
more fulfillment as musicians. But in order to develop the self-regulatory behaviours that are the 
hallmarks of skilled and expressive musical musicians, students need to be supported and guided 
as they learn to explicitly set goals and monitor and reflect on their progress. Developing these 
behaviours involves the incorporation of strategies that presuppose a certain level of discipline 
and organization on the part of the student. One way of supporting students is through digital 
tools, including electronic portfolios designed specifically to enhance self-regulation. The 
research reported in the present paper describes how a web-based electronic portfolio, called 
ePEARL, served to enhance the experiences of students and teachers working in music studios, 
and in turn, how ePEARL was then adapted to reflect music teaching and learning in a new 
electronic portfolio called iSCORE. The paper describes a three-phase research and development 
study that took place over a 22-month period. First, we used case-study methodology to examine 
the use of ePEARL with one teacher and student. Findings demonstrated the value of the tool in 
supporting student learning as well as for linking weekly lessons to include composition and 
school music activities. In the next phase of the study, four teachers and 15 students used 
ePEARL over a five-month period, when it was determined how ePEARL could be modified to 
more fully support both students and their studio teachers. On the basis of this second phase of 
research, we developed a design and development plan to create iSCORE, and then tested it with 
music students, teachers, and university educators. Features of iSCORE will be described and 
demonstrated during our presentation, featuring some of the most powerful aspects of iSCORE 
that support the development of self-regulation in young musicians. 
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Over the past century, there have been many advances in the music industry and in educational 
practices. However, the field of studio music instruction has largely remained unchanged. 
Although hundreds of thousands of children take weekly studio lessons across Canada and the 
United States, many quit just as they are reaching a level of proficiency, often in the adolescent 
years. Later, when these former students reach adulthood, they often feel that despite their years 
of music instruction, they have not retained any musical skills, thus eliciting the response, “I took 
music lessons as a child, but I do not remember anything.”  
 
The lack of engagement in the private music lesson system is not only a problem for students. Of 
the thousands of independent music teachers who operate studio practices across North America, 
very few teachers have opportunities for meaningful professional development. For many studio 
teachers, their teacher education is based on their childhood learning and performance 
experiences and their pedagogical skills are based on “instinct, intuition, and of course imitation” 
(Lopinski, 2005, p. 1). Teachers who work in home-based studios have infrequent contact with 
other musicians. Even those studio teachers who work in a music conservatory often have 
schedules that are too tight to allow them to work with their conservatory colleagues. The sense 
of isolation experienced by studio teachers is symptomatic of a lack of infrastructure that could 
help teachers to learn and incorporate new pedagogical ideas and techniques. A recent survey of 
studio teachers indicated that an overwhelming majority of teachers feel this sense of 
professional isolation (Feldman, 2010).  
 
Technological developments have played an important role in advancements in the music and 
education fields, and we believe that technology can help to bridge the gap for students and 
teachers involved in studio instruction, both in terms of how students and teachers interact with 
one another between weekly lessons, and in terms of enhancing student learning. Therefore, the 
purpose of the research described in this paper was to explore the implementation of an 
electronic portfolio, called ePEARL, in the music studio setting. A series of studies was designed 
to examine the extent to which ePEARL could be used to deepen music learning, as well as to 
guide the development of the tool so that it would be more suitable for the music studio context.  
 
This paper profiles the three-phase research and software design process. We begin by framing 
our work with a review of literature on self-regulated learning and practicing in the studio setting 
and describe the electronic portfolio, ePEARL, that was used in the research. We then present 
each phase of the study. Phase 1 was an in-depth single case study to examine the efficacy of the 
tool in the studio context. Phase 2 employed a multiple case study method to examine the range 
of use and implementation of ePEARL in four studios, with students of varying ages, leading to 
design changes for ePEARL. Phase 3 involved the development of a new tool, called iSCORE, 
and the initial usability testing with case study participants and other music education specialists.  
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LITERATURE 
 
Self-Regulated Learning and Practicing in the Studio Setting 
Studio instruction refers to one-on-one instruction in home-based or conservatory settings where 
students take part in weekly lessons, usually between 30 and 60 minutes in duration. Between 
lessons, there is the expectation that students will practice, applying the ideas presented at the 
lesson. During the practice sessions, students must plan, implement, and reflect on their progress, 
prioritizing the ideas presented at the lesson, clarifying practice goals, executing tasks and 
strategies to meet these goals, and then critically reflecting on their progress. While teachers 
often discuss practice strategies with students during these lessons, research evidence suggests 
that very few students apply the ideas that are discussed in their lessons (Barry & Hallam, 2002; 
McPherson & Renwick, 2001; Nielson, 2001). Parental supervision during practice is another 
strategy used to carry the momentum from one lesson through to the next. However, while 
parental supervision appears to be effective for younger students, it can be detrimental for older 
students who are seeking more independence from their parents (Barry & Hallam, 2002).  
 
Both the amount of time spent practicing and the types of practice activities that students engage 
in during their independent practice sessions are predictors of success (Barry & Hallam, 2002). 
Hallam (1998) refers to purposeful practicing as deliberate practicing, which involves the 
identification of specific goals, receiving meaningful feedback, and having opportunities for 
mindful repetition and correction of error. In order for students to develop appropriate practice 
strategies, a high metacognitive level of knowledge about learning is required (Barry & Hallam, 
2002). Self-regulated learning (SRL) is widely recognized as a core feature of metacognition. 
The extent to which a person recognizes what enhances his or her learning and how he or she 
consciously chooses strategies to learn more effectively marks the degree of self-regulation 
present in the learning process (Zimmerman, 2000). Reviews of research (Dignath, Buettner, & 
Langfeldt, 2008) have shown that SRL skills can be taught at both elementary and secondary 
levels, thus suggesting that even young children are able to develop self-regulating skills. Three 
cyclical phases of SRL involve both metacognitive and motivational components. The 
forethought phase includes task analysis, goal setting, and strategic planning. In the performance 
phase, task strategies are foregrounded. The third phase, self-reflection, includes self-judgment 
and self-reaction (Zimmerman & Tsikalas, 2005). 
 
In studies designed to assess how students use self-regulatory practices in learning to play a 
musical instrument, researchers have found that self-regulation is an important component of 
effective instrumental practice (Austin & Berg, 2006; Bartolome, 2009). Less skilled musicians 
have not developed the self-regulatory habits of advanced musicians (Miksza, 2006; Nielsen, 
2001; McPherson & Renwick, 2001) and may not know how to structure their practicing (Barry 
& Hallem, 2002). Advanced musicians are able to monitor their practice by focusing on aspects 
of their playing that can be improved, and by seeking help from others when facing technical 
difficulties (McPherson & Zimmerman, 2002). McPherson and Zimmerman (2002) name six 
parameters that support self-regulated learning in music: (a) students are motivated to set goals, 
(b) students possess methods to create strategies to support their goals, (c) students plan and 
manage their time, (d) performance behaviour is self-monitored and evaluated, (e) students 
structure physical environments for optimal learning, and (f) students use social connections to 
seek help. 
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Most evidence to date suggests that musicians feel that their training has not helped them 
develop metacognitive skills (Barry & Hallam, 2002). This research and software design study is 
predicated on the notion that having a tool that can support students in their practicing by 
encouraging the development of self-regulatory skills may, in turn, lead to more engaged music 
study. In addition, evidence suggests that computer-based tools may be beneficial for learners 
already experienced with information technology, and most contemporary music students are 
familiar with several forms of information technology (Savage, 2007). In the following section, 
we explore how electronic portfolios, and in particular, ePEARL can support self-regulation.  
 
Electronic Portfolios and ePEARL 
An electronic portfolio is a digital container for storing and organizing visual and auditory 
content, including text, images, video, and sound. Electronic portfolios may also be learning 
tools when they are designed to support learning processes and assessment (Abrami & Barrett, 
2005). Electronic portfolios that are web-based provide remote access that encourages learning 
in any number of learning environments, making it easier for peers, parents, and educators to 
provide input and feedback in home settings as well as in music studios.  
 
When students use portfolios, they assume more responsibility for their learning, come to  
understand their strengths and limitations, and learn to set goals (Avraamidou & Zembal-Saul, 
2003; Montalvo & Gonzalez Torres, 2004; Riedinger, 2006; Zellers & Mudrey, 2007). Self-
regulation refers to a set of mental behaviours that include monitoring, guiding, and evaluating 
one’s learning. Students who are self-regulated actively direct their own learning (Zimmerman, 
2000) and may demonstrate enhanced academic performance (Rogers & Swan, 2004). The active 
use of electronic portfolios may also enhance literacy and communication skills (Meyer, Abrami, 
Wade, Aslan, & Deault, 2010a; Meyer, Wade, Pillay, Idan, E., & Abrami, 2010b).  
 
ePEARL (Electronic Portfolio Encouraging Active Reflective Learning) is a web-based 
portfolio, developed at the Centre for the Study of Learning and Performance at Concordia 
University. Portfolios are organized in classes, and each student receives a portfolio. The 
portfolios are designed to be student-centered, and as such, students design their own welcome 
page. There are folders in each portfolio, and within each folder, students document their work in 
artifacts. The structure of artifacts is reflective of the principles of self-regulated learning, that is, 
there are places to place, execute, and reflect on one’s learning. To help students plan, there are 
places within the artifact for students to set goals, list strategies that they can use to achieve their 
goals, and indicate their motivation for completing the task. There is also space for them to 
display their work, by either writing text, or recording their ideas using a built-in recorder. There 
are also options to link to website links or upload files. Spaces for students to write/record 
reflections of their work are provided. The portfolios allow work to be stored for a number of 
years, as selected artifacts can be put in a presentation folder, or can be exported in html format. 
In this way, when students have finished using their portfolios, they are still able to access their 
completed artifacts.  
 
The web-based format of ePEARL allows for communication with teachers and other members 
of the studio class. Teachers have access to portfolios of students in their class. Parents have 
access to their children’s portfolios as well, and students may choose to share their portfolios 
with any or all of their classmates. Teachers, students, and parents can comment on the artifacts. 
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Long-term studies demonstrate that ePEARL produces student gains in educational competencies 
and self-regulation, as well as changes in teaching practices that encourage active use of self-
regulation strategies to guide student learning (Upitis, Abrami, Brook, Troop, & Catalano, 2010). 
This portfolio also builds community by allowing peers, and teachers to access one another’s 
work (Upitis, Abrami, & Patteson, 2010).  
 
ePEARL has been successfully used in classrooms in Canada, the United States, and parts of 
Europe to increase levels of self-regulation and achievement, primarily in language and social 
studies. The research reported in the present paper describes how ePEARL enhances the 
experiences of students and teachers working in music studios.  
 
Overview of the Study 
This three-phase study spans almost two years of work (January 2010–October 2011). The first 
two phases involved exploratory case studies with purposeful sampling (Yin, 2009). In Phase 1, 
we explored the incorporation of ePEARL in one studio (Upitis et al., 2010) for a four-month 
period (January-June 2010). In the second phase of the study (September 2010–February 2011), 
we extended the research to four music studios, soliciting feedback from studio teachers and 
their students about how ePEARL might be modified to more fully support both students and 
their studio teachers. In Phase 2, three piano studios and one voice studio were involved. In both 
phases, data were collected from teachers and students, as well as through an examination of the 
portfolios themselves (Brook, Troop, & Upitis, 2011). The third phase of the study began in 
January 2011 and involved the design and development of iSCORE, based on the feedback from 
Phase 1 and preliminary data from Phase 2. Phase 3 was completed in October 2011, with a 
scheduled release of iSCORE to take place in January 2012. 
 

PHASE 1: AN IN-DEPTH CASE STUDY 
 
Selection of the studio teacher 
Based on the review of the literature, it is apparent that developing self-regulation skills is an 
integral part of successful music learning in the studio context. It is also clear that the 
pedagogical approach embedded in the ePEARL tool supports student-directed learning and the 
development of students’ self-regulatory skills. Thus, the main criterion for selecting the studio 
teacher for the initial study was that she/he would be willing and able to explicitly teach SRL 
skills. The participating teacher also needed to be willing to learn to use the ePEARL tool and 
incorporate it in his/her studio practice. Because one of the universities involved in the study is 
located in Kingston, Ontario, Canada, we selected Kingston as the city in which the study would 
take place for ease of access. In addition, Kingston has an active music community: there are 
approximately 30 music teachers registered with the local music association. After describing the 
study to the Chair of the Kingston Branch, several potential participants were identified, and one 
teacher was selected. After obtaining consent from the teacher and parents of the students to take 
part in the study, the teacher began using ePEARL with her students in January 2010.  
 
Research questions and data collection tools 
In Phase 1 we explored two research questions: (a) How does a student and her music teacher 
use ePEARL to support music learning over a six-month period? (b) To what extent did the 
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student become more metacognitively engaged as a result of taking part in this creative 
pedagogical approach? 
 
We focused on the teacher’s interactions with one of her students, Elza, and her mother. Elza 
was a nine-year-old girl, best described as an advanced beginner. Several sources of data were 
used. Most important was the portfolio itself. Portfolio data included (a) the student-teacher-
parent-peer interactions on the home page and throughout the portfolio, (b) the recorded artifacts 
of the student’s playing over a six-month period, (c) the recorded demonstrations by the studio 
teacher, (d) photographs and scanned documents related to the student’s music-making both 
within the context of lessons as well as music-making at school and at home that was not 
specifically related to the lessons, and (e) the student’s self-declared general goals, specific 
strategies, reported motivational levels, and reflections contained throughout the portfolio. Semi-
structured interviews were conducted with the parent and the teacher. Questions focused on the 
use and implementation of the tool in the lesson and in the practice sessions between lessons.  
 
Data analysis 
In examining the portfolio, we analyzed each artifact related to the music lessons themselves, as 
well as the artifacts relating to music that the student listened to for pleasure, her music activities 
at school, music she shared with peers, and her ensemble choral performances. Qualitative data 
were analyzed by the researchers according to established protocols. Verbatim interview 
transcripts were coded using Atlas.ti [5.5] (2010) where deductive and inductive qualitative 
analysis techniques were used. 
 
Findings 
Using the electronic portfolio tool 
Participants found the tool easy to use. As noted by the teacher, “I found ePEARL to be pretty 
straightforward to use. You need to spend a little time acquainting yourself with the features and 
the vocabulary, which is true of all software.” ePEARL increased the communication between 
the teacher, the student, and the parent. It also supported Elza’s ability to plan, execute and 
reflect on her work, largely through the use of the embedded recorder. The portfolio homepage 
served as an electronic dictation book, where the student or the teacher would write in the week’s 
tasks on the homepage. There was an expectation that the student would have to complete some 
of these tasks prior to her lesson as the teacher would view the portfolio mid-week and offer 
feedback to the student at that time. In this manner, the student and teacher wrote back and forth 
to one another between lessons. In addition, the parent also used the homepage to communicate 
with both the teacher and the student. This involvement on the part of the parent was welcomed 
by both student and teacher, as it enabled the student to progress quickly. In the words of the 
teacher, “I also use the feedback feature to e-mail with Elza’s mother, who is very supportive of 
Elza’s ePEARL use. We use this feature to communicate about what has been worked on in both 
the lesson and at home. This is similar to a paper and pencil dictation book, but seems to be a 
medium that Elza’s mother and I find easier to use.”  
 
The recording feature in ePEARL allowed the teacher to upload audio samples for Elza to refer 
to during the week. Sometimes these recordings were of an entire piece of music. At other times, 
the teacher simply played a phrase or passage that the student found challenging. Then, the 
student could listen to these demonstration segments as she practiced during the week. This 
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recording feature, as well as the ability to upload recordings, was also used by Elza when she 
recorded her own playing. Through this process of recording and listening to her playing, Elza’s 
ability to critique her performances improved, and she was able to set specific task goals that 
helped improve her playing. She would often practice a piece of music six or seven times before 
making a recording—more often than would have been the case had she not had the incentive to 
provide a good recording for her teacher. As the teacher noted in the interview, “Elza doesn’t 
simply record any old thing and post it. Rather, she practices a passage until it’s her best and 
makes sure that she has a recording that represents her best playing.” Over time, Elza was able to 
return to previous recordings and was able to hear how the piece had improved. Having these 
artifacts proved to be especially useful when she became discouraged, thinking that she was not 
progressing as quickly as she wished.  
 
Elza also profiled the music that she enjoyed listening to in her portfolio. Although she rarely 
accessed the music that she profiled once it was uploaded to her portfolio, her peers and parents 
examined the pieces in the folder and commented on the music. As Elza’s mother noted, “I had 
no idea what Elza was listening to on the radio and on YouTube. By examining her portfolio, we 
were able to engage in discussion about the music that she likes most—as well as talking about 
the appropriateness of the lyrics!”  
 
Elza also documented special music events. For example, she added scanned concert programs 
and practice sheets from previous lessons. Two more active uses of the portfolio, not related to 
music lessons, were also employed. First, Elza was attempting to learn a piece of choral music 
for her school choir. She entered the lyrics for the piece into her portfolio, and then made several 
recordings to help her refine her singing. At one point, her mother (a singer) sang portions of the 
song in duet, and both mother and daughter reflected on how enjoyable the process had been, and 
that they would not have undertaken such a process without the support of the portfolio. The 
mother wrote in the portfolio, in response to her daughter’s reflection, “I agree—it was VERY 
fun to do. And I love knowing that we can listen to you sing this again and again. You have such 
good pitch and clear tones, it’s a real pleasure to listen to you sing solo. I like your version much 
better than the YouTube one that you’ve linked to the URL on your school music folder.” 
Another active use of the portfolio was with the student’s brother, also a musician with a 
portfolio of his own. One afternoon, the two siblings spent several hours creating a composition 
with GarageBand, and this piece was archived in both children’s portfolios. 
   
Metacognitive engagement  
Perhaps the most promising finding in the Phase 1 case study was the degree to which the use of 
ePEARL engaged the student more deeply in the practice of learning to play an instrument. 
Indeed, the very act of being asked to set general goals for the term motivated the student to 
decide to practice for an exam on her instrument, something she had previously not been 
interested in attempting. It became apparent from the portfolio itself, and the observations of 
both the parent and the teacher, that Elza became more motivated to practice and became more 
adept at articulating her goals and reflecting on her performance. Elza became more willing to 
engage in discussions around strategies for learning to play difficult passages in her music. One 
of the reasons that this may have occurred was that the reflections offered by both parent and 
teacher offered clear directions for how to proceed, and continually supported the student in her 
endeavors. The student-centred nature of the portfolio also allowed Elza to explore and 
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document types of music-making that were important to her beyond learning piano repertoire. 
The teacher acknowledged the potential that ePEARL had to both broaden and deepen music 
education. She stated:  
 

I’ve always wondered how I can balance a general music education, including 
composition, history, and theory, with the specifics of developing piano technique. In the 
past, I’ve had students make posters about their pieces, or research a composer. I’ve had 
more difficulty working improvisation and composition into the lesson. While time and 
interest still remain issues, I think that ePEARL may be part of a solution. In the future, I 
would like to get my students to develop an ePEARL artifact that’s history based using 
web resources. The ePEARL artifact can provide a place where students can feature their 
ideas and can also share them with others in the studio. Similarly, using music software 
may help in the composition process and ePEARL can be the interface that supports this. 

 
Conclusions for the Phase 1 Case Study 
By using the ePEARL portfolio, the student was able to archive her work through various 
recording features, which in turn enabled her to listen to how her playing evolved as the term 
progressed, making critical reflections and changes to her playing as a result. She also used the 
portfolio to effectively set goals with her teacher, often during the lesson but also during the 
week between lessons. In addition, because the student was encouraged to bring all of her music 
interests to the portfolio environment, her formal piano lessons were no longer separate from the 
music she listened to on her hand-held devices.  
 
Even though there was universal praise for the ways in which ePEARL enhanced music teaching 
and learning, the participants also indicated that enhancements to the tool could be made for the 
studio context. Suggested features included a more interactive chat function, a way of date-
stamping or flagging new additions to the portfolio, and adding a video annotation feature to the 
tool. The next phase of the study was designed to further explore the types of features that 
needed to be added to enhance ePEARL’s efficacy in the music studio context and to validate the 
findings from the first study with a larger and more diverse group of teachers and students. 
 

 
PHASE 2: MULTIPLE CASE STUDIES 

 
Selection of the studio teachers 
We followed the same sampling method as in the previous phase, but this time, examined studios 
in two cities, Kingston, Ontario, Canada, and Toronto, Ontario, Canada. The criteria for selecting 
the studio teachers for Phase 2 were the same as the previous phase. First, teachers needed to be 
willing and able to explicitly teach SRL skills. Second, the participating teachers also needed to 
be willing to learn to use the ePEARL tool and incorporate it in their studio practices. We 
expanded to Toronto to include teachers affiliated with our institutional partner, The Royal 
Conservatory of Music. By doing this we were able to recruit studio teachers who provided 
instruction to a wider array of students and who taught in a broad range of studio context, 
including home studios, conservatories, and universities. In total there were 15 students, ranging 
in age from 10 to 23 years, and four music teachers involved in this study, all of whom consented 
to take part in the research. Three of the teachers taught piano, while the fourth teacher was a 
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voice instructor. One teacher provided instruction in a home studio, two teachers taught in three 
locations; namely, a home-based studio, at students’ homes, and at a university, while the fourth 
teacher taught at a conservatory and in her home studio. Teachers were introduced to the tool 
through a one-day training session where they familiarized themselves with the features of the 
tool, as well as with the empirical research related to self-regulated learning. Teachers then 
introduced the tool to their students during weekly lessons.  
 
Data collection tools 
We interviewed the teachers and the students four months after they had been using ePEARL. 
Questions focused on the use and implementation of the tool in the lesson and in the practice 
sessions. As in Phase 1, we also examined the portfolios themselves.  
 
Data analysis 
The portfolio analysis was supplemented with interview data from the teacher and students. Data 
were analyzed by the researchers according to protocols established in Phase 1. We coded the 
data guided initially by themes that emerged from the previous phase. These codes were grouped 
into families related to the perceptions of the tools, how the tool impacted students’ learning, and 
what features could be added.  
 
Findings 
Using the electronic portfolio tool 
All participants found the tool simple to use, noting that the layout of the tool was intuitive and 
the buttons were easy to find and understand. Students tended to access the tool two or three 
times a week between lessons. When they logged on, they viewed other portfolios that had been 
shared with them, and then focused on their own portfolios. As in the first study, we found that 
the embedded recorder was the most utilized feature, as students frequently created recordings of 
their pieces and upload them for others to hear. Easy access to recording equipment was helpful, 
and the demands of producing a recording motivated students to fix various issues in their 
repertoire. As was explained by one young student, “[Recording] gets me to practice until it is 
really good” (male, age 11). The recording process also helped students develop their listening 
skills. Actively and critically listening to their performances encouraged students to improve 
aspects of their playing and singing. One participant noted: “When I play it I think it’s 
completely fine but when I hear it, it’s kind of like ‘Oh, I missed that, I missed this.’  So I think 
that [being able to record myself] really helped me” (male, age 14). This finding reinforced the 
need to easily access recording equipment in order to support students’ learning through the 
recording strategy. 
 
As was found in Phase 1, the teachers gave students feedback through ePEARL between weekly 
lessons. This extra feedback allowed students to progress more quickly and motivated them to 
make recordings for others to hear. As one 15-year-old male student noted, “It’s better than 
waiting the whole week [for my teacher’s comments]…so I still have more time to work on [my 
repertoire].” Interestingly, none of the teachers felt that it was an onerous task to check students’ 
portfolios. Rather, they explained that the mid-week check-ins made the lessons more efficient as 
they had a better understanding of students’ progress between lessons after viewing the work 
students displayed on ePEARL.  
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The ability to communicate with others was an integral aspect of the tool, but also its greatest 
limitation. Checking to see if someone had left a comment was the first thing many students did 
when they logged on to ePEARL. Students liked receiving peer comments and enjoyed sharing 
their musical work with other students in the studio. As one student noted, “It’s nice that you can 
share stuff with other classmates. They can see your [portfolio], you can see theirs” (male, age 
14). In the piano studios that contained both adolescent and university students, some of the 
university students commented on the younger students’ artifacts. This was particularly helpful 
for those university students who were considering becoming music teachers, as they learned 
how to formulate feedback through the process. The use of ePEARL also provided these aspiring 
music teachers with an opportunity to see how their own teachers commented on other students’ 
work, and how the receivers of the feedback incorporated the additional ideas, methods, and 
strategies that were offered. As one adolescent student observed, “I’ve posted a lot of videos and 
then other students give me feedback and then tell me things that I couldn’t hear and things that 
were good and I should keep up, so that was helpful” (female, age 14).  
 
Some users were expecting that ePEARL would have more communication features that would 
allow them to exchange files and share documents with their peers and their teachers. For 
example, the vocal teacher established her own portfolio to distribute practice supports, such as 
recordings of ear training and technical exercises. The difficulty with this approach was that the 
tool did not allow teachers to post documents directly to students’ portfolios, which meant that 
students could only access these additional artifacts through the teacher’s portfolio. This was 
frustrating for the users and some stopped using the tool as a result. In addition, with no 
notification feature, students and teachers were not made aware when something new had been 
posted, which resulted in students not completing the posted exercises and teachers needing to 
spend valuable time searching for new additions to artifacts. All of these shortcomings of using 
ePEARL in the music studio context were addressed in the design of the new tool in Phase 3. 
 
Metacognitive engagement  
Using ePEARL helped students to plan and reflect on their learning. Generally, students would 
log in to ePEARL shortly after their lesson and used the scaffolded structure of the portfolio to 
set practice tasks for the week. As one 20-year-old female student noted, “I really like using 
[ePEARL] because it really isolates [my goals], sometimes you just feel so scattered…and you 
just don’t know where to start.” By using ePEARL, students were able to systematically organize 
the ideas given at their lessons and could turn this information into practice tasks.  
 
The ePEARL format provided an appropriate structure for both younger and older students. 
Teachers provided their younger students with clear ideas for more effective practicing that they 
could record and monitor through ePEARL. The older students made critical decisions that led to 
an increasing sense of artistic autonomy, as illustrated by this comment: “ I really like the fact 
that you get to choose your own goals and strategies... it’s very independent-oriented…it kind of 
forces you to do your own work” (female, age 20). In this way, the explicit naming of planning 
phases (e.g., asking students to list task, and goals) was helpful in organizing their ideas, while 
the blank textboxes in these categories allowed them to incorporate their own ideas. The ability 
for students to choose and develop strategies seemed to be valued by students; however, there 
was no mechanism that could compile the practice strategies that students were developing in 
their practice. Therefore, each time they began a new artifact there was no way for them to 
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transfer a learning process between artifacts. Features that allowed students to develop practice 
strategies and recall these procedures as they planned their learning would have been valuable, 
and were incorporated into Phase 3 of our work. 
 
Conclusions for the Phase 2 Multiple Case Study 
We found that ePEARL supported and enhanced students’ self-regulatory behaviors. Students 
were able to articulate their goals, which helped them to focus their practice time. By using 
ePEARL, students had a structure to help them clarify and refine the ideas from their lessons and 
to develop a series of practice strategies to implement their musical plans. The tool did not tell 
students what to do, but rather gave them a structure to guide their thinking in an organized and 
systematic manner.  
 
The embedded recording supported students’ ability to reflect on their playing and singing as 
they attempted to achieve goals and self-evaluate the sounds that they were producing. As 
students continued to use the recorders, they became more adept at hearing their errors and 
applying appropriate strategies to remedy any shortcomings. Over time, students felt that they 
were becoming more autonomous in their learning and could progress with a greater sense of 
artistic freedom. The archival ability of the tool also helped them hear their progress over time 
and encouraged mastery learning. The social aspect of the tool was particularly attractive, but 
also the feature that was most limiting. Students wanted to interact with each other more often, 
both synchronously and asynchronously, but were limited by the tool’s capabilities. In addition, 
some students found the ePEARL interfaces to be text heavy and experienced difficulty in 
articulating the specific tasks for learning a certain piece in a meaningful way, as they were 
required to type their ideas in a separate area rather than on the recordings themselves. These 
difficulties were also considered in the Phase 3 design process.  
  

PHASE 3: DESIGN AND DEVELOPMENT OF ISCORE  
 
Findings from the research in Phase 1 and Phase 2 revealed the need for the development of a 
web-based tool specifically for the studio context. While ePEARL had many features that 
students and teachers found useful, it was clear that a tool that could capture music-making more 
fully, and allow others to provide feedback in a meaningful and efficient manner involving 
written, audio, and video formats, would be even more powerful. Further, it was determined that 
a tool designed for the studio music context also needed communication features that could 
connect teachers, students, and parents allowing them to chat and email and to distribute studio-
based information (e.g., rehearsal and recital dates, studio policies, instructional hand-outs). 
These findings resulted in the development of iSCORE, which included some of the basic 
features of the parent tool, ePEARL, as well as the addition of new features, which are described 
in the following section. iSCORE was developed at the Centre for the Study of Learning and 
Performance (CSLP) at Concordia University, in partnership with Queen’s University and The 
Royal Conservatory. The design and development was funded by Canadian Heritage. 
 
Overview of iSCORE 
An iSCORE portfolio contains seven main tabs: Home, Work, Overview, Sharing, Calendar, 
Files, and Mailbox. The first three tabs—Home, Work, and Overview—support students as they 
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set goals, learn new repertoire, develop self-regulatory strategies, while the other four tabs—
Sharing, Calendar, Files and Mailbox—enhance communication between studio members.  
 
Supporting Music Learning: Home, Work, and Overview  
Home is the first page that students see when they open their portfolios. Students can personalize 
this page by uploading a picture, selecting a banner, and writing a welcome message. Students 
also write their overall learning goals for the year (General Goals) on the homepage and are 
informed of upcoming events on their calendar. This page contains the students’ discussion 
board, Notes n’ Posts, which allows others members of the studio community (peers or teachers) 
to leave messages or post links or documents.  
 
Work refers to the section of the portfolio where students set goals, describe tasks and strategies, 
create documents and recordings, and reflect on their work. Like the parent tool, ePEARL, the 
work section is structured according the three phases of Zimmerman’s self-regulation model: 
Planning, Doing, and Reflecting. In the Planning section, students outline their tasks and goals, 
and select appropriate strategies that will help them achieve their goals. Students’ strategy 
selection is supported through a strategy bank. Strategies are compiled across work pages, and 
students can select the most appropriate one for each work project.  
 
The Doing section is where students display their work in many different formats. In addition to 
a text box, and hyperlink functions, students can record work using an embedded recorder. They 
can also upload files and annotate their work using the embedded annotation tool. With the 
annotation tool, students and teachers can type or audio-record feedback directly on the video or 
audio recordings that have been uploaded. At the bottom of the Doing screen is a summary of 
students’ work plan (developed in the Planning section), thus allowing students to easily access 
their work plan while they execute their work. In addition, there is a checklist and journal on this 
page so that students can immediately reflect on their work.  
 
The Reflection section provides scaffolding to help students think about how well they were able 
to execute their plan. This section includes a series of questions and prompts to guide students as 
they think about their processes and the products that resulted. At the bottom of this screen, 
students can access previously recorded information about their goals, task criteria, and 
strategies.  
 
The Overview tab allows students to examine their progress. In this section students see an 
overview of all their strategies, seeing how often each strategy is employed. Similarly, students 
can explore how often they are addressing aspects of their general goals through their work.  
 
Supporting Communication: Sharing, Calendar, Files, Mailbox 
The research from the first two phases of this study indicated the importance of facilitating the 
exchange of information and ideas between studio members. Therefore, the newly designed 
iSCORE includes tools that support the exchange of information related to development of 
students’ work and studio activities. However, while iSCORE contains these enhanced 
communication features, students retain the ability to control what they want to share, and with 
whom. 
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 Sharing: This tab serves as a gateway for students to view others’ work and is also where 
students grant permission to others to view their portfolios. Students can allow others to see 
specific pieces of work, or all of their work items. In this tab, students see a list of other studio 
members who have granted them access to various parts of their portfolios. By clicking on these 
names, students can view their peers’ portfolio, examine their work, and also leave posts 
regarding a specific piece of work or leave a message on the Notes ‘N Posts discussion board.  
 Calendar: An electronic calendar was designed for iSCORE. This calendar is linked to 
the Planning portion of the work tab, whereby students can schedule practice sessions. In 
addition, students and teachers can schedule rehearsals, master classes or recitals on the calendar. 
In this way, students can schedule events with one another, without the teacher having to 
mitigate communication. In addition, teachers and students can easily broadcast scheduling 
information to others. Information from other web-based calendars can be imported into the 
iSCORE calendar as well.  
 Files: To respond to the need for teachers and students to distribute documents, 
recordings, or other multi-media to students, a filing cabinet was created, where teachers and 
students can upload and distribute files. iSCORE help resources are also included in all filing 
cabinets. These help resources include a User Guide, instructions to help users set-up their 
portfolios, sample lesson plans, research reports about self-regulation, and pilot studies related to 
the tool itself.  
 Mailbox: iSCORE contains its own e-mail system. If two users are online at the same 
time, this e-mail system can become a chat feature, as users can then communicate 
synchronously through this feature. Users can also add attachments to the e-mails. Unlike the 
discussion board, Notes n’ Posts, the mailbox remains private to the author and receiver of each 
of the messages.  
 
Usability testing of iSCORE 
A prototype of iSCORE was distributed to the pilot study teachers to use in their studio for six 
weeks. In addition, university professors in music education also tested the iSCORE prototype 
over the same six-week period. Usability testing indicated that the tool was well suited for the 
studio setting, with the new features supporting the music making. Of all of the new features, the 
annotation feature appeared to be the most powerful in terms of engaging students and 
supporting the development of goal setting and reflection. The enhanced communication tools 
also motivated users to engage with the tool, and in turn to engage in the music-making process.  
 

 
CONCLUSION 

 
The results of this three-phase study indicate that web-based electronic portfolios have the ability 
to increase students’ motivation to practice, and in doing so, provide support to both students and 
teachers in the studio music context. Results also demonstrated that students develop more 
sophisticated self-regulation strategies as a result of using these tools, and that these strategies 
are applied to the learning of repertoire and other music-making activities.  
 
Further research will be undertaken from 2012–2017 once iSCORE is released, including a 
three-year study of 48 studios in three major Canadian centres. This longitudinal study will 
compare 24 studios where iSCORE is used with 24 studios that are matched in terms of 
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geography and student records, but where there is no parallel electronic tool in place. This long-
term research will be guided by the exploratory case studies reported here. Along with the 
interview and analysis protocols that have been developed to date, we will also analyze changes 
in examination results and overall music enjoyment and achievement over time. In this way, we 
expect to demonstrate how skilled studio teaching, assisted by a powerful web-based tool, can 
encourage students living in the digital age to continue to pursue musical studies to a level of 
proficiency that carries them into adulthood.  
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Abstract 

While researchers are beginning to explore the use of digital stories as vehicles of reflection what 
has been lacking is a systematic, integrated way of examining which aspects of their learning experiences 
teachers deem most important and how deeply teachers think about associated topics. In response to this 
need, this paper presents a framework and method for measuring practical relevance of reflection on 
experience as inferred from reflection artifacts such as digital stories. Practical relevance encompasses the 
idea that, as teachers think more deeply on experiences that are topically relevant—about or having to do 
with the day-to-day knowledge of their practice or professional identity—their reflections can be deemed 
more relevant to their practice, regardless of philosophical orientation. Having a method to gauge 
practical relevance evident in reflection artifacts such as digital stories (as well as more traditional 
journals) can afford teacher educators a means to determine the nature of reflection encouraged by each 
mode of reflection, to assess the level at which teachers are able (or willing) to express their thoughts, and 
to ascertain what topics or issues teachers identify as being deeply important to them.   
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Tell Me a [Digital] Story:  
Measuring the Practical Relevance of Teacher Reflection 

Much attention has been given to the modes and merits of teacher reflection on practice and 
associated reflection on experiences (e.g., Cautrells, 2008; Hatton & Smith, 1995; Hegarty, 2009).  There 
is a growing awareness that, for meaningful change to occur, teachers must be provided with experiences 
that encourage and depend upon self-reflection and that are part of a continuous process directed toward 
professional growth (Dewey, 1933; Dimova & Loughran, 2009; Slepkov, 2008).  Through reflection upon 
these experiences, teachers can explore, envision, and plan ways that their knowledge can be integrated, 
in a very practical sense, into their teaching practice (Dewey, 1933). A multimodal way to engage twenty-
first century learners (Robin, 2008), to encourage reflection upon experiences, and to capture stories of 
import is through digital storytelling.  While researchers are beginning to explore the viability of using 
digital stories as vehicles of reflection (e.g., Barrett, 2005, 2006; Blocher, 2008; Genereux & Thompson, 
2008), what has been lacking is a systematic, integrated way of examining which aspects of their learning 
experiences teachers deem most important and how deeply teachers think about associated topics.  

In response to this need, this paper presents a framework and method for gauging practical 
relevance of reflection on experience as inferred from reflection artifacts such as digital stories. Practical 
relevance encompasses the idea that, as teachers think more deeply on experiences that are topically 
relevant—about or having to do with the day-to-day knowledge of their practice or professional 
identity—their reflections can be deemed more relevant to their practice (i.e., directed toward practical 
application), regardless of philosophical orientation.    

Reflection in the Twenty-First Century 

Reflection varies in its purpose, process, and focus (Procee, 2006; van Manen, 1977).  Often 
reflections target classroom experiences, which may be narrowly focused on interactions with students or 
more widely directed toward institutional or community issues.  But others (e.g., Marlow, 2007) contend 
that reflection on learning experiences situated outside of the classroom has the potential to foster 
profound learning in teachers in all stages of their careers, provided the experiences are structured to 
require a learner to take initiative, make decisions, and be accountable for the results. 

Of the many forms of reflection, narrative is recognized in the literature as one that solidifies 
learning (Garrety & Schmidt, 2008; Schank & Abelson, 1995; Smith & Squire, 2007).  Narrative is a 
means of learning from experience by reflecting upon it, declaring what it means, and distilling it into a 
symbolic form to be expressed and remembered (Davis, 2006).  The power of narrative as a mode of 
reflection stems from its structure and its shared nature.  In narrative, each story has a setting in place and 
time; a beginning, middle, and end; a plot that advances the story; and a point.  In other words, it is 
coherent.   

Digital storytelling is a multimedia form of narrative that engages learners through technology. 
As in other forms of narrative, digital storytelling affords opportunities for iterative reflection through the 
steps of conceiving, visualizing, creating, editing, and sharing the story.  In contrast to more traditional 
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methods of reflection such as journaling, digital storytelling has multiple modalities involving auditory 
and visual input.  It can be argued that digital storytelling invokes both the sequential, syntactic 
processing required for creating or understanding narrative and the synchronous or parallel processing 
required for deriving meaning from visual information (Sadoski, Paivio, & Goetz, 1991).  Mayer (2001) 
maintains that “in the process of trying to build connections between words and pictures, learners are able 
to create a deeper understanding than from words or pictures alone” (p. 5).  Because of its complex set of 
elements, digital storytelling has the potential to facilitate deep learning and deep reflection (Barrett, 
2005, 2006; Genereux & Thompson, 2008; Nordmark, Frolunde, & Milrad, 2010). 

Content, Level, and Relevance of Reflection 

Researchers have explored how participants reflect (e.g., the reflection process, as described in 
Dewey, 1933), what participants write (e.g., the limitations imposed by modes of expression as discussed 
by Hatton & Smith, 1995), or some combination of the two (e.g., the relationship between content 
categories and levels of reflection, as discussed in Korthagen & Vasalos, 2005).  Several frameworks 
have been proposed to assess levels of reflection evidenced in traditional reflection venues such as 
journals (Hegarty, 2009; Kember, McKay, Sinclair, & Wong, 2008; Surbeck, Han, & Moyer, 1991) and 
the more recently introduced venue of digital stories (Jenkins & Lonsdale, 2007; MacLaren, 2005; Renda, 
2010a) although work in the latter area is still experimental (Boase, 2008).  Summing up points of view 
found in the literature, Hatton and Smith (1995) have identified four key issues with regard to reflection: 
(a) whether reflection is limited to thought about action or is bound up in action, (b) whether reflection is 
immediate and short term or extended and systematic, (c) whether reflection is or is not problem centered, 
and (d) whether reflection is or is not critical in nature (taking into account historic, cultural, and political 
beliefs to frame and reframe practical problems).   

Another area of interest to educational scholars is the role of relevance in reflection.  With respect 
to teacher development, some researchers have addressed the concept of relevance by asking teachers 
what they perceive as being relevant to their practice (Kreber, 2004), by providing examples of what is 
relevant (Jamissen & Phelps, 2006), by listing appropriate topics for reflection (Korthagen & Vasalos, 
2005), or by assuming that relevance of reflection, or lack thereof, is apparent (Janssen, de Hullu, & 
Tigelaar, 2008; MacLaren, 2005).  In these studies, relevance is associated with the notion of being about 
a given topic. Some researchers have alluded to the idea that deeper reflection occurs when teachers view 
the reflection process as being relevant (Callens & Elen, 2009) and when teachers think about topics that 
they view as being more relevant (Kember et al., 2008).  However, a definition of what is meant by more 
or less relevant has been lacking. 

Level of Reflection Frameworks 

Generally speaking, reflection is an internal process (Dewey, 1933; Schön, 1983) that may trigger 
intention and future action on the part of a reflective practitioner (Schön, 1983).  The purpose of 
reflection directed toward achieving a given practical outcome (e.g., building knowledge, making sense of 
experience, eliminating human misery) may be guided by a particular philosophy of knowledge (van 
Manen, 1977).  Pursuant to their philosophies, several researchers have viewed reflection through one-
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dimensional frameworks that employ and rank various indicators of reflection (e.g., Hatton & Smith, 
1995; Hegarty, 2009; Kember et al., 2008; MacLaren, 2005; Surbeck et al., 1991).  The frameworks take 
different forms such as the sequential models of Dewey (1933) and Schön (1983), the evaluative model of 
van Manen (1977), the criteria-based scheme of Hatton and Smith (1995), the typology of Hegarty 
(2009), the thematic model of Zeichner and Liston (1996), or the levels of reflection proposed by Kember 
et al. (2008). 

With respect to digital storytelling, researchers and educators have devoted attention to assessing 
the narrative and presentation qualities of the products.  Only recently have they begun to address the 
need to assess depth of reflection in digital stories or to explore methods to do so.  Hypothetically 
speaking, Blocher (2008) discusses points to consider when assessing reflection evident in teacher 
candidates’ digital stories used as e-portfolio products.  Similarly, Boase (2008) describes the potential 
for using frameworks such as Moon’s Map of Learning and McDrury and Alterio’s Model of Reflective 
Learning to evaluate digital stories for evidence of reflection. Jenkins and Lonsdale (2007) used the five 
levels of Moon’s Map of Learning to assess levels of reflection in the learning processes evident in digital 
stories created by students in a landscape design class.  They focused on reflective processes in which 
students clarified and developed “strategies to solve problems with a heightened awareness of their 
personal development and views on future practice contexts” (Jenkins & Lonsdale, 2007, p 441).   

Taking a multidimensional approach, Renda (2010a) drew from several authors to develop a 
reflection framework (Table 1) for identifying three levels of reflection in three domains: cognitive, 
affective, and experiential.  In the framework, the cognitive domain is concerned with acquiring 
knowledge in order to make decisions or take action.  In contrast, the affective domain is value laden, 
accounting for action predicated on moral or philosophical considerations.  Rounding out the framework, 
the experiential domain is concerned with the framing and reframing of experiences.  This framework was 
adapted and expanded (Renda, 2010b) to include a practitioner’s point of view (Kegan, 1994) with regard 
to self and others.   

In addition, Renda (2010b) developed level-of-reflection criteria for images that recognize the 
mode of visual processing inherent to people as well as the role that images play to thicken and enrich the 
meaning of narrative (Mayer, 2001; Sadoski et al, 1991).  The criteria address three levels of reflection 
that might be inferred by a digital story viewer as a proxy for the level of reflection undertaken by the 
story creator.  Image selection and use are assigned to categories of vague, concrete, or extended 
connections to the narrative to generate level-of-reflection values of 1, 2, or 3 respectively.  
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Table 1. Reflection framework -three levels and three domains (from Renda, 2010b)  

	  Cognitive	  Domain	   Affective	  Domain	   Experiential	  Domain	  
RE

FL
EC

TI
O
N
	  	  	  
	  L
EV

EL
	  

Elements	  of	  
reflection	  
drawn	  from	  
Dewey	  (1933)	  

Six	  levels	  of	  
revised	  
cognitive	  

domain	  	  from	  
Anderson	  and	  
Krathwohl	  
(2001)	  

Three	  levels	  of	  
reflection	  from	  
Surbeck,	  Han,	  
and	  Moyer	  
	  (1991)	  

Five	  levels	  of	  
affective	  

domain	  from	  
Bloom’s	  
Taxonomy	  
(1964)	  

Three	  levels	  of	  
reflection	  drawn	  
from	  Schön’s	  
theory	  of	  

reflection-‐in-‐
action	  
(1983)	  

Three	  levels	  of	  
reflection	  drawn	  

from	  Kegan	  	  
(1994)	  

1 	  

experiencing	  
perplexity	  

or	  
mental	  
difficulty	  

(recognizing	  a	  
problem)	  

knowing	   reacting	  
(with	  a	  personal	  
concern	  to	  an	  

event	  or	  
situation)	  

receiving	  
(becoming	  
aware	  

attending	  to)	  

recognizing	  
problematic	  
situation	  but	  	  
remaining	  
“stuck”	  

(likely	  to	  have	  few	  
experiences)	  

focusing	  on	  self	  
without	  

consideration	  of	  
others	  

comprehending	  
responding	  
(experiencing	  
zest,	  pleasure)	  

2	  

searching	  
or	  

engaging	  in	  
inquiry	  
(seeking	  
answers)	  

applying	   elaborating	  
(comparing	  to	  a	  

principle,	  
theory,	  or	  a	  
moral/	  

philosophical	  
position)	  

valuing	  
(assigning	  	  
worth)	  

	   adjusting	  activities	  
to	  the	  situation	  
with	  inconsistent	  

results	  

considering	  
others	  within	  a	  

particular	  societal	  
framework	  

analyzing	  

organizing	  
(ranking,	  
ordering	  

according	  to	  
value)	  

3	  

providing	  
warranted	  

evidence	  and	  
moving	  
toward/	  
coming	  to	  
conclusion	  

evaluating	  
contemplating	  
(focusing	  on	  
constructive	  

personal	  insights	  
to	  solve	  a	  
problem)	  

	  

internalizing	  
	  (acting	  

consistently	  
within	  beliefs)	  

	  

reacting	  reflexively	  
to	  reframe	  a	  
problematic	  
situation	  

(likely	  to	  have	  a	  
vast	  repertoire	  of	  
experiences)	  

	  

-‐tolerating	  and/or	  
accepting	  other	  
points	  of	  view	  

regarding	  self	  and	  
society	  	  

-‐thinking	  in	  terms	  
of	  systems	  

creating	  

(synthesizing)	  

	  

Relevance of Reflection 

Relevance is broadly defined as “the relation of something to the matter at hand” (Relevance, 
2010).  With respect to teacher development at the university level, some researchers have addressed the 
concept of relevance by asking teachers what they perceive as being relevant to their practice.  For 
example, Kreber (2004) reports on her previous study in which instructors were asked to fill out a 
repertory grid (a matrix which has the potential to make thinking about a given phenomenon explicit) to 
rank the perceived relevance of different types of reflection directed toward improvement of teaching 
practice.  Others speak to relevance by providing examples of what is relevant (Jamissen & Phelps, 2006) 
or by listing appropriate topics for reflection (Korthagen & Vasalos, 2005).  Still others (Janssen et al., 
2008; MacLaren, 2005) tacitly have assumed that relevance is apparent.  In these studies, relevance is 
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associated with the notion of being about or connected to a given topic.  Borrowing from the parlance of 
Internet search theory, this notion of relevance can be termed topical relevance (Soergel, 1994).  Some 
researchers have alluded to the idea that deeper reflection occurs when teachers view the reflection 
process as being relevant.  Taking a quantitative approach to understanding reflection, Callens and Elen 
(2009) built on Korthagen’s preliminary work on structured reflection; their study has concluded that in-
depth reflection, as determined by content category, occurred when teachers-in-training perceived 
reflection as being important (or relevant).  Others have argued that deeper reflection occurs when 
teachers think about topics that they view as being more relevant (Kember et al., 2008).  

The Construct of Practical Relevance  

One definition of practical is being “guided by experience and observation rather than theory” 
(Practical, 2010).  Regarding educational practice, van Manen (1977) maintains that philosophies of 
knowledge each have associated with them distinct ways of knowing and modes of being practical.  He 
speaks of practical knowledge, which embodies the type of knowledge that teachers use to inform their 
day-to-day teaching practice. Dewey (1916) argues that reflection involved in practical situations is 
concerned with “things to do or be done, judgments of a situation demanding action” (p. 335).  As stated 
previously, practical relevance of reflection on experience encompasses the idea that as teachers think 
more deeply on experiences on matters that are topically relevant to their practice, their reflections can be 
deemed more relevant to their practice, regardless of philosophical orientation.  The construct of practical 
relevance (Figure 1) incorporates as its factors both the content and processes of reflection.   

 

 
Figure 1.  Practical Relevance as a Product of Topical Relevance and Level of Reflection (from Renda, 
2010b). 

In general, topical relevance is determined thematically by noting the presence or absence of an 
apparent connection to a selected matter at hand.  In the context of teacher reflection on experience, the 
matter at hand is that which impacts teaching practice (e.g., improvement of practice or development of 
teacher professional identity) or adds to practical knowledge (van Manen, 1995).  That is also to say, if 
reflection is not topically relevant to practice (i.e., topical relevance = 0), neither is it practically relevant, 
regardless of how deeply an individual reflects upon it.  Level of reflection (how deeply or superficially 
one thinks) may have a value of 1, 2, or 3 based on a determination made by using the Reflection 
Framework (Table 1).  Finally, practical relevance is determined by taking the product of topical 
relevance and level of reflection. 
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A complex reflection artifact, such as a digital story, can be viewed as being made up of a set of 
reflection elements (e.g., paragraphs, stanzas, images, or combinations of these) or can be considered in 
terms of its overarching idea or core message.  The challenge becomes how to integrate these two views 
into a single measure of practical relevance.  As depicted in Figure 2, the practical relevance of a 
reflection artifact goes beyond a summation or averaging of the values for a set of elements. It accounts 
for the idea that the structure and purpose of an artifact mold its core message.  By contextualizing a 
composite of elements within a core message, practical relevance speaks to the intrinsic applicability and 
quality of the reflection on experience — whether it is profound or superficial (Dewey, 1933, p. 44).   

 

	  
Figure 2.  Practical Relevance for a Complex Reflection Artifact with Elements Embedded in a Core 
Message (from Renda, 2010b). 

Assigning Values of Practical Relevance to Digital Stories 

Practical relevance, along with its factors of topical relevance and level of reflection, must be 
considered for each element of a digital story as well as for its core message.  The practical relevance for 
a given reflection element (e.g., paragraphs, stanzas, images, or combinations of these) can be defined as 
follows:   

Practical Relevance   =  Topical Relevance  X  Level of Reflection 
           (PR element)       =        (TR element)         X        (LoR element) 
where    

  TR element has a value of 0 or 1 (absent or present, respectively) and  

LoR	  element has a value ranging from 1 to 3, which is obtained for narrative elements by 
using the adapted Level of Reflection Framework, shown in Table 1 and obtained for 
visual elements by evaluating whether there are vague, concrete, or extended connections 
to the narrative.  

message	   message	   message	  

	  PR	  	  =	  Practical	  Relevance	  	  
	  	  TR	  =	  Topical	  Relevance	  
LoR	  =	  	  Level	  of	  Reflection	  

	  Individual	  Element	  

	  	  	  

	  

Average	  of	  	  
	  	  all	  Elements	  

	  	  	  

	  

[Core]	  Message	  
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 In the context of teacher training, topical relevance of the digital story’s core message (TR message ) 

can be determined by answering the following question: 

 In light of assignment requirements and goals articulated by the storyteller, did the 
artifact as a whole address experiences in ways that were related to teaching practice?  

Similarly, level of reflection for the core message (LoR	  message ) can be determined by 
summarizing the message expressed by the complete digital story and then locating the message within 
the reflection framework (Table 1).  Practical relevance of the core message (PRmessage ) then becomes the 
product of its two factors.  

Finally, practical relevance of reflection conveyed as a digital story can be expressed as the 
average computed from the practical relevance of the story’s core message and the average practical 
relevance for individual elements of the story.   

Thus, PR = (PRmessage + Σ PRelement /n)/2 

where  

PR is the practical relevance of the digital story and has a scale value ranging from 0 to 3, 

PRmessage  is the practical relevance of the core message of the digital story and  has a scale 
value ranging from 0 to 3,  and  

Σ PRelement /n is the average practical relevance of n elements in the digital story and has a 
scale value ranging from 0 to 3. 

This expression of practical relevance accounts for the big picture as well as the fine-grained 
aspects of practical relevance by giving them equal weight.    

Conclusion 

Having a method to measure practical relevance evident in reflection artifacts such as digital 
stories and journals can afford teacher educators meaningful information on reflection outcomes. The 
measure provides a means to (a) determine the nature  or domain of reflection encouraged by each vehicle 
of reflection, (b) assess the levels at which teachers are able (or willing) to express their thoughts, and (c) 
ascertain what topics or issues teachers identify as being deeply important to them.  In addition, teacher 
educators and others who seek to encourage practitioners to engage in meaningful reflection on their 
experiences may find the construct of practical relevance useful in several ways.  The construct and its 
components of topical relevance and level of reflection could be introduced to students to guide reflection 
and encourage deeper reflection upon experiences.  In particular, sharing the level-of-reflection 
framework with students could help them to direct and self-assess their reflection processes.  Teacher 
educators could use the construct to assess students’ reflections formatively to determine whether 
reflections are directed toward improving practice, what their students view as being most important, and 
how deeply their students are thinking about associated topics.  And finally, by modifying the parameters 
which define topical relevance to reflect the priorities of other disciplines that encourage reflective 
practice (e.g., nursing or counseling), the measure of practical relevance could be applied in other 
reflection settings.  
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Abstract: Social computing has developed into a field that focused on analyzing 
social behavior in online communities. With the improvement of the World Wide 
Web and Internet technology, from time to time the number of online community 
is constantly increasing. Many researches in social computing have tried to 
analyze and comprehend social behaviors demonstrated in blogs, social 
networking sites, instant messaging, discussion boards, online forums, and online 
collaboration tools. However, not much research can be found in the same topic 
related with OC in a reference/research management tool such as Mendeley. 
Using result from observing Mendeley features and Mendeley Groups, this study 
aims to understand interaction and communication in Mendeley Groups by using 
prior researches in different social sites as a framework. The results indicated that 
Mendeley Groups does not yet illustrate important role in increasing online 
collaboration and social networking between members. However, the 
site/software’s features and functions have been used widely to gather information 
and maintain reference management.  

Introduction  

Social computing is the use of computer technology beyond individual functionality and 
more towards interaction between users via different social sites (Anip, 2011). These social sites 
can be in the form of blogs, social networking sites, instant messengers, discussion boards, 
online forums, online collaboration tools, and many more. The existence of these social sites 
transforms the way people communicate and interact. Now societies not only have traditional 
communities (TCs), but also online communities (OCs). The extend of online (social) 
interactions via the Internet is captured comprehensively by Brian Solis and JESS3 in their 
colorful ‘Conversation Prism’ (Figure 1).  
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Figure1. The Conversation Prism by Brian Solis & JESS3, described as “a whole view of the social media universe, 
categorized and also organized by how people use each network” (for better view and clarity, please go to 
http://www.theconversationprism.com/)  

 
TCs and OCs influence one another and their interactions created new social behaviors 

(The, 2011). As humans are the activators of both of these communities, social behavior is not 
yet easy to understand. By comparing TCs with OCs, some researchers attempt to understand 
social behaviors in social sites. Research made by Licker and Taylor (1968) had predicted about 
the paradox of OCs. The use of term “paradox” in OCs was followed by LaRose, Eastin, and 
Gregg (2001). Galston (2000) questioned “Does the internet [OCs] strengthen community?” 
Tedjamulia, Dean, Olsean, and Albercht (2009) analyzed the valuable and invaluable 
contribution of OC’s participants. Furthermore, Weeks (2009) and Albrechtslund (2008) 
identified positive versus negative effects of OC to the personal and social system.  

Typically, researchers examine a community that uses an online tool to develop 
understanding of the multiple dimensions in social computing. Investigating blog posts and 
asynchronous communication on the blog post’s comments is one of the most popular research 
(Blood, 2002; Boyd, , & Ellison, 2007; Halavais, 2002; Herring, Scheidt, Bonus, & Wright, 
2004; Krishnamurthy, 2002). Studying specific social networking site is another way that is as 



popular as investigating blog post (Donath, 2007; Liu, 2007; Massa, 2006; Schrock, 2009; Allen, 
Colombo, & Whitaker, 2009). Moreover, there are other researchers that focused on various 
online community, such as Dempsey (2009) and Gazan (2008) on Online Library; Coseley, 
Franskoski, Kiesler, Terveen, & Riel (2005) on a movie review site. However, it is harder to find 
past studies on online community that focus on research and management tool. This study is 
intended to fill this gap by studying Mendeley, a desktop and web research management for 
scholarly OC.  

Purpose and Questions 

The purpose of this descriptive research is to understand interaction and communication 
on Mendeley Groups by using prior researches in different social sites as a framework. Primarily, 
studies and articles mentioned in paragraph 3 of the introduction section are used as the main 
framework of analysis. Based on the authors’ readings, we attempt to address these four research 
questions. First, what is Mendeley and how does it work as an online tool and community (OC)? 
Second, what are the motivations of Mendeley members in joining a group? Third, what are the 
social capitals of Mendeley Groups? Fourth, how are Mendeley Groups’ members create and 
express their online identity?  

Method  

This study is an analysis of a 5-week observation by both authors, starting from March 
27, 2011 to April 30, 2011 in Mendeley Groups using both the desktop and online instances. The 
authors observed the groups by becoming a member or a follower of multiple groups. Using 
“social computing” course readings and directed questions from this course’s professor; the 
authors try to answer the research questions proposed.  

In the first week of our observation, information on how Mendeley works and support 
users need on research and collaboration were compiled based on documents, guidance and help 
modules, and other electronic modules from the site. In the second to third week, each author 
joined or asked to join 7 groups on Mendeley. Groups joined are observed individually by each 
author. During the observation, authors were only lurking and observing without participating 
(passive observation). In the fourth week, individual observation are discussed and compiled. In 
the last week, based on compiled data and subtopic agreed, the paper was written. Findings of 
this study are presented as a narrative accompanied by screen shots and tables. Data is analyzed 
based on researches in the field of social computing that are highly related to the chosen 
subtopic.  



What is Mendeley?  

The Software: Mendeley is an online as well as a desktop research management tool 
which can be used to maintain academic documents and resources (TechCrunch, 2011). This tool 
was founded in November 2007, based in London, and was released to public in August 2008 
(Victor, 2008). Mendeley helps its user to organize, share, discover research paper, explore 
research trends, and connect to other academics in their discipline (Hull, Pettifer, & Kell, 2008).  

 

 
Figure 2. Mendeley software for desktop, tablet computer, and iPhone/iPad 

 
Mendeley system has two components, a web-based component and a desktop 

component (Fitzpatrick, 2009). “Mendeley Web at its most basic simply allows [users] to upload 
your documents, access them from the web, and sync your installations of Mendeley Desktop 
(para.3).” This free registered account gives users a 500MB personal online storage of 
documents and another 500MB for shared online storage that can be accessed remotely, 
synchronized across computers, and used for a backup storage. “Mendeley Desktop extracts 
meta-data from users’ documents and builds an index of the text within. [Users] can quickly 
search across [their] entire library and easily build bibliographical references from the text. The 
built-in document viewer has text highlighting, sticky notes, and other annotation tools (para. 
4).” Mendeley software can be downloaded to and accessed from personal computer as well 
personal mobile devices such as iPad and iPhone. This software is compatible with Windows, 
Mac, and Linux operating systems.  

Referring to The Getting Started Document (Mendeley Support Team, 2010), the site and 
its tool have 5 functions: 
1. Organizing bibliography database: extract citations from PDFs, index research paper 

collection, and generate bibliography lists with the automatic bibliography maker. 



2. Managing papers: support research paper organization and PDF management; enable 
sorting, tagging, renaming, searching and annotating the PDF document collection. 

3. Supporting the citation generator: generate citations and bibliographies in Word, 
OpenOffice, Google Docs, LaTeX, and any other text editor. 

4. Identifying research trends: discover the hottest papers, authors and topics based on 
users’ discipline, in a minute and in real-time 

5. Supporting research collaboration: increase research productivity, work together in 
projects, and discover new collaborators. 

 

 
Figure 3. Mendeley Modules 

 
These functions are laid out on Mendeley’s site modules which consist of “Dashboard”, 

“My Library”, “Papers”, “Groups”, and “People”. Dashboard is a place for obtaining 
information about recent profile updates and events that happened in a group. My library is used 
for organizing references and articles that are owned or managed by the users. Papers is a place 
for searching and obtaining research papers in various disciplines, along with its overview and 
reader statistics. Groups functions a forum for members to create or join groups based on their 
research interest. Finally, People is a list of user’s contact and a place to find and invite new 
contacts.  

The Online Community: Mendeley (both as a website and desktop software) is a space 
for scholars (students, professors, and researchers) to create, organize, and discover academic 
references. It is the best way to set up a shared library (documents, tags, and annotations) for 
teams or specific research projects. The public research paper collections and “subscribe to 
updates” can be created by users. Furthermore, Mendeley lets users to publish their academic 
profile for others to discover. In this profile, users can specify their areas of expertise, and create 
their personal network of research contacts for current and future research collaboration.  

Mendeley’s OC serves users with OC features that can increase their scholarly and 
academic activities. These valuable features are:  
1. Closed & secure research collaboration spaces: “Create closed project groups and 

invite colleagues and lab mates. Assign tasks, and discuss research projects – everything 
stays private. Project updates are delivered to personalized Mendeley Dashboard in real-
time.”  

2. Collaborative annotation & notes sharing: “Create shared research paper libraries, and 
share your virtual annotations with colleagues anywhere in the world – perfect for 
research collaboration and journal clubs”    

3. Public reading lists & RSS feeds: “Create public collections of research papers, embed 
them on your blog, and subscribe to collection updates. Perfect for journal clubs, sharing 
reading lists with students, or making your labs’ research output available as RSS feeds.” 



4. Networking with fellow researchers: “Find the top experts on any subject, see who’s 
researching what, build your personal research network and stay up to date about your 
colleagues’ work. “   

5. Your own research profile: “Building your academic CV on Mendeley lets others 
discover your expertise and increases your visibility in the scholarly community. Others’ 
research profile updates are displayed on your Mendeley Dashboard newsfeed.” 

 
Mendeley Groups: “Groups are a simple way for you to collaborate with your colleagues to 
create a shared collection of documents. Groups allow members to put together a list of papers 
and share notes (Mendeley FAQ, 2011).” A group in Mendeley is categorized based on tags and 
disciplines provided by the group creator. A group can be categorized into up to 3 disciplines. 
This means a group can be listed in more than one discipline. For examples:  
● A group named “Social Networks-Facebook” is listed in Business Administration, 

Computer and Information Science, and Social Sciences 
● Papers in the press group are listed in Arts and Literature, Earth Sciences, and Philosophy  

 
When creating a group, the creator or administrator have to provide “group name”, 

“group description”, choose privacy setting, give relevant tags, and choose discipline categories. 
Based on its privacy setting, groups in Mendeley can be distinguished between private and 
public groups. In a private group, members share reference and files privately used for research 
project in the group. Shared references and files in this type of group is not visible to the public 
or non group members. Public groups are divided into two categories. The first one is public 
group with invitation only. In this kind of group, members determined other members who can 
contribute in sharing references. The second one is open public group. In this group, all shared 
references are publicly visible and everyone can contribute to the group.  

 

 
Figure 4. Online form that must be filled by a group creator 

 



There are 25 categories of disciplines on Mendeley’s groups. As of April 28, 2011, 
Computer and Information Science is the field category with the largest number of groups 
(4,105). Meanwhile, Sports and Recreation is on the other side of the spectrum with limited 
number of groups (86). Top five fields based on number of groups are listed in the table below.  

 
Table. Top Five Field based on the number of groups in Mendeley (As of April 28, 2011) 

Rank Fields Number of groups Percentage 

1. Computer & Information Science 4,105 31.73 

2. Biological Science 3, 914 29.93 

3 Medicine 2,083 15.93 

4 Social Sciences 1,510 11.55 

5 Engineering 1,421 10.86 

 Total  13,078 100 

 

Motivation on Joining Mendeley Groups 

Users sign up with Mendeley mainly because they want to download the desktop 
software and harness the first, second, and third functions stated in the Getting Started document. 
When they have learned the basics of using Mendeley software, then users might venture to use 
the Groups feature by joining or following one or more groups that suits their interests. Based on 
our observation joining groups is somewhat an after-thought for Mendeley users because the 
main reason of using the software is for its reference management features. Similar to our 
observation group participation in LinkedIn, users join a group to lurk or passively observed the 
happenings in a certain area of a discipline. Users also join groups as a ‘badge’ to indicate their 
interest in a topic. This can be considered also as social capital for users of Mendeley. By 
browsing the members and followers list of a group, users can make new contact with fellow 
users interested in the same topic. 



Social Capital of Mendeley Groups 

Williams in his 2006 article, defines Social Capital as “social networks and their 
associated norms of reciprocity... comprised of norms, networks, and resulting outcomes, which 
can then feed back into further norms and networks.”  

 

Figure 5. Screenshot of a Mendeley Group Homepage. Note the ‘share this group’ on the bottom as well as the 
Facebook like interface. 

In the case of Mendeley Groups, there are features that can potentially help facilitates 
creation and maintenance of social capital: share button (to Facebook and Twitter), email button, 
comment or like others’ activities, post user’s own comment or thoughts, and many more. Most 
of these features can be found in a group’s home page as captured in Figure.5. The use of 
tagging feature also enhanced the ability to find fellow users interested in the same topic. 

These are the statistics summarizing features and activities in the groups that we have 
observed by joining or following up to April 28, 2011: 



● Adult Learning & Development: long list of tags, detail descriptions of group purposes, 
filed in Education and Psychology, 9 members, and recommended by 1 Facebook (FB) 
user. 

● Digital Natives: no tags, a sentence used for describing group purpose, filed in 
Education,12 members, 3 followers, and 14 articles shared. 

● Education 3.0: 4 tags, filed in Education, 63 members, 39 followers, and 10 articles 
shared. 

● Future of Science: 4 tags, a sentence used for describing group purpose, filed in 
Biological Sciences and Computer and Information Sciences, 158 members, 78 
followers, 108 articles shared, recommended by 1 FB user, and 2 tweets 

● Games, Virtual Worlds, and CyberSociality: 2 sentences used to described the group 
purpose, filed in Computer and Information Science, Social Sciences, and Design, 62 
members, 137 followers, 82 articles shared, and recommended by 1 FB user.  

● Library and Information Science: 11 tags, one phrase used for description, filed in 
Computer and Information Science, Education, and Social Sciences, 17 members, 3 
followers, and 234 articles shared. 

● Mendeley Design Feedback: 3 tags, a sentence used for description, filed in Design, 41 
members, 6 followers, and 1 tweet. 

● Process in Social Networks: 6 tags, detail descriptions of group purpose, filed in 
Computer and Information Science, Social Sciences, 85 members, 88 followers , and 15 
papers shared. 

● Social Networks: filed in computer and information sciences, 128 members, 135 
followers, 121 articles shared, and recommended by 1 FB user. 

● Social Networks-Facebook: 5 tags, detail description of the group purposes, filed in 
Business Administration, Computer and Information Science, and Social Science, 128 
members, 58 followers, 12 papers shared, and recommended by 1 FB user.  

● Theories of Learning and Network I: filed in Education and Psychology, 127 members, 
112 followers, and 21 articles shared. 

● Twitter and Microblogging Papers: a sentence used for describing the group purpose, 
filed in Computer and Information Science, and Social Sciences, 61 members, 74 
followers, 58 articles shared, recommended by 1 FB user, and 1 Tweet 

● Video Games in Education: lots of tags, a single sentence used for describing group 
purpose, filed in Computer and Information Science, Education, and Social sciences, 18 
members, 16 followers, and 94 articles shared. 

● Web 2.0 Social Media: filed in Education, 15 members, 42 followers, and 11 articles 
shared 

● Writing: a brief sentence used for describing the group purpose, filed in Biological 
Sciences, Chemistry, and Computer and Information Sciences, 125 members, 75 
followers, and 9 articles shared. 
 

As we have observed in the groups listed above, not so much interaction was happening. 
Thus, this lack of interaction is making it harder to analyze social capital further in Mendeley 
groups. What we can see is that some moderators have more social capital when we consider the 
details of the group description, tags, and also the number of papers contributed to the group. We 
believe that one of the main function of groups here is not yet equal to the degree of functions in 
more vibrant SNS/OCs i.e. Facebook, Twitter, etc. Rather, the appeal of having a list of papers in 



a topic curated within a group is interesting to members of a group. Instead of having to find 
articles in a topic via the general search results, they can find a human-selected list articles in a 
group setting.  

Online Identity 

Online identity is “a type of social identity generated by the Internet user by forming 
profile information to be known by other users, creating an image to represent the existence in 
the community, establishing connectivity and friendship, sharing common interests, and 
enhancing popularity and trustworthiness (The, 2011).” Registered users have a personal profile 
page where they can cultivate their identity in Mendeley. In this profile page, users can posted 
their contact information, educational background, a photo, list of publications, etc. The profile 
page is used as reference for other members to get to know each other and for them to make a 
decision on creating networking opportunity. In Mendeley Groups, scholars shared opinion and 
resources, promote their publications and research interests, and find collaborators for their 
research projects. However, in our observation, most of the users have an incomplete profile 
page. The site does not require all information to be provided. A user can only have their name 
on the profile page without any other information.  

Forming professional connections and friendship such as in the LinkedIn (Donath, 2007) 
and sharing a common interest (Ploderer, Howard, & Thomas, 2008) is also apparently in 
Mendeley. Users of Mendeley are scholars concerned with professional development through 
networking and connecting with people from other places who have the same interest. 
Meanwhile, friendship development can result from offline through online or vice versa. Groups 
based on subject or area of interest is sufficient evidence for showing that becoming a member of 
the groups is valuable in keeping the user/group member up-to-date with relevant information 
and sharing concern and interest in the same field or area of research.  

 There are four goals/interpersonal interactions which we could identify from Mendeley: 
obtaining appropriate resources for scholarly works, getting project/researches feedback and 
support from the community, connecting with new scholars who have the same interest, and 
promoting one’s self by using the profile page optimally. The increasing number of 
friends/connections and statistics of a user’s page is a potential indicator of user reaching their 
goals in interpersonal interaction. Generally, users who have these trends also update regularly 
about their own publications and conference presentations. It means, besides online 
representation through the community, offline and real-life representation of scholarly works is 
also an important indicator for obtaining result when joining a community/group. 

Conclusion 

Mendeley is a free online and desktop tool that can be used to assist scholars in their 
reference management. Besides its main function as a free reference management tool, Mendeley 
also has valuable features that can support members with the same research interest to encourage 
and foster collaboration. Groups in Mendeley are a space created for Mendeley users’ 
community to collaborate in sharing reference citations as well as reference documents. In 
addition, wall on Groups page enable members of a group to interact and communicate one with 
another. However, most of the group members who joined Mendeley do not used Groups for 
socializing and communicating.  



In general, the major reason users sign up for a Mendeley account is to be able to 
download the reference management software. After downloading this software, they installed it 
on their personal devices to maintain and manage their research references. Searching 
information (references or documents shared) and synchronizing online-offline reference are two 
other basic features that motivate people to join and used Mendeley. By joining a group which 
has the similar field of interest, users can find references they need quicker than finding from the 
site general search.  

Regarding Mendeley’s development, the site and its Groups feature have much social 
capital. Groups enable creators to specify their groups by tagging, filling profile, setting group 
privacy, sharing documents/references, and sharing the group’s information with social 
networking site (FB and Twitter). Although these features are available and could enhance social 
capital of the group on Mendeley, creators and members of the group rarely used these features 
to raise the social capital.  

Group creators can be distinguished easily from the regular group members. In particular, 
Group creators lead the group to a specific research/field of interest. Group creators are active in 
representing their online identity by posting more detailed information in the Groups description 
compared to groups’ members. Besides that, some of the groups’ creators are actively updating 
and sharing their documents (mainly their own) or other related information related to the 
group’s interest.  
 

References 

Albrechtslund, A(2008). Online Social Networking as Participatory Surveillance. First Monday 
13(3). http://firstmonday.org/htbin/cgiwrap/bin/ojs/index.php/fm/article/view/2142/1949 

Allen, S.M., Colombo, G., &Whitaker, R.M. (2009). Forming social networks of trust to 
incentivize cooperation. Proceedings of the 42nd Hawaii International Conference on 
System Sciences, Waikoloa, HI. 

Anip, E. (2011). Management and conflict: of Mendeley Groups. Retrieved from http://erenst-
ics691.blogspot.com/2011/04/management-and-conflict-of-mendeley.html 

Blood, R. (2002). The weblog handbook: Practical advice on creating and maintaining your blog. 
Cambridge, MA: Perseus Pub. 

Boyd, D. M., & Ellison, N. B. (2007). Social network sites: Definition, history, and scholarship. 
Journal of Computer-Mediated Communication, 13(1), 210. Blackwell Publishing Ltd. 
Retrieved from http://jcmc.indiana.edu/vol13/issue1/boyd.ellison.html 

Cosley, D., Frankowski, D., Kiesler, S., Terveen, L., & Rieal, J. (2005). How oversight improves 
member-maintained communities. CHI 2005, April 2 – 7, Portland, Oregon. 

Donath, J. (2007). Signals in social supernets. Journal of Computer-Mediated Communication, 
13(1). http://jcmc.indiana.edu/vol13/issue1/donath.html 

Dempsey, L. (2009). Always on: Libraries in a world of permanent connectivity. First Monday, 
14(1). Retrieved from http://firstmonday.org. 

Fitzpatrick, F. (2009). Mendeley Manages Your Documents on Your Desktop and in the Cloud. 
Retrieved from http://lifehacker.com/#!5334254/mendeley-manages-your-documents-on-
your-desktop-and-in-the-cloud 

Galston, W. A. (2000). Does the Internet Strengthen Community? National Civic Review 89(3), 
193-202. 

 



Gazan, R. (2008). Social annotations in digital library collections. D-Lib Magazine, 14(11/12) 
Halavais, A. (2002). Blogs and the “Social Weather. Internet Research 30. 
Herring, S. C., Scheidt, L. A., Bonus, S., & Wright, E. (2004). Bridging the gap: A genre 

analysis of weblogs. 37th Annual Hawaii International Conference on System Sciences 
2004 Proceedings of the (Vol. 0, pp. 101-111). Ieee. Retrieved from 
http://ieeexplore.ieee.org/lpdocs/epic03/wrapper.htm?arnumber=1265271 

Hull, D., Pettifer, S., Kell, D. (2008). Defrosting the Digital 
Library: Bibliographic Tools for the Next Generation Web. PLoS Comput Biol, 4(10): 
e1000204. doi:10.1371/journal.pcbi.1000204 

Krishnamurthy, S. (2002). The Multidimensionality of Blog Conversations: The Virtual 
Enactment of September 11. Internet Research 30 (Vol. 3). 

LaRose, R., Eastin, M.S., & Gregg J. (2001). Reformulating the Internet Paradox: Social 
Cognitive Explanations of Internet Use and Depression. Journal of Online Behavior 1(2). 
http://www.behavior.net/JOB/v1n2/paradox.html 

Licklider, J.C.R., and Taylor, R. (1968). The computer as a communication device. 
http://www.ais.org/~jrh/licklider/computer-as-communications-device.html 

Liu, H. (2007). Social networks profiles as taste performances. Journal of Computer-Mediated 
Communication, 13(1). http://jcmc.indiana.edu/vol13/issue1/liu.html 

Massa, P. (2006). A survey of trust use and modeling in current real Systems. Trust in e-services: 
technologies, practices and challenges. Retrieved from http://www.gnuband.org 

Mendeley Support Team, T. (2010). Getting Started With Mendeley. Mendeley Desktop. 
Mendeley LTD. Retrieved from http://www.mendeley.comPlodeerer, B., Horward, S., 
Thomas, P. (2008). Being online, living offline: The influence of social ties over the 
appropriation of social network sites. Proceeding of CSCW 2008. 

Mendeley FAQ. (2011) What are groups on Mendeley? Retrieved from 
http://www.mendeley.com/faq/#what-are-groups 

Schrock, Andrew (2009). Examining Social Media Usage: Technology Clusters and Social 
Network Site Membership. First Monday 14(1). 
http://firstmonday.org/htbin/cgiwrap/bin/ojs/index.php/fm/article/view/2242/2066 

TechCrunch, (2011). Mendeley Crunch Based. Retrieved from 
http://www.crunchbase.com/company/mendeley 

Tedjamulia, Steven J.J., David R. Olsen, Douglas L. Dean, Conan C. Albrecht (2005). 
Motivating Content Contributions to Online Communities: Toward a More 
Comprehensive Theory. Proceedings of the 38th Hawaii International Conference on 
System Sciences. 

The, H. (2011). Conceptions of Social Computing: A Blog Analysis. Retrieved from 
http://socialcomputing30.blogspot.com/2011/01/conceptions-of-social-computing-
blog.html 

Victor, (2008). If you’re researcher, this is for you. Retrieved from 
http://www.mendeley.com/blog/academic-features/hello-world/#comments 

Weeks, L. (2009). Social Responsibility and the Web: A Drama Unfolds. 8 January 2009. 
http://www.npr.org/templates/story/story.php?storyId=99094257 

Williams, D. (2006). On and Off the 'Net: Scales for Social Capital in an Online Era. Journal of 
Computer-Mediated Communication, 11(2), article 11. 
http://jcmc.indiana.edu/vol11/issue2/williams.html 

 



Appendix:  

Number of groups in each field (as of 28 April 2011): 

1. Arts and Literature: 302 
2. Astronomy/Astrophysics/Space: 150 
3. Biological Science: 3,914 
4. Business Administration: 732 
5. Chemistry: 765  
6. Computer & Information Science 4,105 
7. Design 296 
8. Earth Sciences 475 
9. Economic 576 
10. Education 890 
11. Electrical and Electronic Engineering: 809 
12. Engineering: 1,421 
13. Environmental Sciences: 769 

14. Humanities: 414 
15. Law: 128 
16. Linguistics: 215  
17. Management Science/Operations Research: 406 
18. Materials Science: 446 
19. Mathematics: 277 
20. Medicine: 2,083 
21. Philosophy: 191 
22. Physics: 985 
23. Psychology:1,025 
24. Social Sciences: 1,510 
25. Sports and Recreations 86 
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Tougher economic times have many parents faced with longer work days and the need for 

quality childcare. Their decisions for childcare are often based on cost and availability of 

caregivers in a given area. Parents in rural areas, single parents with limited income, and 

military/civilian families with little or no extended family in the area are often faced with few 

affordable options. 

A preschool curriculum was developed in an easy to use format.   The curriculum could be used 

in a wide variety of venues such as: preparing 4-H youth to be better babysitters, creating small 

business opportunities through the development of a licensed preschool, saving money by 

creating family or neighborhood preschools, providing licensed preschools with continuing 

education and supplying individuals (grandparents, neighbors, etc.) with education materials to 

improve their childcare resources. 

The curriculum has three main components: 1) Youth curriculum that could be used with the 4-H 

or youth Baby Sitting/Childcare Projects. 2) Adult curriculum that will address the five 

developmental domains with age appropriate lessons and a final section on developing a 

preschool business. 3) A resource guide that will provide support materials for the above lessons. 

The curriculum could be used as a complete program or separated into individual lessons. 

 



Review of Literature  

There is agreement among researchers that the quality of care given by professional caregivers in 

child care centers has been established as an important influence on various aspects of child 

development (Rentzou & Sakellariou, 2011).  

Evidence points to the positive impact of high quality early education and care programs on 

children’s social, emotional and cognitive well being, their transition to school, their future life 

chances and social mobility; and on society generally. (Karoly, Kilburn & Cannon 2006, Lynch 

2006, OECD 2006, Pocock & Hill 2007, Press 2006, Shonkoff & Phillips 2000, Thorpe et al. 

2004). Summarizing some of the literature, the OECD (2006) notes: A basic principle is that 

learning in one life stage begets learning in the next. Investment in the foundation stage of 

learning is of major importance. (p. 37).  

There is a direct link between high quality children’s services and the presence of qualified 

teachers. Compared to less qualified or unqualified staff, formally trained early childhood 

teachers tend to interact more with children, be more responsive to individual children’s needs 

and provide more stimulating curricula (Breennan 1998, Bowman et al. 2000) High quality 

children’s services in turn improve, developmental outcomes for children right into adulthood 

(Mc kCain & Mustard 1999, O’Flaherty 1995).  

Quality child care programs promote children’s social competence, which is an important 

prerequisite of academic success in high quality programs. Children develop a positive sense of 

identity, learn to trust others, and acquire the characteristics that enable them to succeed as 

learners. One effective strategy for achieving a quality program is the use of a developmentally 

appropriate curriculum. A well defined curriculum framework, based on child development 



theory, provides early childhood educators with a structure for planning a program that 

encompasses all aspects of a child’s development and meets professional standards (Dodge 

2008)  

Workshop 

The team developed a curriculum bringing together a vast array of resources in an easy to use 

electronic format. The resource guide provides instructors with all of the necessary materials to 

teach the curriculum lessons and supplemental resources.   

 Introduction of the curriculum: The curriculum was developed to provide educational 

opportunities for youth and adults working with preschool children.  The curriculum is 

divided into five developmental categories:  

1. Cognitive Development  

Examples: Math & Science Activities, Nutrition  

2. Social/Emotional Development  

Examples: Games/ Activities. Diversity, Food Activities, Values & Respect  

3. Language Linguistic Development  

Examples: Stories & Storytelling, Sequencing  

4. Fine Motor Development  

Examples: Paint, Play Dough, Puzzles, Blocks  

5. Gross Motor Development  

Examples: Environment, Play Ground Activities 

 Resource Guide:  The resource guide will be a complete electronic copy of stories, 

games, activity sheets and other resources necessary to complete the learning objectives. 

 Safety and well-being in a preschool setting. 



 Small business opportunities in the child care setting. 

 Workshop participants will be requested to respond to a post workshop questionnaire 

regarding the curriculum and its use. 

Conclusion 

 Our team feels the curriculum satisfies a large need within the childcare profession.  The 

youth curriculum has been used throughout the state with 4-H babysitter clubs and other youth 

groups to improve babysitting skills and meeting many of the state licensure requirements.  The 

adult curriculum has been used as a leader guide, teacher trainer curriculum and a guide for 

establishing a small preschool business.   The easy to use resources provide teachers with 

curriculum materials that focus children’s growth and development in the five cognitive areas. 
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Inclusivity; Canada has long been known as one of few nations that has an official 

policy of multiculturalism. Forty years after the birth of official multiculturalism in 

Canada — proclaimed by Prime Minister Pierre Trudeau on Oct. 8, 1971 to be “the most 

suitable means of assuring the cultural freedom of Canadians” — the once-sacrosanct 

idea is met today with ambivalence by many Canadians, a new study suggests. From the 

outset in 1971, Canada’s multiculturalism policy raised concerns that nurturing a mosaic-

like patchwork of cultures within a single country could undermine the creation of a 

coherent, unified national culture (Vancouver Sun, October 8, 2011, p. B 6). Within this 

macro national context of cultural integration, which hints at a growing desire for greater 

assimilation rather than cultural accommodation, this paper examines at a micro sub-

cultural level the current paradigm for meeting the needs of exceptional learners. Full 

Inclusion (FI) long the prevailing method of delivering special education services in 

Canada (Edmunds, 2003; Lupart & McKeogh, 2002) is becoming increasingly prevalent 

in developed and developing countries (Canadian Council on Learning, 2009). This latest 

iteration of special education, predicated on the ideology of normalization proposed by 

Wolfensberger (1972), subsumes other ideologies such as those from the USA of Least 

Restrictive Environment and No Child Left Behind. The purpose of this paper is to 

examine inclusion holistically. It is posited that it is critical to explore how head and heart 

and hands must converge in praxis in order to produce inclusive outcomes (see Figure 1). 

_____________ 
 

Figure 1 here 
_____________ 

 

One of the goals of full inclusion is that all students come to view themselves as 

valued and fully participating members of the school community (Pudlas, 2005, 2009; 

Dei, James, Karumanchery, James-Wilson & Zine, 2000; Stainback, Stainback, East, & 

Sapon-Shevin,1994). Further, in British Columbia Canada, the Ministry of Education 

(1999) set as a desired learning outcome that all students should have a positive and 

healthy self-esteem.  Concomitantly, from the humanistic psychosocial literature, 

educators are urged to provide a climate which invites school success (Purkey & Novak, 

1996, Purkey, 1999). These disparate but related goals combine to describe what is 
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certainly ideologically laudable: successful, valued, and included members of a school 

community who have healthy and positive self-concepts.  Is this the experienced reality? 

Noddings (2008) suggests that teachers should be willing to think critically about 

education theory and about what might be called “propaganda” (p. 13). One such area of 

critical thought synopsised in the paper is the efficacy of FI. This model of delivering 

education to learners with diverse needs has been examined, as part of a larger 

programme of research, from the perspectives of students and of teachers in both public 

and parochial schools (Pudlas, 2005, 2007). Selected results of the inquiry were presented 

at the quinquennial Integrative and Supportive Education Conference (ISEC) in 

Glasgow, Scotland (Pudlas 2005). Those results and subsequent research are reiterated in 

this paper which posits several pathways toward more successful inclusive praxis: 

empowering educators and equipping students. 

The classroom milieu encountered by current and future teachers will continue to 

be characterized by diversity – of cultures, abilities, and worldviews. Within this 

increasingly diverse classroom composition it will become increasingly important, as 

suggested by Goleman’s (1995) treatise on inter and intrapersonal intelligence, that 

individuals learn to understand themselves and to relate with one another. Thus it may be 

that prosocial skills instruction is a missing requisite factor in developing inclusive 

classrooms. Yet another area requiring focus is empowering and changing the agents of 

change: educators themselves. In order to provide an ethos that is inclusive and inviting 

teachers must be professionally and personally inviting, and well-grounded; this requires 

a proper balance of knowledge, skill, and attitude. This paper presents suggestions for 

praxis - the exercise or practice of an art, science, or skill, and; customary practice or 

conduct - for teachers’ personal growth and development toward becoming inviting and 

inclusive educators.  

Moving Toward Inclusive Praxis 

 
An Illustrative Tale - The Moose Hunters 

 In that locale where I began my career it was not uncommon to see moose. In fact 

one Saturday morning I was standing on my sundeck and holding my infant son in my 

arms when a moose trundled into my back yard. After we made startled eye contact it 
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crashed through the bushes and down the hill behind my home; I lived inside the city 

limits! To illustrate a point germane to further discussion, the second tale, that of the 

moose hunters: 

 One fine autumn Saturday, very early in the morning (daylight is 
limited in the North Country) two hunters from Prince George drove their 
pickup truck down a country road off the main highway to Vanderhoof, 
parked, and then hiked into the bush in search of a moose.  Given that 
Prince George is the Western White Spruce Capital of the World… there 
was a great deal of windfall and tangled underbrush and the going was 
difficult.  After a considerable hike the hunters approached a clearing 
and… there in the distance… was a moose of magnificent proportions.  
They took aim with their 30-06… and felled the moose (painlessly and 
most humanely of course). They now faced a dilemma: daylight was 
limited and it was too late to dress the moose on site; it was too large to 
hoist into a tree to await their return; and, it did have a trophy rack (even 
though they were, of course, merely hunting to provide meat for their 
families). They felt the best option was to drag the moose, intact, to the 
truck. So each took hold of one of the set of antlers and began to pull. 
Progress was difficult; the antlers often caught on the trees and windfall 
and the hunters fell repeatedly. With a flash of inspiration one suggested 
to the other that if they took the hind legs it would make the pulling easier 
since the natural curve of the antlers would allow the moose to slide more 
easily over the fallen trees, branches, and other obstacles.  After some time 
of pulling from the other end, the hunter who had suggested the new 
procedure turned triumphantly to his friend and inquired, “Now isn’t this a 
far easier way?” His weary partner clapped him on the back in 
congratulation and replied, “Yes, but… aren’t we getting rather far away 
from the truck?” 
 

What is the point of the story? Simply this: while the hunters had found an easier way 

they had lost sight of their goal.  Educators, both teachers and school administrators, must 

be clear on the ultimate individual and collective goals: educating all students to the full 

extent of their potential in an inclusive community. What are requisite knowledge, 

attitudes and skills need to meet that goal? 

Head 

 What do we know?  For one thing we know that there is a great deal of diversity 

within the regular school classroom. That diversity comes in many forms; the focus here 

is on diverse learning needs in the traditional categories of so-called special education, 

some of the principles apply more broadly. We know that, in what threatens to become an 
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alphabet soup upon which we might choke, IDEA guarantees a FAPE in the LRE and that 

the President wants NCLB and that the CAP has now focused primarily on FI.   We also 

know that writers have different ideas about what FI means. Consistently however, one of 

the goals of inclusion involves community. It has been suggested that a school is 

inclusive if every student is able to identify and connect with the school's social 

environment, culture and organizational life (Dei et al., 2000, p.13).  I would suggest that 

sometimes the “R” in LRE comes (inadvertently) from the educational ecology.  By that I 

mean any of a number of factors including both the skill set and the attitude of teachers 

(see Figure 2). 

_____________ 
 

Figure 2 here 
_____________ 

 
 Inclusion is variously defined, but invariably those definitions make reference to 

welcoming all students, including those with identified special needs, within the 

classroom and school community. For the purpose of this paper, inclusion is defined as 

an ideology resulting in a pedagogy in which all students, regardless of any condition 

which presents barriers to their learning, are to be educated to the fullest extent possible 

in the regular classroom, and where the teacher of that classroom bears the primary 

responsibility for the learning of all students therein.  We know that one of the desired 

outcomes is that all students in the class are valued and accepted, and are fully 

participating members of that community. We also know that one measure of community 

is a perception of acceptance. Finally, we know (Pudlas, 2003, 2004) that those 

perceptions are not necessarily positive (see Table 1) based on students’ reported peer 

self-concept. 

_____________ 
 

Table 1 here 
_____________ 

 

Heart 

 The term heart is used here with an intended meaning similar to that of self-

discipline.  Thus praxis as noted previously, is ascribed to result from heart-set or what 
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has become a natural bent for doing something or for doing it in a certain way.  That 

relates also to Weltanschauung or worldview which comes from our beliefs and values. 

The issue of ideology is discussed more fully elsewhere (Pudlas, 2004). In order to be 

inclusive, that is to create inviting classrooms, educators must be both personally and 

professionally inviting. These concepts are based on the work of Purkey (1999) and of 

Purkey and Novak (1996). Briefly, invitational education is a democratically oriented, 

perceptually anchored, self-concept approach to the educative process that centers on five 

basic principles: 

1. People are able, valuable, and responsible and should be treated 
 accordingly. 
2. Educating should be a collaborative, cooperative activity. 
3. The process is the product in the making. 
4. People possess untapped potential in all areas of worthwhile human 
 endeavour. 
5. This potential can best be realized by places, policies, programs and 

processes specifically designed to invite development and by people who 
are intentionally inviting with themselves and others personally and 
professionally (Purkey & Novak, 1996, p.3).  

 
Thus a successful and positive educational climate should be one that is inviting and one 

where all participants are included within the community.  Attitude matters. If teachers 

betray a negative attitude toward students with diverse learning needs, it is highly 

unlikely that those students will perceive themselves as valued members of the 

community.  So, what goes into teacher attitude?  At least two things: worldview and 

professional efficacy.  The former relates to heart, the latter is heart plus head and hands. 

Both, I believe, are malleable in pre-professional teacher education programmes and must 

be addressed in professional development if educators are to present an inclusive ethos 

for which they were not prepared through their teacher education (Pudlas, 2009). 

Hands - Praxis 

 What are some other missing bits, the impediments to full inclusion, and what are 

some solutions?  I believe that there are several areas of promise.  Each relates to the 

primary participants in the inclusive educational enterprise: students and teachers. 

Teachers play a crucial role; however, students with diverse learning needs must also 

bear some responsibility for contributing to community. To put it in more practical terms, 
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if students do not know the basic skills for relating within community, we should not be 

surprised when they are not well-accepted within that community.  Thus prosocial skills 

may be a missing link in the success of the inclusive education model.  Prosocial 

behaviour means “…positive actions that benefit others, prompted by empathy, moral 

values, and a sense of personal responsibility rather than a desire for personal gain” 

(Kidron & Fleischman, 2006, p. 90).  The same authors, building on the work of Lickona 

(1997)  go on to suggest that educators can have a tremendous influence on students’ 

social growth by creating a school-wide culture in which each student has opportunity to 

see prosocial behaviours modeled by other students and by adults (Kidron & Fleischman, 

2006, p. 90); reiterating the importance of teachers’ inviting stance. As to students, some 

promising work in this area is being done at Trinity Western University. For example a 

study by Schoyen (2004) reports on positive effects of social skills training (see Table 2).   

_____________ 
 

Table 2 here 
_____________ 

 

Simply by adding a short but purposeful amount of instruction in specific social 

skills, all students, including those with special needs, increased their social skills and 

also increased their level of acceptance among peers and the number of friendships they 

experienced in school.  There is promising empirical and anecdotal evidence to support 

the teaching of social skills in an effort to build community and foster inclusion. 

As to teacher skills, too many educators may not have had the requisite pre-

professional education to be comfortable with the influx of students with special needs; 

therefore their professional efficacy may be threatened and they may present as dis-

inviting. Research summarized in Table 3 indicates results of a study in which pre-

professional education students completed an Educator Opinion Questionaire (Bunch, 

1993) assessing their views of inclusion of students with special needs. The mean score 

on each of the facets of the EOQ for education students, pre and post course, are 

juxtaposed with scores of a group of teachers who were already in the profession.  

Further details of these studies are reported elsewhere (Pudlas 2003, 2004).  Results of 

the research programme reported here indicated that NIMBY-ism (“not in my back yard” 
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– prevalent when persons with mental retardation were first de-institutionalized) is alive 

and well. That is, teachers were in favour of inclusion (ideologically), but perceived that 

their professional efficacy is at risk. That is, they believed that they did not have adequate 

skill sets to be able to effectively educate students with special needs. Thus another key 

to successful inclusion is the pre-service and in-service professional development of 

educators (Pudlas, 2009). 

________________ 

Insert Table 3 here 

________________ 

 

Summary and Conclusions 

This paper has posited that the convergence of head (knowledge) heart (attitudes) 

and hands (skills) is necessary if the goals of the full inclusion model are to be met.  

Recall that FI is predicated on the principle of normalization and one of the desired 

outcomes of normalization is that education should establish personal behaviours and 

characteristics which are as culturally normative as possible.  Results of the research to 

date would indicate that if one of the key goals of full inclusion is that all students are 

fully accepted and valued members of the community, then full inclusion is a failure – at 

least for the student subjects of some of the research here.  There may be room for 

optimism, however, if educational decision makers are willing to re-examine and re-tool 

the model to ensure adequate preparation for teachers and to include purposeful and 

focused social skills training for elementary students. 

 As with all social research, further study is always warranted.  It would be 

valuable to survey teachers on a much broader level and also to do post-graduation 

follow-up of those pre-professional education students who seemed to indicate a level of 

optimism after a course in special education.  Does professional experience bear out that 

optimism or does the reality of the classroom experience quash teachers’ enthusiasm?  

 Further study on a larger scale is also warranted on the long-term effects of social 

skills training for elementary school students.  There needs to be a cost-benefit analysis 

of whether the investment in such programmes leads to a significantly more positive and 
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more inclusive experience for all students.  Is education in the current milieu adequately 

preparing students to be inclusive citizens? 

In any case, an unexamined ideology may be mere dogma, and may not lead to 

the desired outcomes, and so it is imperative that educators continue to examine the 

efficacy of various approaches to providing for the needs of their students.  All students 

have a story to tell as a part of their school experience.  What story will those students 

tell; how might we all work together to ensure that their stories have happier endings?                               
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Figure 2. Factors influencing inclusive outcomes. 

 

Adapted from: Andrews, J. & Lupart, J. (2000). The inclusive classroom: Educating 

exceptional children. Scarborough, ON: Nelson. 
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Table 1 

Peer Self-Concept Subscale Scores 

 

 

 Mean N Std. Deviation 

Students with 
No Identified  
Special Needs 

 

33.47 

 

42 

 

5.53 

 
Students with 
Identified  
Special Needs 

 

28.10* 

 

44 

 

7.76 

 

Total 

 

30.72 

 

86 

 

7.25 

 

* p < .01 
 

For further elaboration see: 

Pudlas, K.A. (2003). Inclusive educational practice: Perceptions of students and teachers. 
Exceptionality Education Canada, 13(1), 49-64. 

   



 Inclusive Praxis: Requisite confluence of head and heart and hands 

Ken Pudlas                                          Trinity Western University, Canada                                                 
14 

 

Table 2 

Means and Standard Deviations for Social Skills, Peer Nominations, and Friendships 

 

     Time 1    Time 2 

    M   SD  M  SD 

Social skills*   33.8  11.0  37.6  8.1 

Peer nominations  5.5  1.6  6.3  2.0 

Friendships   10.5  4.0  12.0  3.6 

  

* p. ≤ .05 
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Table 3 

Pre and Post Instruction EOQ Scores 

 
Facet Pre-course   

Mean (SD) 
Post-course  
Mean (SD) 

Professionals’  
Mean (SD) 

1. Teacher self-confidence 19.8 (3.7) 17.0* ( 3.7) 16.5 (5.3) 
I am confident that I can adapt materials and  
activities for integrated challenging needs students.
2. Adequacy of teacher preparation 24.9 ( 2.5) 24.5 (2.9) 24.6 (3.9) 
Regular teacher preparation is sufficient to prepare 
 teachers to teach challenging needs students. 
3. Teacher  responsibility  20.1 (3.2) 18.1* (3.9) 20.4 (4.6) 
The academic progress of the challenging needs  
student is primarily the responsibility of the regular  
class teacher. 
4. Effect of FI on included students 22.1 (4.3) 19.0* (4.0) 17.5 (3.9) 
Integration into regular classrooms is beneficial to  
the academic progress of challenging needs students. 
5. Effect of FI on regular students 20.5 (3.9) 17.7* (3.9) 16.7 (4.7) 
Integrated challenging needs students will become  
accepted by their regular peers as routine members of  
the classroom. 
6. Educational Soundness of FI 21.9 (3.5) 19.9* (3.8) 17.8 (3.9) 
Integration in a regular class is the appropriate 
educational placement for the challenging needs  
student. 
7. Effect of FI on reg. class teacher 25.8 (3.7) 23.5* (4.3) 26.2 (5.4) 
Regular classroom teachers have sufficient planning  
and preparation time for challenging needs students. 
8. Professional relationships 17.9 (3.3) 16.3* (3.0) 15.4 (3.8) 
Resource teachers should work in the regular 
classroom when resourcing integrated challenging  
needs students 
9. Administrator support 23.4 (3.4) 22.4 (2.9) 21.7 (6.4) 
Principals take care not to overload regular classroom 
 teachers working with integrated challenging needs students. 
10.Appropriateness of workload 21.9 (2.4) 20.6* (2.9) 21.2 (3.9) 
A full-time teaching aide is required in regular 
classrooms with integrated challenging needs students. 
 
Total Score on EOQ 

 
218.7 (19.5) 

 
199.2* (22.9) 

 
198.2 ( 29.7) 

* p. < .01 
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Rationale: Minority students are underrepresented in the PhD programs and as faculty programs.  In 

attempts to encourage underrepresented minorities to participate and succeed institutions have 

developed various transition programs that aim to prepare recent graduates for their first year of 

graduate school.  

Objective: To examine the usefulness of a transition program from undergraduate to graduate school for 

underrepresented minorities. Specifically we want to examine students’ graduate school self‐efficacy 

and belonging as well as their utilization of resources available at their institution.  

Proposed Methodology:  study will utilize interviews to assess students’ opinions and attitudes 

regarding how prepared they feel they are for graduate school. We will compare students who 

participated in the transition program with those who did not participate in the transition program.   

We anticipate using semi‐structured interviews to address underrepresented students’ attitudes about 

graduate school as well as how comfortable they feel being in graduate school.  The interviews will also 

inquire about students’ use of resources such as faculty and student mentors.  Professors will be 

interviewed concerning their beliefs of students’ barriers and perception of school climate for their 

students. 

One aspect to be considered is students’ knowledge and utilization of resources available on their 

respective campus.   

We expect to find that students who participated in the transition program will have more confidence in 

their abilities to succeed in school, than the students who did not participate in the program. This will be 

based on their answers to self‐efficacy questions. We also anticipate a stronger feeling of belonging and 

more utilization of resources by the transition program participants.  
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Abstract for Conference 

Evaluating the lack of Underrepresented Groups in Technology; Building the Pipeline 

As America and the world become more of an information driven and technically foundational society, 

fewer underrepresented minority students are choosing graduate fields of study related to this 

powerfully growing technology sector. 

This study will use a mixed method design; analyzing raw hiring data from a career center at a major 

STEM university. Concurrently, survey data and interview data will be collected from students and 

professors.  

Research Objectives:  

1.This study will examine the choices made by underrepresented undergraduate and underrepresented 

graduate students and the driving factors behind the college majors and academic road maps.  

The students and some of the professors in technology and information systems will be interviewed to 

gain a greater understanding of the current trend.  

2. Does a growing job market deter potential graduate students away from academia, leaving a deficit of 

underrepresented minority faculty? 

This examination will also include data from the career development office such as state of the market 

for hiring and starting salaries in this field of interest. The data garnered from the career development 

office will facilitate the comparison salaries for graduate degree holders versus bachelor degree holders.  

3. Does the perception of the technology professors and students differ concerning underrepresented 

minority students abilities to succeed in a technology and/or information systems doctoral program?  

  Expected Outcomes: 

Rich detail will be published focusing on the students’ comfort level in preparation for graduate school 

and their ability to manage the demands of a doctoral program. Financial concerns including tuition, 

fees and opportunity cost will be delineated. The far reaching effects of these financial concerns will be 

explained.  Graduate school is a second choice behind preferable employment, especially during 

economic downturns.  

The evaluation of students by faculty members is not always in concert with the student’s perceived 

challenges. 

A theory or methodology to attract more underrepresented undergraduate students in technology and 

information systems to apply for doctoral programs will be proposed.  

Can we build a case and attract more underrepresented minorities into studying technology and 

progressing to the graduate level? 
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Introduction 

The use of online information resources is growing rapidly. The actual science 
information is electronic as a rule – practically all the journals of natural science and 
engineering have electronic versions and a certain number of them are available only 
electronically.  

Scientific information is the basis for research and development, degree study and 
professional specialty, to a certain extent. Today, scientific information is also 
strategically important, insofar as it affects the economic and social development of 
the contemporary world. University libraries have an important place in mediating 
and preserving such information. For the purposes of this presentation, a “university 
library” is defined as an internationally recognized scientific library that supports the 
demands of its parent institution’s current programs of study and research.  

Universities and their libraries have experienced in recent years an enormous growth 
in documents in electronic format. The number of publications, research data and 
results available via the Internet are growing continuously. In several important 
research fields, efficient research is no longer possible without network access and 
computers. This has intensified research and made global research networks a reality 
(Sinikara, 2007). The definition of the electronic library is still not exact, although it 
has become a household term in library literature. Several terms are used as synonyms 
or near-synonyms for this phenomenon, such as “virtual library,” “library without 
walls, “networked library,” “desktop library,” and “digital library” (Hannesd´ ottir, 
2000). The definition of an electronic library assumed in this presentation is an entity 
that is both a physical university library providing electronic access to a variety of 
materials of scientific information and a virtual provider of access to electronic 



publications via the university and library network. The successful future of libraries 
depends on the national support they receive, how successfully their parent 
universities can cooperate among themselves, and how well the libraries set their 
priorities and realize their main objectives. 

The academic university library in Estonia is defined as a library offering public 
services, charged to gather, conserve, process, and make scientific information 
accessible to all interested groups, as regulated by the Research and Development Act 
(1997). Academic libraries are considered to be “legal persons in public law” (i.e., a 
corporate entity with the standing of an individual) and are one of the autonomous, 
independently functioning scientific, educational, and cultural institutions that act on 
the basis of science and developmental activities stipulated in the statutes of their 
parent universities and other legislation. The aim of “libraries of an institution of 
higher education” generally is to support high quality education. The aim of the 
academic university library, specifically, is to satisfy readers’ needs for scientific 
information. The aim of all of these libraries is to assure accessibility to information 
that is important for the development of the state and the society, to stimulate science 
and development activities, to contribute to the educational level of the population 
and to the general growth of education, and to increase the state’s potential for 
ongoing scientific discovery and development. 

Constructive cooperation between Estonian academic libraries began in 1970, but the 
legislative regulation of research library activities in Estonia began in 2001, when the 
research library and its tasks were defined in the amendments of the Arrangement Act 
of Science and Development Activity. At the same time, the legislation was enacted 
that required the Ministry of Education and Research to finance the acquisition of 
scientific information through their budget. 

The issues of state financing, coordination of acquisition, and compilation of 
development plans and joint projects of research libraries have been dealt with by the 
Council of Rectors of Universities (which also has independent status as a legal 
person in public law), by the Council of Research Libraries, which includes research 
library directors appointed by the Estonian Government, the Director General of the 
National Library of Estonia, and by representatives of the Ministry of Education and 
Research and the Ministry of Culture (Järs, 2005). 

As a service providing institution, the planning of library work is based on service 
quality, the satisfaction of the information consumer and necessary resources to 
achieve the desired result. In the current economic situation, it is essential to be 
familiar with the statistical indicators related to the usage of the electronic 
environment. This enables the management of the library to assess whether all 
electronic databases, online journals and e-books, to which access has been bought 
during financially more secure times, are indeed indispensable to the users or need to 
be discontinued. 
The purpose of the paper is to analyze the essential data, details of the use of e-
resources and the cost of electronic scientific information as well as the cost of the 
most important performance indicators related to the increasing usage and acquisition 
of electronic scientific information of the three largest university libraries of Estonia – 
University of Tartu Library, Tallinn University of Technology Library and Tallinn 
University Academic Library – during the period 2004-2010. These three libraries 
were chosen because the critical mass for fulfilling the tasks of academic and 
university libraries has historically accumulated in these libraries. The choice of the 



period 2004-2010 is justified by the fact that during the period mentioned, the 
libraries were made a substantial increase in the e-services as well as in expenditures 
to the electronic scientific information. This period also includes the financial crisis 
that hit Europe, especially the Baltic States, which unfortunately had an impact on 
Estonian university libraries.  

Methodology 

In order to evaluate the electronic services and resources in Estonian university 
libraries, the following data and performance indicators have assumed (based, but not 
limited, on the International Standards ISO 2789:2006 and ISO 11620: 2008):  

1. data and performance indicators related to the usage of the library services and 
resources: number of registered users, number of visits, number of virtual 
visits, number of licensed databases, number of collections on physical 
careers, number of e-publication titles,  number of loans, number of content 
units downloaded,  

2. data and performance indicators related to the expenses of the library: 
acquisitions costs, percentage of the expense of e-documents in the acquisition 
costs, acquisition costs per student. 

Findings  

The Nordic region (Denmark, Finland, Iceland, Norway and Sweden) is famous for its 
unusually close cooperation in all aspects of life. This cooperation covers matters of 
culture, politics, education, and research, involving Nordic people from all levels of 
society. In Northern European countries, libraries are an essential part of the state 
infrastructure, their information systems are financed and services offered by them are 
developed by programs approved on the state level. In contrast to the situation in the 
Nordic countries, the development of the information system of Baltic countries as 
well as in libraries of the Estonia, were weakly included in the national program for 
the development of the information society.  

In Estonia, the requirements for academic libraries were set by the regulation of the 
Minister of Education and Research in 2002. The regulation allocated funding from 
the state budget for the acquisition of scientific information – one part of the funding 
directly for university libraries for support the acquiring of scientific information and 
second part for the Consortium of the Estonian Library Network (ELNET 
Consortium, established in 1996) for common procurements of electronic journals and 
scientific databases.  

Estonian libraries are predominantly state, or local government-financed, research and 
archival libraries get their income from the Estonian Ministry of Education and 
Research, universities and, to a small extent, from monetary grants and self-earned 
revenue. Up to 2008 the Ministry of Education and Research financed the joint 
acquisition of research databases for Estonian research libraries in increasing amount. 
It seemed that research libraries are indeed doing ever better – the number of 
electronic publications in the collections and funds needed for purchasing these were 
growing yearly. 

However, the year 2009 brought several bad news for Estonian university libraries: 
unexpectedly, a part of the Ministry of Education and Research’s promised funding 
for purchasing scientific information was unrequited and also state support for 
financing joint purchasing of databases via the Non-profit Organization Estonian 



Libraries Network Consortium (ELNET Consortium) was also substantially cut down. 
However, the Ministry of Education and Research gave at the same time a promise to 
develop a programme for the electronic scientific information (“E-teadusinfo”) with 
the support of financial resources allocated by an European Union (EU) structural 
fund. 

Funding allocation formula for university libraries is as follows: all the finances be 
divided in half between Tartu and Tallinn. Within Tallinn and Tartu, the finances 
allocated in accordance with the formula, where the largest component of the weight 
is the university’s research capacity, then the university’s own financial contribution 
to the purchase of the library materials, after which the number of students FTE, the 
number of collections and the number of readers is calculated. It is particularly 
important to note that only the collections on physical carriers (books and periodicals 
on paper, DVDs, CDs etc.) are calculated among the collections in this case. This is 
understandable because only the collections on physical carriers includes to the 
capital assets of the library/university by the accounting rules. Therefore, all 
electronic - purchased access to information, are not included in library collections. 

While financing has steadily increased, many licenses for scientific databases have 
become more expensive for Estonia as it is no longer in a state of transition, and 
therefore many benefits previously enjoyed (e.g., discount preferences for developing 
countries) have disappeared. In addition, there are new developments that further 
decrease the impact of increased financing. The new Value Added Tax Act, in force 
since July 2009, requires that a 9% VAT is to be paid on the purchase of printed 
materials, 20% on license fees to access electronic resources. Without additional 
funding, Estonian academic libraries will not be able to meet their mandate of 
providing a critical mass of scientific information to the Estonian research 
community. 

The students constitute only one part of the readership, while a considerable part of 
the readership is formed by other target groups (lecturers, scientists, readers) in the 
three largest academic libraries in Estonia. Therefore, the role of university libraries in 
Estonia is much broader, offering services to different users.  
The number of licensed databases as well as the number of e-journals and e-books in 
Estonian university libraries has grown rapidly. The development of electronic 
publishing has considerably increased the independence of scientists and enhanced 
research activities. Electronic publications are primarily acquired to be used through 
the entire university and are related to the IP addresses of the university.  
All suppliers of databases and e-publications are currently still not able to offer 
standard usage statistics of electronic scientific information, which makes it difficult 
to receive comparable data. This constitutes as a problem to all academic and 
university libraries anywhere in the world. 
The university library cannot exist without library materials costs, which belong to 
one of the biggest and main expenses (additionally to workforce expenses). The 
proportion of the expense of e-documents in the acquisition costs is considered an 
important performance indicator, which is included in official statistics since 2005, 
but has been recorded by libraries even earlier. The spending on electronic collections 
– purchased access to databases and acquired e-publications has increased in all three 
Estonian university libraries. 



The two most interested stakeholder groups in the case of university libraries are the 
population the library is set up to serve and the institution to which it belongs. The 
institution, especially if it provides funding, will see university library quality on 
another scale i.e., the library is good if it helps to shorten studying time, produces 
graduates that quickly find a job, supports research in an effective way, helps to raise 
the image of the institution, and if it is cost-effective overall. The last issue will often 
be the most important when resources are scarce (Poll, 2001). To measure this, the 
performance indicator - acquisition costs per student – is used in the case of all three 
university libraries. 

Conclusions 

The most significant joint achievement of Estonian university libraries while 
acquiring scientific information has been a successful collective procurement of 
electronic licensed databases. Estonian university libraries were comparable in size to 
the libraries serving Northern European countries, when taking into consideration the 
amount of electronic databases. The year 2009 brought several unpleasant news to 
Estonian university libraries: unexpectedly, part of the finances from The Ministry of 
Education and Research were left unpaid that was intended for the acquisition of 
scientific information; government support was substantially decreased for financing 
collectively purchasable databases through the ELNET consortium. 

The task of university libraries is to do everything in their capacity to widen the 
selection of electronic scientific journals and databases, and to ensure the critical 
amount of information that scholars need. Libraries cannot do it without additional 
financing or even under the conditions of the reduction of financing. The operating 
costs of Estonian research libraries have also been covered from the state budget since 
2008, and so the universities’ contribution to their libraries’ development has 
gradually diminished. 

Since Estonia joined the EU in May 1, 2004 – all foreign electronic publishers 
changed their pricing policy towards our countries. The Baltic region, including 
Estonia, is no longer a region of transition and therefore many current benefits (for 
example discounts preferences for developing countries) have disappeared. The usage 
license fees for electronic resources and prices of printed books and journals continue 
to rise.  

Spending on the development of electronic services and resources is undoubtedly an 
investment, because electronic access to scientific information is one of the key 
factors in increasing the number of scientific publications as well as a number of 
doctoral degrees in universities per year. However, expand the choice of electronic 
scientific information in Estonia cannot be done without additional financing at the 
national level. 
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Abstract 
 
Several researches confirm that using information and communication technology (ICT) in 
teaching Mathematics motivates students in their learning process and facilitates their 
understanding of the subject (Baki and Güveli, 2008; Luik, 2004; Pihlap, 2009, 2010; Prei 
2010). Eventhough for long time it has been possible to use computers in teaching 
Mathematics, in many states there is a problem as the use of computers in classrooms is still 
low (Watson, 2006; Prei, 2010). In Estonia, computers have been used in teaching 
Mathematics for about 15 years. During the last 10 years, they have been used more widely. 
According to the present Estonian curriculum, it is not obligatory for teachers to use 
computers in teaching Mathematics. It depends on a teacher if the ICT possibilities are used in 
Mathematics lessons, and also, how these possibilities are used. A qualitative study was 
conducted to find out Mathematics teachers’ attitudes and beliefs towards using ICT. Based 
on the interview of a focus group it is explained how teachers assess the necessity of using 
ICT and its impact on learning results and learning motivation. Also, the factors that 
determine teacher´s decision on whether to use computers in teaching Mathematics, is 
clarified. Finally, it is pointed out what kind of help is needed by teachers to integrate 
computers into Mathematcs instruction. 
 
Introduction 
 
Several researches confirm that using ICT in teaching Mathematics motivates students in their 
learning process and facilitates their understanding of the subject (Baki and Güveli, 2008; 
Luik, 2004; Pihlap, 2009, 2010; Prei, 2010). Eventhough for long time it is possible to use 
computers in teaching Mathematics, in many states there is a problem as the use of computers 
in classrooms is still low (Watson, 2006; Prei, 2010). In Estonia computers have been used in 
teaching Mathematics for about 15 years. During the last 10 years they have been used more 
widely. According to the present Estonian curriculum it is not obligatory for teachers to use 
computers in teaching Mathematics. It depends on a teacher if the ICT possibilities are used in 
Mathematics lessons, and also, how these possibilities are used.  According to Prei (2010) 
35% of Mathematics teachers have used ICT facilities at least in half of their lessons, 61% in 
less than half of the lessons and 4% have not used these possibilities. The most frequently 
used facilities are (1) Computer algebra programme Wiris, (2) programme T-algebra that was 
created in Estonia and is suitable for practising several arithmetics and algebra topics like 
using ordinary pencil and paper, (3) dynamic geometry programme GeoGebra, (4) different 
worksheets, (5) slidepresentations and (6)electronic tests. Schools do not have to pay for using 
the aforementioned programmes and all teachers can attend free in-service training. All 
expenses (for example the lisence for using programme Wiris, translating Wiris into Estonian, 
translating programme GeoGebra and its manual into Estonian, creating programme T-



algebra, making worksheets, teacher training) are covered by national foundation Tiger Leap. 
In spite of this, according to research carried out by Prei, 60% of Mathematics teachers have 
never used these programmes. 
  
From the present school-year new curriculum is being implemented in Estonia in the first 
class of each school level, more exactly in I, IV, VII, X classes. According to the new 
curriculum ICT possibilities should be used in teaching Mathematics in order to practise 
required skills, visualize, discover regularities and pose hypothesis. In the new curriculum 
there is a list of learning results that can be achieved by using computers. Thus, it is important 
to find out what is teachers’ preparedness for implementing the new curriculum. 
 
The aim of the present study is to find out Mathematics teachers’ attitudes and beliefs towards 
using ICT. For that purpose it is important to find answers to the following questions: 1) how 
teachers assess the necessity of using ICT; 2) how teachers assess the impact of using ICT on 
learning results and learning motivation; 3) what are the factors that determine teacher’s 
decision on whether to use computers in teaching Mathematics; 4) what kind of help is needed 
by teachers to integrate computers into the the instruction of Mathematcs. 
 
Method 
 
The study was carried out in the end of the scool year 2010/2011. Six Mathematics teachers 
who had different level of exprience in using computers participated in the research. Four of 
them worked in rulal schools and two in town schools. Their length of service as a 
Mathematics teacher varied from 9 to 35 years. Four of them assessed their competence of 
using computers as good or very good, two of them found that they manage.  
 
Focus group interview was chosen for collecting data. Dictaphone was used for recording 
interview. The interview was transcribed and then analyzed research question by research 
question. 
 
Results and Discussion 
 
For clearer describtion of results appropriate quotations are pointed out and marked in italic. 
 
Using ICT possibilities , teachers’ assessments on the necessity of using computers  

At first an overview will be given about in which classes the investigated teachers teached 
Mathematics last school year and how they used ICT possibilities in teaching Mathematics 
during that school year. Teacher T1 taught Mathematics at town school in 10th and 11th 
classes. She does not use computer in teaching Mathematics often. In her Mathematics 
classroom there is a computer, data projector and a document camera; at school there is a 
computer lab that is not big enough for the classes that have bigger number of students. 
Teacher T2 taught Mathematics in classes 6  12 in a small rural school. She uses the 
diversed possibilities of ICT in her Mathematics lessons. At school there is a computer lab 
where are old and slow computers and in Mathematics classroom there is no data projector. 
Teacher T3 taught Mathematics in classes 10 to 12 of a big rural gymnasium and she used 
computers daily for visualization , sometimes also for solving problems in a computer lab. 
The school has good technical conditions: three computer classes with new computers and 
demonstration possibility (data projector) at the Mathematics classroom. Teacher T4 
sometimes uses computers taking her students to a computer lab. Generally the possibility to 



use computers is constrained. There is no demonstration possibility in the Mathematics 
classroom. Teachers T5 and T6 do not use computers in teaching Mathematics; the school has 
one computer lab that is usually occupied and it is not available for Mathematics lessons, 
computers are dated and slow, Mathematics classroom does not have demonstration 
possibility, teachers´computer is also very old and poor.  

All six teachers use the possibilities of ICT while preparing the subject lessons (creating study 
materials and looking for them). 

Five of the investigated teachers find that using computers in Mathematics lessons is 
necessary to a lesser or creater extent. Teacher T6 does not think it is very necessary: I do not 
find it necessary at the moment as I have no possibilities to use it. She finds: I could use it in 
lessons but as I do not have it, I can not miss it. The reminder of the teachers find that using 
computers is necessary for visualization, fixing of studied material, posing problems, testing 
knowledge, making subject lessons more interesting and more varied. In the opinion of 
teacher T3 computers very much contribute to learning. I am never able to make as good 
drawings as it is done by the computer. As for homework, she finds it important that a student 
can check it using Wiris, for example. Teacher T2 shares her opinion and points out that in 
very many topics using Mathematics´ programmes contributes to better understanding; it 
helps in drilling and visualization. At the same time teacher T4 emphasizes that for sure using 
computers must not be overdone. She considers computer as a very good mean for fixing 
knowledge and quick testing and if she had had more oportunities, she would have tried using 
it during teaching new topics. She is of the opinion that using computer primarly serves as a 
means to diversity a lesson. Also, teacher T2 considers that it is important that pupils are not 
too long time in the computer lab; she thinks that the whole hour in a computer lab is too 
much. Thus she likes that according to new curriculum some computers will be in 
Mathematics classrooms and if necessary, part of students can work with computer or it is 
possible to do group work. Eventhough teacher T1 finds using computers important, she 
emphasizes that it must not be attached too much importance, pupil has to draw graphs, for 
example the graphs of functions, manually, also solving equations has to be learned without 
using computer. But teacher T3 finds that computers are not used so much in Mathematics 
lesson that they could disturb, it is an addition to traditional learning and supports it. Teacher 
T2 shares the last mentioned opinion. 

The impact of using ICT on learning results and learning motivation in teachers opinion 

The impact of using computers is considered as rather positive. Teacher T1 thinks that 
learning results do not change much while using computers. The pupils of teacher T2 look 
forward to the lessons that take place in a computer lab, it definitely makes Math lessons more 
interesting. She has noticed that students learn while playing with great excitement and they 
do not recognize when they have already learned necessary material. Also, rehearsal by 
means of computer makes learning easier but she is not able to say if the learning results have 
improved. She also finds making drawings important. She has noticed that while using 
computer, students are better able to memorize material. Teacher T3 says that a teacher can 
never check the correctness of every student’s every step in a way like some computer 
programmes do and she finds the latter contributes to learning. Also, in teacher T4’s opinion, 
this (using computers) has positive impact on learning motivation and through this learning 
results improve. At the same time, using computer too often (for example, a lesson in every 
week) can have negative impacts on results. Teacher T5 considers using computers as 
supporting but not fundamental. Teacher T6 adds that because of the conditions she works 
only with chalk and blackboard and she thinks that human being is the most important. 



Factors that determine if ICT is used or not during the teaching process 

Most often teachers mention that they depend on specific technical possibilities in their 
decisions. Teacher T4 finds that if there were more vacant times in computer labs and more 
time to prepare subject lessons, she would use these possibilities more. Also, teacher T5 
would use computers in Mathematics lessons if technical possibilities were better. Similarly, 
teacher T6 has attended trainings on computer programmes and has thought there how fine it 
would be to use what she had learned, but there are no possibilities at school and the teacher 
has given up. Teacher T6 thinks that by using just chalk and blackboard she can teach very 
well and moreover at the exams it is not asked if a pupil has used computer. Teacher T2 
supports the idea that at exams there is no use if the material has been learned while using 
computer. Teacher T2 misses visualization possibilities in a Mathematics classroom: often it 
would be necessary to show just one dynamic slide or another study material but if you have 
to go to a computer lab just for showing this one thing, it will not be shown. Teacher T2 likes 
that Mathematics teachers’ webpage has a lot of different study materials that can be used for 
any agegroup. In reality preparing a lesson takes a lot of time from a teacher.  

Necessary changes to be made in order to integrate ICT better into Mathematics teaching 
process in the opinion of teachers  

Teacher T3 finds that she can use computers in a way she finds it necessary and she does not 
want to use them more often. Teachers T2 ,T4, T5 and T6 could use computers better if 
computer labs were more accessible and there was a data projector in the Mathematics 
classroom.  

Several teachers advise that good technical support is important. In the computer lab of the 
school of teacher T2 there are old computers: as a teacher I have have to find out what is 
wrong with computers, actually I am not so good at computers. There should be a person that 
deals with putting computers into order, not that I get a classroom where somebody has taken 
out wires. Also teachers T5 and T6 find that there should be a person at school from whom it 
would be possible to ask for advice, if necessary.  

In teacher T2’s opinion, creating study materials is time consuming. The variety of available 
learning materials could be bigger. Teacher T3 adds that there are different study materials 
on Internet, but it takes a lot of time to look for them. Teacher T1 wishes that there would be a 
webpage belonging to the textbook and it would be possible to get approprate materials from 
there.  

Similar results have been found by Granger, C.A., Morbey, M.L., Lotherington, H, Owston, 
R.D. & Wideman, H.H. (2002), who point out that in order to make it possible for teachers to 
teach computer skills and integrate ICT into curriculum, computers, technical support and 
study materials are needed. In addition, they mention enthusiastic headmaster. According to 
Williams, D., Wilson, L. C., Wilson, K., Richardson, A., Tuson, J. (2000), the lack of 
availability of some ICT resources is the main reason given by primary teachers for non use. 
Besides they mention teachers’s lack of knowledge and skills as one possible preventing 
factor. In the present research teachers did not mention that they had little skills. The reason 
can be that there is very good access to free trainings in Estonia. For sure the latter has to be 
researched more precisely in a quantitative study. According to Alburini (2006) one of the 
main barriers to technology implementation is the mismatch between ICT and the existing 
curricula and the class-time frame. The same was pointed out by the teachers of the present 
research.  



In conclusion, investigated teachers consider using ICT possibilities in teaching Mathematics 
important.They find that teaching in this way makes it possible to better understand 
Mathematics and make the lessons more varied. At the same time they point out that using 
computers should not be exagerated as it is one method out of many. Investigated teachers 
believe that using computers raises learning motivation, they were not so convinced about the 
improvement of learning results but they noted that using computers enables to understand 
and remember. Teachers think they would use computers more frequently and in a better way 
if there was better access to computer labs and better visualization possibilities in 
Mathematics classrooms. Teahers were of the opinion that there should be a person in school 
whom it is possible to ask advice and who makes sure the computers are in order at school. 
All examinee schools did not have this person. Also, a larger choice of teaching materials 
would contribute to integrating ICT into Mathematics instruction.  

The results of the present research have been used in the preparation of the quantitative 
research all over Estonia to determine the preparedness of schools and teachers to 
implementethe new curriculum.  
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Music has internationally, been a tool manifest in before the literacy of cultures and 
societies around the world. It has been used to express and communicate stories about a 
culture and pass information across distances. With the advent of music therapy and 
rescent research indicating the importance of emotional awareness in education, our 
community education center PRIEMMANS (Pre-college Incubation Experience for 
Majoring in Mathematics and the Natural Sciences) has utilized student music therapist to 
help students voice concerns over: getting into college, cultural conflicts, and 
developmental milestones. Additionally, music therapy seems to be a good tool for 
enhancing the self-esteem of students in highschool. 
 
I will present ideas for using music in the classroom to facilitating learning in math and 
science. Additionally, some benefits and challenges of operating community based 
education programs will be highlighted. 
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Abstract 

 The Employability Skills is the concept adopted to help students develop necessary skills that 

will enable them to get a job, keep it, and do it in an effective way. It is regarded as general rather than 

occupational or technical (Cleary, Flynn, Thomasson, Alexander & McDonald, 2007).                       

The Employability Skills is the universal idea widely adopted to promote students’ skills in many 

countries, for examples the United States, the United Kingdom, Canada, and some other European 

countries (Curtis D. & Phillip, 2002). As for Thailand, students are particularly developed to possess 

particular skills for particular careers so that they are able to figure out their career paths. However, this 

is not the general skills that everyone can put into practice in all kinds of jobs. In developing the 

Employability Skills, it is important for evaluators to attach importance and listen to the opinions from 

both organizations and schools so as to evaluate the differences among different skills and explore what 

skills are required (Galloway, 1998).  

 This present study thus aimed to evaluate the point of views of work places on the 

employability skills needed for the present-day workforce, and also teachers’ viewpoints on the way of 

developing students’ employability skills. The sample was composed of employers, working division 

heads, and secondary school teachers. The data was analyzed using the Need Assessment Model 

developed by Borich (1980) to indentify the employability skills that work places most require, and the 

Modified Priority Needs Index (PNIModified) to prioritize those required skills. The research results 

revealed that the three employability skills most required by work places were the followings: the 

foreign language skills, the problem-solving skills, and the life-long learning skills. 

 In addition, teachers were able to help students acquire the following three employability skills: 

the Foreign Languages skills, the planning and organizing skills, and the self-management skills. It was 

obvious, however, that the employability skills required by work places were not entirely similar to the 

employability skills cultivated by teachers. It is therefore necessary for related parties to find solutions 

to this problem with a view to promoting students’ employability skills needed by work places.  

 

Keyword : employability skills, employers perceptions, secondary school teacher perceptions 

  



Introduction 

 The major purpose of an educational organization is to deliver a stage of readiness or maturity 

to all the students to be able to handle with any sudden changes. In addition to the basic academic 

knowledge, a school needs to help develop correct personality, thinking skills group and learning skills, 

skills and attitudes, all of which are important to further studies, training and employment including 

self-learning development. (Martin, Smith, Marshall, & McKenzie, 2008; Vishnich, 2009; Masters, 

Forster, Matters, & Tognolini, 2006: vii) Masters(2006) suggested that “schools and companies are 

supposed to realize the importance of such developments especially those so-called Employability Skills 

to help students become well equipped for the working world. The students can be trained for those 

skills during their high school-college and university years in the hope that when they graduate, they 

will become competent employees who have good familiarity with some necessary basic work 

regulations and are able to maintain their jobs. On the other hand, they should become the so-called 

Workforce Ready. (Smith, 2011)   

 Employability Skills are a concept used for developing students to be well equipped for work, 

have the ability to maintain their jobs and finally become efficient at work. They seem to be universal 

skills rather than occupational or technical. (Cleary, Flynn, Thomasson, Alexander, and McDonald, 

2007) The Employability Skills is the universal idea widely adopted to promote students’ skills in many 

countries, for examples the United States, the United Kingdom, Canada, and some other European 

countries. (Curtis D. & Phillip, 2002) As for Thailand, students are particularly developed to possess 

particular skills for particular careers so that they are able to figure out their career paths. However, this 

is not the general skills that everyone can put into practice in all kinds of jobs. In developing the 

Employability Skills, it is important for evaluators to attach importance and listen to the opinions from 

both organizations and schools so as to evaluate the differences among different skills and explore what 

skills are required (Galloway, 1998).  

 This present study, thus, aimed to evaluate the point of views both of work places and of 

teachers on the employability skills needed for the present-day workforce so as to compare the results 

for the similarity or differences. The findings were supposed to become useful to gesture a way to 

develop students for their Employability Skills. 

 

The purpose 

 To evaluate the point of views of work places on the employability skills needed for the present-

day workforce, and also teachers’ viewpoints on the way of developing students’ employability skills 

 

Research background         

 The concept of Employability Skills started from that of Employability and became more 

specific to increase the probability for the individuals to be accepted into the workforce. (Gazier’s, 

1998a, 1998b, 2001)  This later led to a concept on Skills that helped bring people to get employments. 

(Belt, Drake, & Chapman, 2010)  The common goal was to bring an attempt to create Skills for all 



career achievement. This was to prepare the people to become mature for Employment rather than 

become specifically expert in one career. (The Scottish Government, 2007) There were differences in 

determining components of Employability Skills depending on the tendency of a regional, national and 

international market including a variety of races as well as the point of views of stakeholder (Martin, 

Smith, Marshall, & McKenzie, 2008) However, in determining components of Employability Skills, 

there would be a combination of Skills and Attributes necessary for the people to get a job, maintenance 

(keeping) of a job and excellence (well) in a job. (Precision consultancy, 2007; Robinson, P., 2000; 

Smith, 2011) 

 

Research Methodology  

 The methodology for this research was a descriptive one with the sample consisting of 

employers, working division heads, and secondary school teachers. The tool used was a questionnaire 

on the point of views of work places on Employability Skills and of teachers on the Employability 

Skills. Each set of the questionnaire was composed of 14 questions. The results were analyzed with 

some statistic measurements, namely, Mean, Standard Deviation and the Need Assessment Model 

developed by Borich (1980) to indentify the employability skills that work places most require, and the 

Modified Priority Needs Index (PNIModified) to prioritize those required skills among the teachers.  

 

The Results  

 For the background of the people in the sample replying the questionnaires, these 

employers(50%) were mostly working with large establishments accommodating 300-500 employees, 

working in the in dusty section(61.6%) and the teachers returning the questionnaire mostly being 

female(70%) with the age over 41 years (71%), most of them with more than 21 years of teaching 

experience(56%) and many of them who had returned the questionnaire working in the first section of 

the secondary level(66%).  

The point of views from the employers, according to the research, Were Seen that most 

employers/supervisors agreed in the importance of 14 employability skills items, which should be found 

in a high amount in all employees (M>2.34) And the level of the skills in the employees seen by the 

employers’ perception  to be low to medium (M =1.15 - M =2.23).  

The research result revealed that employers’ perception showed that there seemed to be 9 

employability skills items, all of which the employees were required to be excellent in, namely, foreign 

language skills, lifelong learning skills, problem-solving skills, planning and organizing skills, Initiative 

skills, work ethics skills, self-management skills, thinking skills and teamwork skills. as can be seen 

form table 1. 

 

  



Table 1. Employers’ perceptions of the Importance of employability skills and their Level of 

Competence in performing the skills  

Employability skills 
Importance Competence 

MWDS
M SD CV M SD CV 

Category I 

Foreign language skills appropriate to the 

present (such as English, Chinese, etc.) 2.46 0.51 0.21 1.15 0.78 0.68 3.27 

Lifelong learning skills (such as Energetic, 

Ready to learn new things, etc.) 2.65 0.49 0.18 1.69 0.68 0.40 2.69 

Problem-solving skills. (such as solving 

problems, Including negotiation, etc.) 2.62 0.50 0.19 1.65 0.69 0.42 2.62 

Planning and Organizing skills (such as 

systematic management, etc.) 2.31 0.68 0.29 1.31 0.79 0.60 2.46 

Initiative skills (such as offering something 

new, etc.) 2.46 0.58 0.24 1.54 0.65 0.42 2.46 

Work Ethics skills (such as responsibility, 

honesty, punctuality, discipline, etc.) 3.00 0 0 2.19 0.69 0.32 2.42 

Self-management skills (such as  know their 

own goals,  To evaluate the efficiency of their 

operations, etc.) 2.46 0.51 0.21 1.58 0.70 0.45 2.38 

Thinking skills (such as creativity, decision 

making, reasoning, etc.) 2.54 0.58 0.23 1.69 0.79 0.47 2.31 

Teamwork skills (such as working with others. 

Knowing how to communicate with other 

people, etc.) 2.62 0.57 0.22 1.88 0.59 0.31 2.12 

Safety and Health at Work (for example, to 

protect themselves from dangerous work, 

cleaning the body after work, etc.) 2.88 0.33 0.11 2.23 0.71 0.32 1.92 

Category II 

personal qualities (such as patience, the ability 

to adapt, emotional maturity, agility, etc.) 2.77 0.43 0.16 2.15 0.78 0.36 1.88 

Communications skills (such as speak clearly, 

the ability to listen and understand, etc.) 
2.77 0.43 0.16 2.15 0.73 0.34 1.81 

Technology skills (such as you can use a 

computer, the Internet, etc.) 2.38 0.70 0.29 1.81 0.75 0.41 1.50 

Category III 

academic skills (such as reading, writing and 

arithmetic, etc.) 2.38 0.57 0.24 1.88 0.59 0.31 1.31 



  
 
 
 
 
 
 
 

 
FIGURE 1. Employers’ perceptions 

 
The point of views from the teachers, The research result revealed that the students were 

supposed to attain all the items of the Employability skills in a high level (M>2.34). There were 10 

employability skills items  in the teachers’ opinions importantly required (M>2.34): for the first 3 items 

being Work Ethics skills (such as  responsibility, honesty, punctuality, discipline, etc.)(M=2.58),  

Teamwork skills (such as  working with others. Knowing how to communicate with other people, 

etc.)(M=2.49) and Technology skills (such as You can use a computer, the Internet, etc.)(M=2.48). 

After having considered the PNI Modified, which described the priority of the needs in developing 

the students as of the teachers opinions, it revealed that there were 5 items : Foreign language skills 

appropriate to the present (such as English, Chinese, etc.), Planning and Organizing skills (such as 

systematic management, etc.), Self-management skills (such as know their own goals, To evaluate the 

efficiency of their operations, etc.), Initiative skills (such as offering something new, etc.) and Safety and 

Health at Work (such as to protect themselves from dangerous work, cleaning the body after work, etc.) 

as can be seen form table 1. 

Table 2. Prioritizing the need for Development in employability skills by teacher  
 

Employability skills I D 
PNI Modified 

M SD CV M SD CV 

Foreign language skills appropriate to the present 

(such as English, Chinese, etc.) 2.56 0.61 0.24 1.96 0.71 0.36 0.30 

Planning and Organizing skills (such as systematic 

management, etc.) 2.74 0.48 0.18 2.28 0.57 0.25 0.20 

Self-management skills (such as know their own goals, 

To evaluate the efficiency of their operations, etc.) 2.74 0.46 0.17 2.29 0.57 0.25 0.20 

Initiative skills (such as offering something new, 

etc.) 2.76 0.48 0.18 2.31 0.55 0.24 0.19 

Safety and Health at Work (such as to protect 
2.80 0.44 0.16 2.38 0.68 0.29 0.18 

Category I (1 – 10) 

(1) Foreign language skills  

(2) Lifelong learning skills  

(3) Problem-solving skills 

(4) Planning and management skills  

(5) Initiative skills  

(6) Work Ethics skills  

(7) Self-management skills  

(8) Thinking skills  

(9) Teamwork skills  

(10) Safety and Health at Work  

 

Category II (11 – 13) 

(11) Personal qualities  

(12) Communications skills 

(13) Technology skills 

 

Category III (14) 

(14) Academic skills  

 



(1) Foreign language skills 

(2) Planning and management skills 

(3) Self-management skills 

(4) Initiative skills 

(5) Safety and Health at Work 

(6) Lifelong learning skills 

(7) personal qualities 

(8) Problem-solving skills 

(9) Thinking skills 

(10) Academic skills 

(11) Communications skills 

(12) Teamwork skills 

(13) Technology skills 

(14) Work Ethics skills 

 
Employability skills I D 

PNI Modified 

M SD CV M SD CV 

themselves from dangerous work, cleaning the body 

after work, etc.) 

Lifelong learning skills (such as Energetic, Ready to 

learn new things, etc.) 2.82 0.41 0.15 2.40 0.61 0.25 0.18 

Personal qualities (such as patience, the ability to 

adapt, emotional maturity, agility, etc.) 2.77 0.46 0.17 2.36 0.62 0.26 0.17 

Problem-solving skills (such as can solve problems. 

Including negotiation, etc.) 2.81 0.42 0.15 2.41 0.62 0.26 0.16 

Thinking skills (such as creativity, decision making, 

reasoning, etc.)  2.83 0.41 0.14 2.45 0.59 0.24 0.16 

Academic skills (such as reading, writing and 

arithmetic, etc.) 2.82 0.40 0.14 2.45 0.54 0.22 0.15 

Communications skills (such as speak clearly, the 

ability to listen and understand, etc.) 2.82 0.40 0.14 2.47 0.59 0.24 0.14 

Teamwork skills (such as  working with others. 

Knowing how to communicate with other people, etc.)  2.84 0.40 0.14 2.49 0.60 0.24 0.14 

Technology skills (such as You can use a computer, 

the Internet, etc.) 2.79 0.43 0.15 2.48 0.56 0.23 0.13 

Work Ethics skills (such as  responsibility, honesty, 

punctuality, discipline, etc.) 2.89 0.34 0.12 2.58 0.53 0.21 0.12 

 
 
 

 

 

 

 

 

 

FIGURE 2. The need for Development in employability skills by teacher 
  



Discussion 

 The reveal from the point of views of from the employers revealed that the employees needed to 

attain a high level of 14 Employability Skills Items. These 14 skills represented the skills and personal 

qualities that all general employees should have. (Cleary, Flynn, Thomasson, Alexander, and 

McDonald, 2007)  Especially the so-called Work Ethics skills, Safety and Health at Work, Personal 

qualities such as patience, the ability to adapt, emotional maturity, agility, etc.  and  communications 

skills. Those were what the employers considered to be primarily important skills for the employees. It, 

after the 14 Employability Skills Items had been looked into in accordance with the point of views of 

the employers, appeared that the level of the skills in the present workforce were low or medium. And 

as the suggestion from the employers, there would firstly be 9 skills most necessary at the present: 

foreign language skills, lifelong learning skills, problem-solving skills, planning and organizing skills, 

initiative skills, work ethics skills, self-management skills, thinking skills and teamwork skills 

As of the opinions of the teachers, they stated that the students were mostly supposed to have 

the 14 Employability Skills Items, ten of which had already been developed into the students: work 

ethics skills, technology skills, communications skills, academic skills, thinking skills, problem-solving 

skills, Lifelong learning skills, safety and health at work and personal qualities. The findings for the 

priority of the skills for developing the students showed the first 5  items that the teachers considered 

most necessary : Foreign language skills appropriate to the present (such as English, Chinese, etc.), 

Planning and Organizing skills (such as systematic management, etc.), Self-management skills (such as 

know their own goals, To evaluate the efficiency of their operations, etc.), Initiative skills (such as offering 

something new, etc.) and Safety and Health at Work (such as to protect themselves from dangerous 

work, cleaning the body after work, etc.) 

These revealed that, from those Skills mentioned previously, the teachers suggested that there 

was an urgent need to develop the students for them When considering the evaluation of the employers 

on the needs of Qualities of the workforce as well as the point of views of the teachers on the 

development of the students for the Employability skills, it nicely shower the relevance between the 

needs of the employers and the guidelines for the development of the students. Most importantly, when 

developing for the Employability Skills in the students, it was a rule to look at the needs of the 

workplaces or the employers including the purpose of producing the workforce.(Cleary, Flynn, 

Thomasson, Alexander, and McDonald, Graduate Employability Skills, 2007)  

 The school; therefore, need to do a serious research to find needs of the workplaces and the 

communities in order to help organize the priority of the Skills to turn out to be well matched with those 

of the workplaces as well as the communities. In creating those necessary Employability Skills in the 

students through teaching, it required partnership initiatives among business, education, government and 

other sectors  to come together and find out the most suitable guidelines in developing the students for 

such Skills and Qualities for the Employability. Consequently, these findings would be used to review 

or compare to the old guidelines, in the hope that it would solve the problems and help develop the 



students to attain the needed skills so as to answer the requirements of the workplaces and the 

employers. 

 Finally the research team wishes to thank Thailand Research Fund (TRF) for funding most of 

the expenses in carrying out this research. The fund I.D. is RTA5380011; topic “Research and 

Development of Driving Strategies for the Second Decade of Education Reform Policy.”   
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Follow Me and You Will See: 
Reading Strategies for L1 and L2 English Language Learners 

By  
Teresita Hunt, EdD and Kimya Dawson-Smith, PhD 

 
In the 21st century, there are students, secondary and post-secondary, who struggle 

with reading-to-learn. Not only does this dilemma affect native students in the US, but it 

also affects non-native students who reside in this country. Regardless of where they 

were born, school districts and institutions of higher education, throughout the United 

States, must find a way to resolve this problem, or at least decrease the number of 

students who are affected by issues associated with language proficiency. For secondary 

students who lack English language proficiency, institutions must determine what 

strategies are most useful in the classroom. Many post-secondary students also struggle 

with language proficiency and as a result, are placed in basic and/or developmental 

reading courses. As such, institutions must determine which reading strategies are most 

helpful to L1 and L2 learners. 

This poster session will demonstrate best practices in L2 intensive English 

reading courses that can be used to aid reading proficiency levels in L1 reading 

classrooms. According to Richardson and Carlton (1996) students who listen to young 

adult literature while reading aloud tend to experience higher levels of success in their 

reading proficiency. Similarly, Hunt and Dawson-Smith intend to show that intensive 

reading strategies at the secondary and post-secondary levels that are commonly used in 

L2 classrooms such as: shadow reading, partnering, reading aloud, and activation of 

schemata are strategies that can be used to improve the reading proficiency levels of L1 

learners.  
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A b s t r a c t  

 

D e s p i t e  J a p a n ’s  l e a d  i n  b r o a d b a n d  i n f r a s t r u c t u r e  d e v e l o p m e n t ,  i t  

l a g s  i n  b r o a d b a n d  s e r v i c e  p en e t r a t i o n  a n d  u t i l i z a t i o n .  I n  o r d e r  t o  

r e a p  t h e  b en e f i t s  o f  I C T,  i t  i s  e s s e n t i a l  t o  e n h a n c e  b o t h  t h e  q u a l i t y  

a n d  q u a n t i t y  o f  b r o ad b a n d - b a s e d  a p p l i c a t i o n s  a n d  s e r v i c e s  t o  me e t  

t h e  n e e d s  o f  a  ma j o r i t y  o f  t h e  p u b l i c .  W h i l e  i n t e r e s t  i n  b r o a d b a n d  

s e r v i c e s  i s  h i g h e s t  f o r  e - c o m m e r c e - r e l a t e d  s e r v i c e s ,  I n t e r n e t  u s e r s  

o u t s i d e  t h e  h o me  ex p r e s s  s t r o n g  i n t e r e s t  i n  a  ma j o r i t y  o f  t h e  

s e r v i c e s .  A s s u m i n g  b r o a d b an d  p e n e t r a t i o n  i n t o  a l l  u s e r  l ay e r s ,  

c o n s u mp t i o n  v i a  b r o ad b a n d  w o u l d  r e p l a c e  s o m e  t r a d i t i o n a l  

c o n s u mp t i o n  a n d  c r e a t e  n e w  co n s u mp t i o n .  I n c r e a s i n g  p e n e t r a t i o n  

t h r o u g h  b r o a d b a n d  s e r v i c e s  w o u l d  c r e a t e  n e w  i n c r e me n t a l  s p e n d i n g  

a n d  b o o s t  G D P.  A s  r e g a r d s  n o t  u s i n g  t h e  I n t e r n e t  a t  h o m e ,  a  

s t r i k i n g  n u mb e r  o f  I n t e r n e t  u s e r s  o u t s i d e  t h e  h o me  s a i d  t h a t  i t  

s e e m e d  e x p e n s i v e ,  an d  n o n - u s e r s  o f  t h e  I n t e r n e t  w e r e  a n x i o u s  

o w i n g  t o  a  l a c k  o f  I n t e r n e t  l i t e r a c y.  M e as u r e s  an d  s u p p o r t  a i me d  a t  

f u r t h e r  l o w er i n g  I n t e r n e t - r e l a t e d  c o s t s  a n d  c r e a t i n g  a  m o r e  

e f f o r t l e s s  I n t e r n e t  u s e r  e n v i r o n me n t  w i l l  p r o d u c e  g r e a t e r  I C T 

u t i l i z a t i o n .  
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This paper reports on research to identify when key mathematical concepts are explored 

in preservice secondary mathematics teacher preparation. This work extends our previous 

research (Olson & Olson, 2011a, Olson & Olson, 2011b, Sjostrom, Olson & Olson, 2010) in 

which we identified that preservice secondary mathematics teachers (PSMTs), Grades 7-12, 

struggle to explain, by way of modeling and representations, solutions in situations involving 

contextualized fraction problems. Noting the PSMTs’ struggle to explain their solutions caused 

us to consider where in their college mathematical preparation they might have encountered 

instruction to further develop their mathematical knowledge to understand work with fractions 

and other school mathematics topics. We report on a survey currently being conducted in which 

preservice secondary mathematics teachers, currently enrolled in methods courses, are asked to 

identify when (e.g., an abstract algebra course) they encountered various key mathematical 

concepts for teaching secondary mathematics.   

 

Conceptual Framework 

 In developing our survey, we relied on the conceptual framework we outline across three 

broad areas: the mathematics courses required of PSMTs for certification and program 

requirements, the research on PSMTs’ conceptual understandings of certain mathematical 

concepts common across K-12 (e.g., fractions), and the mathematical concepts outlined in the 

Common Core State Standards for Mathematics ([CCSSM], 2010). In particular, we argue that 

many of the mathematical concepts found in the CCSSM at the secondary level (Grades 7-12) 

are dependent on the development of certain mathematical concepts across a students’ K-12 

mathematical career, for example, understandings of fractions, rational numbers, and ratio and 

proportions. Moreover, we argue that the way in which PSMTs are certified in many states (and 

subsequently through many university certification programs) has, at the core of these programs, 



substantial coursework in mathematics (usually at least 36 credit hours in courses taken through 

mathematics departments at institutions of higher education). Consequently, our conceptual 

framework, at present, is an attempt to provide a lens through which we can examine the 

mathematics in the CCSSM at Grades 7-12 by examining what PSMTs report they have studied 

in mathematics courses in their preparation for secondary certification. 

Mathematics for preservice secondary mathematics teachers. 

 We have shown that secondary teachers have difficulty in modeling and explaining their 

solutions to word problems involving fractions (Olson & Olson, 2011a, Olson & Olson, 2011b, 

Sjostrom, Olson & Olson, 2010). Hence, mathematics teacher educators as well as college and 

university mathematics professors must wrestle with how to help secondary teachers learn to 

provide better mathematically and conceptually grounded explanations of their reasoning. We 

have argued that the lack of facility to choose an effective model to represent a fraction problem 

involving ratios and unknown quantities will position a secondary teacher for on-the-job 

difficulties. Like Wu (2011), we support the argument that mathematics content courses are a 

suitable place for preservice teachers to learn how the ideas they are learning are related to the 

ideas they will be teaching at the secondary level. Our stated position is that it is in mathematics 

content courses for preservice secondary mathematics teachers that the preservice secondary 

teacher can develop multiple methods for assisting students to solve problems including the use 

of mathematically and conceptually rich models and multiple representations that match the 

context of the problems: 

We strongly argue that the role of instruction in undergraduate mathematics 
classes must be adjusted to value, encourage, and emphasize deep mathematical 
thinking, connections, and reasoning that, along with methods courses, allow for 
PSSTs [Preservice Secondary Teachers] to develop more robust mathematical 
understandings related to facilitating the development of students’ mathematical 
knowledge at a higher level than solely algorithmic. (Olson & Olson, 2011, p. 
175) 

 
Throughout their content preparation, secondary teachers should be provided the 

opportunities to more deeply explore the content of mathematics, and engage in experiences that 

enable them to develop rich background knowledge to compare, contrast, and explain 

mathematics to students at students’ levels of understanding. Specifically, with respect to 

fraction word problems, teachers’ ability to facilitate students’ development of solution methods 

is critical, especially with students who lack deep conceptual or computation understanding of 



fractions themselves. In addition, the expectation in the Common Core State Standards for 

Mathematics’ Standards for Mathematical Practice (SMP) is for students to develop the “ability 

to contextualize,” as noted in the second SMP regarding the ability to reason abstractly and 

quantitatively: 

Mathematically proficient students make sense of quantities and their 
relationships in problem situations. They bring two complementary abilities to 
bear on problems involving quantitative relationships…the ability to 
contextualize, to pause as needed during the manipulation process in order to 
probe into the referents for the symbols involved. Quantitative reasoning entails 
habits of creating a coherent representation of the problem at hand; considering 
the units involved; attending to the meaning of the quantities, not just how to 
compute then; and knowing and flexibly using different properties of operations 
and objects. (CCSSM, 2010, p. 6) 
Research on preservice secondary teachers’ understandings. 

When reporting on data from preservice teachers ability to model a solution to a fraction 

problem and compare their explanations to their perceptions of the adequacy of their solutions 

(Olson & Olson, 2011a), we found a mismatch between PSMTs’ ability to solve the problem, 

their judged adequacy of their explanation, and their perception of their solution strategy. We 

found 68% of the teachers answered correctly, but that 21% did not provide an answer. Only 

32% of the PSMTs received a rating of 3 or 4 [top ratings] for their explanation, yet, about 55% 

rated the effectiveness of their explanation as either a 4 or 5 [top ratings]. In discussing such 

discrepancies between our ratings and teachers’ ratings, we noted the following: 

We argue that these disparities are reflective of people who were able to 
algebraically solve the problem using an equation (or equivalence of two ratios) 
but they provided very little explanation beyond the equations. Certainly, the 
argument can be made that these teachers did not “contextualize” the fraction 
concepts and computations, as specifically suggested in the CCSSM. On the other 
hand, there were a few examples of teachers who either did not know their 
explanations were well presented, or otherwise displayed a lack of confidence in 
their explanations. Specifically, one teachers’ explanation was rated 4. However, 
she rated her effectiveness as 2. Similarly, another teacher with an explanation 
rated 3, rated her effectiveness as 2. We maintain, that although these teacher’s 
explanations were well presented, the disparity among the ratings is still 
indicative of a mismatch between knowing how to solve a problem and knowing 
if the process used will be effective in developing students’ understandings. 
(Olson & Olson, 2011a, p. 1239) 



Common core state standards for mathematics. 

 The CCSSM have provided participating states with a framework for what mathematics 

students should learn in Grades K-12, in specific subjects in Grades 9-12 (e.g., Algebra, 

Geometry, and so forth), as well as integrated approaches for Grades 9-12. Given the 

expectations of teachers to utilize and follow the CCSSM document in teaching secondary 

mathematics (Grades 7-12), we used various standards to frame the content that we included in 

our survey. 

Based on our prior research on PSMTs’ abilities to solve fraction word problems, we 

consciously chose to identify mathematical concepts largely pertaining to 7th and 8th grade 

standards, as well as to aspects of Algebra I coursework. This decision was made because it is 

our perception that newly hired secondary certified teachers often are offered jobs teaching 7th or 

8th grade mathematics, or perhaps Pre- or regular Algebra courses.  In other words, our research 

that PSMTs understand symbolic representations better than conceptual models for fraction 

concepts, which are more aligned to CCSSM standards in grades prior to Grade 7, guided us to 

inquire about teachers engagement in their certification coursework with mathematics concepts 

largely aligned with the CCSSM standards in Grades 7-9. 

 

Methodology 

 To better understand the nature of preservice secondary mathematics teachers’ 

experiences in their mathematics coursework, we developed a survey to investigate in what 

courses PSMTs identify learning key mathematical ideas that pertain to mathematics in grades 7 

- 12. In particular, we identified the key mathematical ideas as being content related to the 7th 

and 8th grade, as well as parts of the Algebra strand of the Common Core State Standards for 

Mathematics. We also identified mathematics courses commonly taken by PSMTs in teacher 

preparation coursework by examining certification requirements at various institutions. 

Participants and survey structure. 

Participants in our survey are preservice secondary mathematics teachers currently 

enrolled in a course focused on the “methods on teaching secondary mathematics.” The 

participants may be traditional undergraduate students, or students enrolled in alternative 

certification courses at the graduate level. The initial participants in our study have been included 

through their enrollment at an institution of higher education at which an acquaintance of the 



authors is currently teaching a secondary mathematics methods class (or who can otherwise 

obtain access to students in a secondary mathematics methods class). In this respect, the initial 

participants represent a sample of convenience.  

The survey was structured with the following four-part prompt displayed on the first page 

of the survey, and at the top of each successive page on which the PSMTs were asked to identify 

courses: 

This survey asks where in your preservice college mathematics coursework the 

instructor or professor emphasized that the content being taught was specifically 

related to content you might teach as a secondary mathematics teacher. 

Because names of courses vary by institution, we have listed courses either by a 

course name found at certain institutions or by content areas that would be 

included in them. 

Please indicate (by clicking for a checkmark) in which course or courses you were 

taught how the mathematics in the course was related to these concepts into your 

future as a secondary mathematics teacher. 

That is, was there intentional instruction related to how you might connect the 

mathematical content of a particular course to how that knowledge is situated in 

the secondary mathematics curriculum. 

On each individual page, students were provided the additional prompt related to a particular 

standard from the Common Core Standards for School Mathematics: 

In which of the mathematics courses were you taught how the content of the course 

related to your future as a mathematics teacher who would teach children about 

analyzing proportional relationships and using them to solve real-world and 

mathematical problems? Check any that apply. 

The statement represented in bolded text specifically relates to the CCSSM standards in Table 1, 

the standards around which we focused the survey. 

Mathematics courses. 

To identify mathematics courses typically offered for certification coursework for 

PSMTs, we examined degree programs at four institutions of higher education in the United 

States that lead to a certificate in teaching secondary mathematics. The overlap of requirements,  

with slight modifications in wording, generated a list that was a fair representation of the 



Table 1  
Common Core State Standards for Mathematics Included in the Survey with Associated Code 
Used (e.g., Grade, Domain Abbreviation, and Standard Number within Domain) 
Standard Domain 
Analyze proportional relationships and use them to solve real-world and 
mathematical problems. 
 

Ratios and Proportional 
Relationships (7.RP) 

Apply and extend previous understandings of operations with fractions to 
add, subtract, multiply, and divide rational numbers. 
 

The Number System (7.NS) 

Use properties of operations to generate equivalent expressions. Expressions and Equations 
(7.EE.1) 

Solve real-live and mathematical problems using numerical and algebraic 
expressions and equations. 
 

Expressions and Equations 
(7.EE.2) 

Draw, construct, and describe geometrical figures and describe the 
relationships between them. 

Geometry (7.G.1) 

Solve real-life and mathematical problems involving angle measure, area, 
surface area, and volume. 
 

Geometry (7.G.2) 

Use random sampling to draw inferences about a population. Statistics and Probability 
(7.SP.1) 

Draw informal comparative inferences about two populations. Statistics and Probability 
(7.SP.2) 

Investigate chance processes and develop, use, and evaluate probability 
models. 
 

Statistics and Probability 
(7.SP.3) 

Know that there are numbers that are not rational, and approximate them 
by rational numbers. 
 

The Number System (8.NS) 

Work with radicals and integer exponents. Expressions and Equations 
(8.EE.1) 

Understand the connections between proportional relationships, lines, and 
linear equations. 

Expressions and Equations 
(8.EE.2) 

Analyze and solve linear equations and pairs of simultaneous linear 
equations. 
 

Expressions and Equations 
(8.EE.3) 

Define, evaluate, and compare functions. Functions (8.F.1) 
Use functions to model relationships between quantities. 
 

Functions (8.F.2) 

Understand congruence and similarity using physical models, 
transparencies, or geometry software. 

Geometry (8.G.1) 

Understand and apply the Pythagorean Theorem. Geometry (8.G.2) 
Solve real-world and mathematical problems involving volume of 
cylinders, cones, and spheres. 
 

Geometry (8.G.3) 

Investigate patterns of association in bivariate data. 
 

Statistics and Probability (8.SP) 

Extend the properties of exponents to rational exponents. The Real Number System (N-
RN.1) 

Use properties of rational and irrational numbers. 
 

The Real Number System (N-
RN.2) 

Reason quantitatively and use units to solve problems. Quantities (N-Q) 

 



requirements at these institutions. That is, while names of courses might vary between 

institutions, the content was considered to be relatively consistent. Hence, in some cases a 

combination of titles and content was used to describe the choices provided to the participants. 

The institutions of higher education represent geographically diverse settings across four States 

in the U.S. The following options were listed as choices for each prompt:  

Calculus or Advanced Calculus; Discrete Math or Computer Science; Linear 

or Matrix Algebra; Abstract Algebra or Group Theory; Euclidean, Non-

Euclidean, or Projective Geometry; Probability, Combinatorics or Statistics; 

Sets and Logic; Number Theory; Theory of Equations; History of 

Mathematics; Numerical Analysis; Real or Complex Analysis; None of the 

Listed Courses; and Other 

Space was afforded for PSMTs to write in courses under “Other.” There was no default set for 

the choices of courses, and any number of multiple courses could be selected. 

While not available at the time of the writing of this paper, data are being gathered from 

several institutions of higher education in the United States. These data will be compiled and 

presented at the conference and made available to interested persons upon request. 

 

Discussion and Implications  

The ideas explored in this paper, and data being gathered have many implications for 

teacher education. According to the CCSSM document, Grade 6 students are expected to, when 

learning ratio and proportion, “Use ratio reasoning to convert measurement units; manipulate and 

transform units appropriately when multiplying or dividing quantities” (p. 42). Moreover, in the 

note on courses and transitions, the document reads, “This body of material includes powerfully 

useful proficiencies such as applying ratio reasoning in real-world and mathematical problems” 

(p. 84). Among many ideas outlined in the CCSSM is, “One hallmark of mathematical 

understanding is the ability to justify, in a way appropriate to the student’s mathematical 

maturity, why a particular mathematical statement is true or where a mathematical rule comes 

from” (p. 4). An underlying concern identified in our prior work is that PSSTs have not 

developed their ability to provide a reasoned justification for a fraction word problem. Thus, we 

must address the question of when teachers gain the knowledge they need to effectively teach. 

More specifically, with regard to providing explanations for fraction word problems, if teachers 



are to be prepared to model solutions to such problems, where should that preservice teacher be 

expected to learn such knowledge? This paper is a place to begin that conversation. 
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Abstract 

 
Participants will learn how evidence-based practices can translate across cultures and languages through a 
case study of a small special education school in Merida, Mexico. Through an ecosystemic approach, several 
themes emerged across classrooms that indicated school-wide challenges and opportunities. Overall, there 
were strong patterns of: (a) behavioral challenges and problematic social skills, (b) low academic achievement, 
and (c) challenges (both communication and behavioral) associated with nonverbal students. We determined 
that a multi-faceted, multi-level approach would best meet school needs, including but not limited to: School-
wide Positive Behavioral Interventions and Support (PBIS), Language Experience Approach (LEA) for 
development of reading skills, and the Picture Exchange Communication System (PECS) for nonverbal 
students. Interventions were designed at all levels of the school’s ecosystem: direct interventions for students, 
collaboration and consultation with teachers, engagement of parents, and endorsement and support of school 
administration and specialized personnel. After four weeks: (a) student engagement in the classroom, on 
average, increased from 42% to 76% of the time; (b) all students receiving LEA increased their reading skills, 
and (c) all nonverbal students receiving the PECS intervention increased basic communication skills and 
experienced reduced behavioral symptoms.  
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ECOSYSTEMIC APPROACHES TO SCHOOL TRANSFORMATION:  
A CASE STUDY OF A SMALL MEXICAN SPECIAL EDUCATION SCHOOL 

 
This school case study is but one component of a summer immersion program that is, in turn, one component of 
a larger graduate program to prepare bilingual (Spanish) school psychologists (see HICE session #1236). For 
our Summer 2011 immersion, our partnering Spanish Language Institute in Merida, Yucatan, Mexico, selected 
the school Centro de Atención Multiple (CAM) Yucatan as our fieldwork site. This presentation is the story of the 
evolution of our service delivery at CAM, from an initial needs assessment through transformation and 
measurable outcomes. Centro de Atención Multiple refers to the system of public special education schools 
throughout Mexico; schools designed to serve children and youth with moderate to severe disabilities and 
whose needs cannot be met in the general education system. 
 

Initial Understanding of the Situation 
 
CAM Yucatan is located in a suburb of Merida, the capital of the state of Yucatan. Like many public schools in 
Mexico, the school building houses two schools, one in the morning and one in the afternoon, with different 
directors, different teachers, and different students. A CAM for students with orthopedic disabilities and a CAM 
for students who are deaf or who have hearing disabilities are located on the same block. These CAMs serve a 
wide geographic range enrolling students from distant villages (many Mayan pueblos) in the rural areas 
surrounding Merida.  
 
CAM Yucatan enrolls 65 children and youth (ages 2 to 22) experiencing moderate cognitive and associated 
disabilities. The majority of the students have been diagnosed with Down Syndrome or other medically based 
developmental disorders, and many with co-morbid attention deficit disorders. In the past few years, there has 
been a marked increase in the number of students identified with Autism and other Pervasive Developmental 
Disorders (PDD). The teachers hold bachelor’s degrees in special education, although some teachers are not 
teaching in their specific areas of training – and few are prepared to teach students with Autism or PDD. CAM 
Yucatan has accepted volunteers from the Spanish Language Institute for about 20 years. The staff includes a 
school psychologist, a physical therapist, a social worker, and two communication specialists (i.e., speech-
language therapists). 
 
In January 2011, the bilingual school psychology graduate assistant visited CAM Yucatan and conducted a 
needs assessment using classroom observations and structured interviews of all teachers and school 
personnel. Teachers identified individual students in need of extra instruction or behavioral interventions; 
administrators and support personnel offered their perceptions of school-wide needs. When examining the 
individual referrals, we identified patterns of needs across “grade” levels and raised related 
questions/hypotheses (see Table 1). 
 
Table 1. Patterns of Needs and Associated Questions 
Identified Needs Our Questions 
Only a handful of the older students have basic 
reading & writing skills.  

Why is this the case? Students with moderate 
cognitive disabilities are capable of learning to read. 

Almost every grade level identified students who 
need “help with math.” 

Do students have the basic cognitive concepts (e.g., 
more/less than) that are the prerequisites for 
understanding math? 

Need for development of “social skills”. For lower 
grades, reference was made to inappropriate 
school behavior (e.g., too much yelling, hitting, & 
pushing). For upper grades, teachers expressed 
concerns about an undercurrent of behaviors 
interpreted as sexual. 

What is the function of reported misbehaviors? Do 
students understand school rules? How do these 
adolescents with disabilities understand their 
physical development and sexuality? 

Parents must provide transportation to CAM; many 
come long distances; a cluster of parents sit 
outside the school to wait for the children each day. 

Untapped resource. Why are these parents not 
assisting in classrooms or other school activities? 

Emphasis is on adaptive skills for everyday living. Why isn’t reading considered an essential adaptive 
behavior? 

Attendance is problematic: Some students commute from remote villages that have 
transportation to Merida only 2 or 3 times per week. 
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The themes of need across grade levels served as a roadmap for development of skills in the Spring 2011 
Seminar in Latino Issues in School Psychology. Thirteen of the 15 students to be participants in the summer 
immersion were enrolled in the seminar. They formed work groups and developed expertise in Spanish in: 
• School-wide Positive Behavioral Interventions & Support (PBIS) systems 
• Effective approaches to teaching reading (including the Big-5 concepts of reading) 
• Functional Behavior Assessment & Behavior Support Plans 
• Understanding sexuality – student, parent, & teacher perspectives 
• Picture Exchange Communication System (PECS) 
• Social Stories 
• Social Skills Development 
• Adaptive Behavior Development 
 

Clarifying the Challenge: Assessment-for-Intervention 
 
The university team consisted of one professor and 15 students: 
• One school psychology professor, European-American woman, monolingual-English – but director of the 

bilingual specialization for more than 20 years, 
• Three bilingual women of Mexican descent who were recently advanced to school psychology intern status; 

one Spanish-learning intern on her second immersion, 
• Three bilingual trainees who had completed two years of the school psychology program, 
• Five bilingual trainees who had completed one year of the school psychology program (two of whom had 

completed a previous immersion), and 
• Two future bilingual school counselors: one who was a graduate of the 2-year program, one who had 

completed his first year of the program. 
 
The initial mornings at CAM Yucatan were dedicated to gathering data to refine our understanding of the 
situation at the school. The trainees conducted participant observations and interviews of their collaborating 
teachers. The interns and professor conducted observations in each of the classrooms and met with groups of 
parents.  
 

Revised Understanding of the Situation 
 
The following patterns were identified and/or hypotheses generated: 
1. Students are not learning to read because they are not being taught to read. Not one reading/literacy 

instructional period was seen in a week’s time. We further hypothesized that the teachers may be 
underestimating the literacy capabilities of their students. Simultaneously, parents voiced desire for their 
children to learn to read as an essential skill for life. 

2. Several students in each classroom had significant communication disorders precluding positive interactions 
with others. Many had difficulty producing recognizable speech and relied upon gestures, moaning, or 
tantrums. It was very difficult for anyone outside of the family to understand what the student was trying to 
communicate. 

3. Disruptive behaviors followed one of three patterns: (a) students had completed their assignment and had 
nothing to do while waiting for others to finish; (b) following lunch/play break, some students failed to settle 
down upon return to class and the teachers never regained control until dismissal; or (c) nonverbal students 
were frustrated (thus acting out) when teachers and/or peers failed to understand their communication 
attempts. These behaviors included tantrums, screaming, refusal to do work, leaving the classroom without 
permission, and hitting, biting, and pinching other students and adults in the room. A few students left the 
classroom whenever they wanted (to avoid work or to get attention) and the teachers abandoned the class 
to track the wandering student. 

4. The school lacked consistent rules. Each teacher had her own rules and, if posted, were stated in the 
negative (e.g., don’t hit, don’t run, don’t, don’t, don’t) and were written without pictorial representations for 
nonverbal students. One teacher posted 15 rules! Finally, the rules were implied and never taught. 

5. Almost all students were missing the majority of the very basic cognitive concepts often associated with K-1 
instructional processes (as measured by the Boehm Test of Basic Concepts). They had difficulty identifying 
and recognizing numbers, letters, letter-sounds, and their own names. Little to no time was spent using an 
academic curriculum. Instruction in some basic concepts (e.g., shapes, colors) was taught across several 
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grade levels. Teachers focused on “life skills” such as personal hygiene, feeding and dressing themselves, 
cooking, and cross-stitching. 

6. Teachers, administrators, and parents reiterated their need for assistance in discussing sexuality with 
adolescents. 

7. About 10 to 15 parents waited outside the school gate while their children were in school (4-5 hours/day). 
 

Interventions and Results 
 
All interventions were conducted within a limited time frame. The university team was on site four hours a day, 
four days a week, for a total of 16 half-days. We designed a comprehensive program of multi-faceted 
interventions across multiple levels, ranging from individual students, class-wide, and full-school, and involving 
teachers and parents. The bilingual interns were also responsible for school-wide interventions with teachers 
and parents, under the professor’s supervision. They also provided peer supervision for the other trainees who 
were paired across cohorts and Spanish proficiency levels, and then assigned to one of seven classrooms to 
support teachers and to provide direct interventions for identified students. CAM Yucatan’s school psychologist 
was involved in all of the teacher workshops and the social worker attended all of the parent workshops; thus 
raising the potential for continued services beyond our time at the school. 
 
1. Positive Behavioral Interventions and Support (PBIS) System 
 
Prior to Intervention: Only two of the seven classrooms had visible rules and these were written negatively (e.g., 
no screaming, no fighting, no swearing, no hitting) and without pictorial representation. There were no visible 
rules in the bathrooms, hallways, or on the playground. When students do not know the rules or expectations, 
teachers spend more time managing problematic behaviors than teaching academic areas. We used a 
systematic approach to observing and recording engaged behaviors (e.g., participating in class instruction, 
working on assignments) in all seven classrooms. We calculated an average of 42% of time engaged for the 
entire school (see Figure 1 and Appendix A).  
 
Interventions: A modified PBIS token system was implemented after meeting with teachers for eight sessions. 
The teachers and school psychologist met with the bilingual interns and the university professor during lunch for 
the first two weeks. Initially, sessions were 30 minutes long, but gradually increased to one hour (sometimes 
longer) as teachers became invested in the system. It took eight carefully orchestrated brainstorming sessions 
for the teachers to reach consensus on five positively-stated rules, to describe how these behaviors would look 
in various settings at school (e.g., classroom, playground, bathroom), and to define consequences and a reward 
system. The five rules were: 

1. Baja la voz (lower your voice) – instead of no screaming, no yelling 
2. Eschuca (listen, pay attention) 
3. Camina (walk) – instead of don’t run 
4. Convive (get along) – instead of no fighting, no hitting, no kicking, no biting. Interestingly, the concept of 

“keep your hands and feet to yourself” did not translate across cultures. 
5. Aprende (learn) 

Interestingly, these rules formed the acronym BECCA, which means scholarship. The interns created brightly 
colored posters (posted in every classroom, in the halls, and bathrooms) with the simple written rules 
accompanied by pictorial representations. They also created “CAM bucks” to be used as tokens and developed 
a “magic box” full of inexpensive items that students could purchase with their CAM bucks. The teachers used 
the traditional Monday morning school-wide assembly to introduce the PBIS system to the students. The interns 
assisted the teachers in explicitly teaching the rules to their students in their classroom; trainees modeled 
implementation and provided encouragement and coaching for the teachers.  
 
Additional teacher workshops were provided regarding the LEA to teaching reading, PECS, classroom 
management, sex education and talking with students about sexuality 
 
Results: PBIS was implemented at the beginning of our third week at CAM. Teachers paid attention to and 
rewarded positive behaviors. The students clearly enjoyed collecting CAM bucks and trading them for trinkets 
from the magic box. By the middle of our fourth week at CAM, students’ engaged time increased to a school-
wide average of 76% (see Figure 1 and Appendix A for classroom outcomes). 
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Figure 1. Mean percentage of academic engagement before and after PBIS  
   
2. Parent Involvement  
 
Prior to Intervention: In the past, the social worker carried out workshops for parents about once a month, but 
the last meeting with parents was in February (we were there in June). Twelve to 15 parents sat on the steps 
outside of school grounds for the entire school day.  
 
Interventions: Twenty-five parents (of 65 children) attended an initial session with the interns and professor. In 
keeping with cultural traditions, we provided breakfast pastries and drinks. Several parents were monolingual-
Maya speakers and other parents provided simultaneous translation. Some parents were illiterate in any 
language, and other parents “signed them in.” We used the first couple meetings to learn about the parents’ 
interests and needs. We scheduled a series of seven, one-hour workshops approximately one hour twice a 
week. Topics included ways in which they could enhance their children’s reading (20 parents) and math (13 
parents) skills at home, home-based teaching of pre-academic and adaptive skills for preschool children (five 
parents), behavior management strategies (12 parents), BECCA school-wide rules (12 parents), using PECS to 
facilitate communication (10 parents), and sexuality and talking about sex with their children (12 parents). In 
addition, informal discussions were held the other three days in order to provide more individualized support and 
involve parents who wait every day for their child to get out of school.  Simultaneously, trainees engaged 
parents in developing an understanding of their children’s disabilities and individual intervention planning – and 
outcomes. 
 
Results: Throughout the workshops and discussions, parents began to feel more at ease. The social worker 
mentioned that they seemed more confident and willing to share their worries and challenges. Parents 
completed a post-survey and 100% reported having learned something new, felt part of the school, and felt 
more confident in supporting their child academically. Fifty percent of parents believe it is “very likely” they will 
continue to use the strategies they were taught, while the other 50% think it is “somewhat likely. Attendance 
patterns reflect the parents’ interests in teaching their children to learn how to read. Cultural data confirming 
positive outcomes are reflected in a surprise fiesta de despedida (farewell party) that more than 20 parents 
organized for all of the SDSU students and interns. They brought some traditional foods (e.g., tamales in 
banana leaves), “American” food (e.g., macaroni), and cake – and took a multitude of photos of themselves with 
“their” SDSU students. 
 
3. Picture Exchange Communication System (PECS) 
 
Prior to Intervention: There was at least one student in every classroom who had yet to develop an effective way 
to communicate with the people in his/her surroundings. The fact that these students had not yet found more 
appropriate ways to communicate brought forth several challenges. First of all, it is just as frustrating for the 
student as it is for the teacher and the parents to not be able to communicate. From this frustration stems the 
behavior problems that interrupt teaching in the classroom and impede all students’ learning.  
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Interventions: The SDSU trainees assigned to classrooms developed individualized PECS for five students; one 
of whom is deaf and the PECS incorporated (a) picture, (b) Spanish words, and (c) Mexican sign language to 
enable communication with teachers and peers. As trainees implemented PECS with these students, two 
workshops were provided for the teachers and parents. We introduced teachers to the stages of PECS and 
practiced the first two phases. The parent workshop was more informal where parents discussed what has 
worked for each of them, what they do when faced with difficult situations, and what they would like to change 
from their own communication systems. In addition, the importance of collaborating and maintaining an open 
communication with teachers was discussed to strengthen the strategies used at home.  
 
Results: The five CAM students rapidly developed command of their individualized PECS at school and their 
problem behaviors rapidly decreased. With the visible impact obvious, 11 teachers attended the PECS  
workshop. In a post-workshop survey, 64% of the teachers found the workshop “very useful” and 36% found it 
“somewhat useful.” Overall they enjoyed the simplicity and practicality of PECS, finding it to be an option to 
communicate with their students. For others, the workshop served to confirm what they are currently doing in 
the classroom and gave them new ideas. However, some teachers expressed concern about acquiring the 
resources to implement this system in the classroom. Ten parents attended the parent workshop. They liked the 
idea of using images to better communicate with their children. In addition, they viewed the system as a way to 
develop and improve vocabulary and communication skills. The survey revealed that 100% of parents believed 
that the workshop was “very useful.”  
 
4. Sexual Education Workshop 
 
Prior to Intervention: Teachers reported that their students touched each other inappropriately during recess and 
in the classroom. We observed students leaning on others and girls pulling the collar of boys’ shirts. Students of 
the opposite sex chased one another during recess and pressed their bodies inappropriately against each other 
during class. Teachers and observations indicated the need for students to be educated on the changes of the 
body and relationships with the opposite sex.   
 
Intervention:  A series of workshops were provided for teachers, parents, and students. Students participated in 
gender-specific workshops that were followed up with a joint workshop for students and parents. The workshops 
discussed the physical and mental development of the male and female body, the differences between public 
and private places, and the different types of relationships. We exposed teachers and parents to different 
approaches for talking with their children/students about sexuality.   
 
Results:  In general, parents showed interest in talking about sexuality. For example, they initiated a discussion 
on masturbation and how they handle this behavior at home, which aligned with the strategies covered in the 
workshop (e.g., behaviors that are private versus behaviors that are public). Some of the topics included the 
connection between home and school, how to talk about the human body, and activities to use with their 
children/students. On a questionnaire, 100% of parents reported that they found the workshop “very useful”; 
55% of teachers found the workshop “very helpful” while 44% found it “somewhat useful.” Some teachers 
continued to teach sexuality for a week after the workshop through activities presented in the workshop.  
Students learned to distinguish (a) private versus public places and the types of behaviors associated with each 
location and (b) the differences in relationships (e.g., dating, friends, relatives) and provided examples of people 
they could talk to if they had questions about relationships or sexual development. 
  
5. Language Experience Approach (LEA) to Reading 
 
Prior to Intervention: Very few CAM students had even rudimentary reading and/or writing skills. Many of them 
did not yet recognize the letters of the alphabet and/or the letter sounds or had yet to learn simple words like a, 
el, yo, mi (to, he, me, mine). An independent measure of improvement of 10 common Spanish words was used 
to track progress. Out of a total of nine students, seven recognized zero words, one recognized one word, and 
another recognized two words. Knowing how to read is a fundamental skill for every person. It is needed daily in 
the school environment as it is in every day life. It is also important to note that CAM classrooms lacked many 
resources such as textbooks, reading books, manipulatives, and photocopying services. 
 
Intervention: Taking into consideration the fact that books were not available to students, we decided the 
Language Experience Approach (LEA) would be an appropriate intervention because students could write their 
own stories instead of relying on store bought books. In addition, the LEA connects with evidence-based 
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principles of reading and learning such as tapping into the student’s background knowledge, making 
connections between speech and print, and using their own vocabulary. Furthermore, the LEA promotes reading 
comprehension because students know what will happen in the text from the outset since it is their own story. 
One to three students were chosen across five classrooms, with a total of 9 students, to develop their reading 
skills through LEA. Students were provided 15 to 45 minutes a day across a three-week period with an adult to 
create and practice their own stories.  
 
Results: All students who had the opportunity to develop their reading skills through the LEA increased their 
word recognition and/or their reading fluency. For example, after the interventions, one student recognized 10 
words, two students recognized seven words, and three students recognized six words in isolation. Teachers 
and parents were impressed. Some even changed their perception that students with disabilities are capable of 
learning how to read. However, several teachers brought to our attention the fact that students might have 
memorized the story from the daily practice. We acknowledged their concern, but shared that our main goal was 
to demonstrate that these students could learn, which they did.  
 

Recommendations and Additional Work to be Completed 
 
1. Continue to implement PBIS 
School-wide rules should be clear, explicit, and stated positively. The list of positive rules should be provided to 
parents and caretakers so that they can be taught and reinforced at home. In addition, teachers should teach, 
model, and discuss each rule as often as necessary throughout the school year. Teachers should be sure to 
recognize and reinforce positive behaviors rather than give negative attention to those students that are 
misbehaving. Positive behaviors can continue to be reinforced by using praise and handing out CAM bucks. The 
rules and consequences must be consistent across all classrooms. Rules should be posted in all classrooms 
and common areas.  
 
2. Post a daily schedule of activities in each classroom 
The daily schedule of activities is functioning in the first and fifth grade classrooms. We suggest that every 
classroom provides posted visual schedules in order to establish routines and help teachers plan and structure 
daily activities ahead of time. It is recommended that the upper grade classrooms supplement the visual daily 
schedule with a written schedule to promote reading skills.  
 
3. Recruit volunteers (e.g., parents, student trainees, community members) 
Teachers expressed that they need additional help in the classroom since most of their students require 
individualized attention and were surprised to learn that U.S. schools rely on parent volunteers. The recruitment 
of male volunteers would be particularly effective. Male students expressed the most challenging behaviors and 
it would be of great benefit to include male role models in the school (all classroom teachers are female). 
Volunteers must be trained and ready to implement the PBIS system and provide individualized instruction to 
students who struggle in academic and social skills. Additionally, volunteers should be provided with etiquette 
training. For example, parents should work away from their children and should avoid criticizing teachers. We 
suggest that the school psychologist and social worker collaborate on the development of a volunteer program. 
 
4. Organize and supervise games during recess 
The basketball court is designated as an area where students can run and play in groups. This area facilitates 
the organization of games that offer the opportunity to teach positive social skills such as how to take turns and 
work as a team. Teachers, older students, and volunteers can take turns to introduce and supervise organized 
games to promote and teach positive behavior during recess.  
 
5. Teach basic concepts and academic skills  
All students can benefit from learning basic concepts and academic skills. Teaching academics (reading, 
writing, mathematics) to students with disabilities is a difficult task and when a student has a severe disability it 
is even more difficult. We know from research that children with special needs are able to learn to read and 
write. Similarly, teaching adaptive skills, such as self-care and social skills, does not precede teaching to read or 
write. That is, the teaching of both skills can occur mutually. For example, when students are taught the color 
red they can additionally be taught the letter “r” and the sound that it makes. Repetition, the use of visuals, and 
hands-on learning are all good teaching techniques. Also, the language experience approach (LEA) helps 
develop an understanding that reading and writing are related. 
 



Ecosystemic Transformation – p. 8 

6. Continue the development of communication skills for nonverbal students  
Working with nonverbal students requires a lot of patience. It is very frustrating for both the child and the teacher 
when there is no understanding between each other. We suggest that teachers continue to implement PECS 
with students at least 5 to 10 minutes each day until students can use it alone. Also, it is recommended to start 
PECS with students who already have speech but still have difficulty communicating because communication 
through images precedes speech. Remember to only introduce one image at a time. To foster communication 
skills and decrease unwanted behaviors, it is important to use PECS at school and at home. PECS takes time, 
but long-term benefits offer nonverbal students with skills to communicate their basic wants and needs. 
 
7. Continue teaching sex education  
Parents and teachers expressed concerns regarding how to teach sexuality. The results of the workshops 
indicated that although the discussion of sexuality and sexual behavior causes great discomfort, it is a 
necessary topic for the students because they are developing their own attitudes about sex and sometimes 
these ideas may be false. If a student touches another student inappropriately, it is recommended that the 
teacher review the visual images introduced in the sexual education workshops to discuss appropriate and 
inappropriate sexual behaviors. 
 
8. Create a collaborative community and a systematic problem solving process 
A collaborative community allows the coexistence and development of shared knowledge. One of the best 
resources is to learn from the experiences of our colleagues. When we are faced with problematic situations in 
the classroom, sometimes we need to consult with others in order to gain new perspectives and ideas. It is 
recommended that teachers continue gathering in some way to foster a community of support and collaboration 
and to discuss new teaching techniques and interventions. It is also recommended that the school create a 
problem solving process in order to solve school problems and handle difficult behaviors systematically. For 
example, a procedural manual can outline the steps of what to do if a student leaves the classroom, if a child 
tries to cause harm against him/herself or against you.  
 

Processes for School Transformation 
 
On reflection, we discovered that there were several processes that helped pave the way towards school-wide 
transformation. These processes paralleled the five school-wide rules created by the teachers to help reinforce 
appropriate behaviors and reduce problematic ones – and are simple ideas educators can follow to make 
successful, culturally-sensitive system-wide changes. 

 
1. Baja la voz - Lower your voice: In working in schools we need to adapt ourselves and our voices to the 
levels of those around us. It is important to create an environment where everyone has a voice.  Rather than 
approach schools from an expert perspective, we needed to lower our voices/egos so the voices of others could 
be heard.  This approach creates and supports an environment of open communication between families and 
teachers.  Our voices (tone, rate, pitch, etc.) communicate much more than the meaning of the words alone.  By 
creating this environment, parents, for the first time, felt  part of the school, that they had a voice, and that what 
they shared mattered.  Similarly, the teachers also felt heard and validated. Prior to the transformation there was 
little communication between teachers and when faced with a challenge they often kept to themselves instead of 
asking for help.  Throughout the transformation process, teachers became more willing to share and hear each 
other’s ideas and feedback.  Furthermore, when working with culturally and linguistically diverse families it is 
important to take their first language into consideration and use an appropriate language without technical 
jargon.  In Merida, we made sure to utilize their native language and spoke with teachers and parents in a 
respectful manner (e.g., usted).  
 
 2. Escucha - Listen: In order to completely understand a problem or a situation we need to listen to others and 
provide parents and teachers with multiple opportunities to openly express themselves. Teachers and parents in 
Merida asked for time and opportunities for discussion, where they could learn from each other and share their 
frustrations and challenges. . During the workshops, teachers shared concerns and sought ideas from 
colleagues; this helped many of them realize their own strengths and that they were meaningful contributors to 
the group.  However, the workshops allowed for more than discussion; they gave parents and teachers 
opportunities to feel and be heard.  Therefore, we approached each workshop with open ears and minds.  We 
allowed teachers and parents to share their situations before focusing or seeking solutions.  In addition, these 
face-to-face encounters supplemented and enriched our preliminary understanding of each family’s situation.    
Parents and teachers are the most knowledgeable and reliable sources of information regarding the students we 
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work with; it is in our students’ best interest that we collaborate and work with them through meaningful and 
respectful interactions.  Positive working relationships at the CAM were co-constructed as a result of this 
approach.   
 
3. Camina - Walk: A successful strategy in working with both teachers and parents is walking them through 
academic and behavioral interventions via multiple exposures to modeling and role-playing strategies at an 
appropriate pace, and in understandable terms.  In other words: show instead of tell.  After modeling how to 
implement a particular method or intervention in the workshops, participants were asked to get in pairs and 
practice with each other.  Simultaneously, our university students modeled the strategies in the teachers’ 
classrooms.  Modeling and experiential learning was the focus of the parent and teacher workshops.  
Discussion and questions were more meaningful because they were based on and linked to their own 
experiences.  For example, teachers received the most out of the workshops when they saw other teachers 
modeling how to integrate the five school-wide rules in the classroom. In particular, a teacher who was initially 
reluctant to teaching the five rules, began to explicitly teach the rules to her students on a daily basis after she 
received practical real-life examples. Modeling was subsequently reinforced through consultation and coaching 
by the student teams in the classrooms.  
 
4. Convive - Participate and Get Along: Teamwork requires a group to work collaboratively to achieve a 
common goal; this is can be a difficult task to accomplish.  Our first step was to allow for sufficient time;time to 
understand the system, teachers, administration, students, and families.  Trust and buy-in are fundamental 
when implementing interventions, but especially crucial when transforming schools.  Everyone from students 
and families, to the restroom chaperon need to be on board.  During the first two weeks we focused on building 
relationships, establishing trust, and getting to know one another.  We did this through icebreakers, self-
disclosure/ share out, small group work, and validation of everyone’s thoughts, feelings and experiences.  
Consequently, we created a community environment focused on collaboration and validation of each member’s 
role and contribution.   
 
5. Aprende - Learn: One of the most important, and often overlooked, components of school transformation is  
Learning.  The process of learning takes place throughout our lives in a variety of situations.  Learning is not 
limited to the classroom, it occurs at work, in the home and within the surrounding communities.  It is important 
to remember that learning is reciprocal and we must keep our eyes and ears open to learning opportunities 
offered by colleagues, parents, and students.  Instead of approaching our work at the CAM from an “expert” 
perspective, we dedicated time to learn about current and previous teacher and parent successes.  We 
discussed current successful systems at school and at home and built on these to create and boost morale for 
positive change. In addition, parents offered creative ideas to modify interventions for success at home while 
teachers shared their success in the classroom.  Teachers and parents felt empowered and realized that 
learning is a two-way process.  Learning opportunities will be endless and everywhere; we just need to be open 
to them and ready to learn.  
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Abstract 
 
 

As the world has become smaller, many universities are encouraging or even requiring students 
to complete an international experience. The goals of these experiences are to broaden the lenses 
by which students view the world, enhancing their self-perceptions as cultural beings, and 
developing cross-cultural competence. The increasing diversity within the schools of our own 
country, the United States of America, demands expanded linguistic and cultural repertoires of 
educators. This panel will share a model for preparing bilingual (Spanish) and culturally 
competent school psychologists at the graduate level. Our immersion design has four major 
components: (a) intensive small group Spanish lessons, (b) living with a family, (c) fieldwork in 
the schools, and (d) cultural excursions. This model can be translated across disciplines and for 
any country of focus. Participants will learn how to create immersion experiences that have 
impact on participants – personally, professionally, and culturally. The model will be illustrated 
by the experiences and stories of students who have studied in the United States of Mexico – in 
Chiapas, Oaxaca, Queretaro, and/or the Yucatan – over the past four years.  
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IMPPACT: 
Immersions in Mexico –  

Personal, Professional, and Cultural Transformations 
 

In San Diego, over half of our kindergarten children speak Spanish as their first language; the 
proportion increases annually. The large majority of Spanish-speakers (>85%) are of Mexican 
heritage. Thus, our immersion is focused on developing the linguistic proficiency and cultural 
competency needed to serve these children and their families in our schools. The immersion is 
one component in our bilingual specialization in school psychology, although it is also open to a 
limited number of Spanish-learners and to bilingual or Spanish-learning students in related 
disciplines. We intentionally focus on a different area of Mexico each year because: (a) even our 
students of Mexican heritage are unaware of the variety of cultures of Mexico, limited by their 
own experiences with family and/or travel; and (b) students seeking bilingual specialization 
participate in the immersion each summer for three or four years during their graduate program. 
Thus, in the last 10 years, students have studied in nine different Mexican states.  

Our annual month-long immersion in Mexico has five major goals: 
1. To improve students’ oral and/or written Spanish. 
2. To compare and contrast educational systems in México with the U.S., drawing implications 

for involving Mexican and Mexican American parents in U.S. schools. 
3. To analyze instructional practices to identify specific techniques that might be bridged to 

U.S. classrooms to support the learning of Spanish-speaking English-learners. 
4. To challenge our own cultural belief systems and analyze our culture-based behaviors (i.e., a 

fish doesn’t know it lives in water until it’s out of the water). 
5. To elucidate the relationship between the historical and current interface of colonial and 

indigenous cultures in Mexico. 
Our model has four major components to enable delivery on our goals: (a) intensive small group 
Spanish lessons, (b) living with a family, (c) fieldwork in the schools, and (d) cultural 
excursions. We will examine each of these components in both design and experience. 
Intensive Spanish-Language Instruction 
The majority of our “bilingual” trainees, including native Spanish-speakers, have conversational 
fluency in Spanish but lack the breadth and depth of Spanish needed for professional service 
delivery due to their own history of being taught primarily in English. Our Spanish-learners 
simply want to develop the basic conversational skills to be able to talk with public school 
students and their families. We partner with a Spanish Language School (or Institute) to provide 
Spanish instruction for four hours per day, five afternoons per week. Instruction is delivered in 
small groups (usually four or five students) organized by their levels of Spanish and needs for 
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specific skill development. The Language Institute provides the texts for Spanish-learners and 
for detailed attention to grammar for advanced speakers. We augment these general materials 
with Spanish-language college or graduate-level texts (e.g., educational psychology, behavioral 
and clinical assessment of children, teaching students with disabilities) and professional journal 
articles. Whenever possible, we ask that one afternoon a week feature guest speakers on 
educational, historical, political, or cultural issues.  
Students Report: 
• Speaking Spanish brought forth an array of emotions. At times, a sense of pride and modesty 

would come over me as staff members at the CAM or my host mother would comment on 
how well I spoke Spanish. Other instances, I struggled to fully articulate my thoughts to my 
collaborating teacher and felt the limitations that come along with having developing Spanish 
skills. In moments like this I always thought, “I need to improve my Spanish!” 

• I am inspired to continue practicing my Spanish language skills . . . and have been doing so 
with my parents when we talk – something I was timid to do before. 

• I noticed during this immersion [her third] how much more proficient and confident I was 
particularly in the areas of speaking and writing in Spanish.  . . This year, it was when the 
thought of writing my report [in Spanish] did not seem like a daunting task that I truly 
became self-aware of my own growth over time. 

• The Queretaro immersion introduced me to and allowed me to practice a higher and more 
academic level of Spanish.  The conferences and literature offered by the Spanish Institute 
allowed me to hear and produce a level of Spanish that I am not too familiar with, yet, 
essential when working with Spanish-speaking parents and academic professionals. 

• Even though I am a native Spanish speaker, I had not been able to acquire appropriate and 
sophisticated Spanish vocabulary relevant to my future profession yet, partly because my 
formal education has been in English. During the month in Queretaro, I learned relevant 
vocabulary related to school settings. Additionally, I realized that some words that I used 
were not real Spanish. Instead, were informal English translations that are commonly used in 
U.S-Mexican border areas.  

• I feel the more immersions I go on, the better my Spanish gets, not solely due to my language 
abilities, but more importantly to how I choose to communicate in the language.  People use 
a lot of intonation and body language when they speak, and every culture has their unique 
way of expressing themselves.  During the Merida immersion, I really challenged myself to 
focus on the HOW of communicating and less on the WHAT. 

We have had very successful partnerships with Spanish language schools. In addition to Spanish 
instruction and special speakers, they provide: 
• A network of families willing to “adopt” our students for the month, 
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• Access to the schools with all of the arrangements necessary to work in the schools, 
• Entry into indigenous communities that we would never be able to effect on our own,  
• Organization of fieldtrips and transportation to other schools and service-providing agencies, 

and 
• Organization of cultural excursions both within and outside the city.  
Living with a Family 
Although most Spanish Language Schools have a variety of housing options, we choose to live 
with families because that reinforces development of Spanish skills and provides a “live cultural 
experience” that cannot be obtained by living in a university dormitory or an apartment.  
Students Report: 
• I enjoyed hearing Yucatecan people speak Spanish with a Mayan accent and using Mayan 

words as part of their repertoire. 
• I am more appreciative of my father [a Mexican immigrant] because, in some ways, I “lived” 

in his shoes as I sat at the dinner table in my host family’s home, as I felt insecure about my 
(Spanish) language skills, as I listed to Spanish music and socialized with my peers, and as I 
experienced the rhythm of the culture as I toured the Yucatan. 

• While indigenous languages influence Spanish in other regions in Mexico, in Yucatan, 
people of both indigenous and non-indigenous backgrounds used Mayan words to describe 
everyday things . . . many people of Mayan descent who live in rural areas still speak the 
Mayan language in addition to Spanish. 

• Through my home stay we met many new people and learned about who they were and how 
they knew the family. Our home stay provided us the opportunity to try traditional dishes 
from Yucatan and well as other food that was unfamiliar to us. Another thing we experienced 
was how common it is to have a hammock in Merida – there was a hammock in each room 
so we got to test out how it felt to sleep in one, which the host family often does to stay cool 
during the summer heat.  

• My placement with a Mexican host family also gave me the opportunity to observe the 
interactions among family members, which allowed me to compare and contrast between my 
own experiences of growing up in a Mexican family in the United States and those I 
encountered in previous immersions. . . .Most important was observing their love and 
affection towards each member of the family: their son and his son and daughter visited 
every day. 

• In living with a family from Queretaro, I was able to experience the culture from an insider’s 
point of view. Even though I had the opportunity to live with a family from Oaxaca last year, 
I found the culture of the south to be very different from that of central Mexico.  Eating 
breakfast and dinner with my host family everyday and attending family events I was able to 
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see multiple types of family interactions. Coming from a strong Mexican culture and a large 
family myself, I was reminded of my own family, noting the differences between Mexico’s 
northern, southern and central cultures/traditions.  Having an insight into these cultural norms 
and family interactions will be beneficial when working with students who emigrate from 
this region. 

• The most enjoyable part of my home-stay experience was that my “Mom” opened up about 
her life. Since she divorced from her husband about 5 years ago, she has been on an 
incredible journey of growth. Her stories opened my perspective to how culture can impact 
expectations of gender roles. It is nearly unheard of to be a successful and happy older single 
woman. Yet, through sheer willpower and resiliency, she sought out a community that would 
support her in working on what she wanted for herself. I learned so much about loving 
myself in my short time with her. 

Fieldwork in the Schools 
Each summer we engage in a partnership with one school as arranged by the Spanish Language 
Institute. In the past four years, we have worked with an indigenous boarding school (K-8) 
(Chiapas), a small conservative Christian school (preK-6) (Oaxaca), a large public elementary 
school (1-6) (Querétaro), and a Centro de Atención de Múltiple (Special Education School) 
(Yucatan). In Mexico, two schools typically share the same physical plant: One in the morning 
and one in the afternoon. These schools are entirely different: Different directors, different 
teachers, and different children. Our fieldwork is in the morning: Four hours a day, four days a 
week. We try to devote one morning a week to field trips to other schools (especially contrasting 
models such as an indigenous-centered school) or guest speakers to add breadth to the school 
experience. The graduate students are paired across cohorts and across Spanish proficiency 
levels, then assigned to one classroom to collaborate with the teacher. Originally, this was a 
service learning opportunity, i.e., our students were classroom volunteers who assisted the 
teachers as needed. In the last four years, however, fieldwork evolved to service delivery; for 
example, academic and behavioral interventions, teacher consultation, workshops for teachers 
and parents, and even some school-wide change efforts. Each morning ends in a daily seminar or 
supervision session. For the past two years, the most advanced students (i.e., going into their 
fourth year as interns) have provided cross-cohort peer supervision.   
Students Report: 
• I was a little nervous to work with students with disabilities . . . I learned that they are kids 

with the same wants and needs of any other kids. Although it might take more effort, they 
can learn the same as other kids. It opened my interest to learn more and provide students 
with disabilities and their families with the services they need. 
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• Frustrated, happy, impatient, optimistic, tired, defeated, and touched were all emotions I felt 
while working with the students and teachers at CAM. . . . I carry with me many fond 
memories of the students, skills to work with students with special needs, their parents, and 
teachers.  

• I further developed my skills as a consultant, assessor/evaluator, educator of students, 
teachers, and parents, and a collaborator with teachers and parents . . . I taught three students 
how to read . . . I taught students, parents, and teachers about sexuality as it relates to 
students with developmental disabilities . . . 100% of the parents found the workshop “Very 
Useful.” 

• Working at the CAM was the most challenging part of the immersion, however it proved to 
be the most rewarding. I had no previous experience with the Mexican school system or 
working with special education students . . . I especially enjoyed the reading intervention 
because it was exciting to see my student learn to read new words. CAM made me a better 
collaborator with both teachers and parents. I feel more confident in my ability to 
communicate with teachers and parents and know how valuable a good working relationship 
can be.  

• To address many of the themes across CAM classrooms, two of my peers and I co-facilitated 
parent workshops and collaborated with teachers to develop and implement a school wide 
positive behavior support system. This was a great experience – one that I will forever 
cherish because it gave me the opportunity to make a difference at the school wide level, in 
addition to developing strong relationships with parents and teachers. 

• One of the parents shared the struggles she faced to feed and support her son; yet, she was 
one of the parents who consistently attended parent workshops – often opting to take the day 
off work to attend a workshop. How could anyone say that this mother does not care about 
her child’s education, well-being, and general progress? . . . it is common to hear [U.S.] 
educators say that Latino parents “just don’t care about their children’s education.” What we 
experienced in Merida completely negates these comments and we have the stories to prove 
it. 

• My time in Queretaro opened my eyes to many differences in and out of the classroom. 
Inside the classroom, I, and I know many others, noticed the differences in classroom 
management. When I first went into the classroom, the first word that came to mind was 
chaos. Students were out of their seats walking around, talking to their neighbors, and even 
sometimes throwing things from the other side of the classroom, all while the teacher was 
giving the lesson. After walking out of three classrooms with similar environments, I had to 
remind myself that this school is one of the top in the nation and they must be doing 
something right within the classrooms. While these are classroom environments that I would 
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not have been able to learn in, there are many cultural differences that existed between me 
and the school. 

• At first I was frustrated with the teacher [in Queretaro] because she didn’t seem to want to 
talk to us and with the language barrier that existed between the school staff and I, later I 
realized that I should have been frustrated with myself as well. Here I am, a white female 
coming into this school, asking to observe her classroom, requesting their time to collaborate 
(mostly during their only time of the day to correct work and/or eat lunch), asking to view the 
students’ records, and taking her students out of the classroom for academic interventions. 
While all of these things are necessary to make an impact within the school and these 
students’ education, I was missing the biggest and most important piece, the glue that holds 
everything else together to make it work. I was missing rapport. 

• The most common intervention for students, who have yet to reach the academic standards in 
Mexico, is retention.  My sister repeated the first grade and I know that retention is not an 
intervention and that it doesn’t work.  Instead, supplemental services or resources such as 
tutoring, summer school, or after school program participation can be provided for the 
student.  However, in Mexico, all of these services would be costly for parents. 

• On the first day at the school in Queretaro, I observed most students out of their seats, they 
were screaming and yelling, and in one classes kids were playing tag and jumping on desks.  
Teachers would shout at the students to either get their attention or talk about the current 
lesson.  My first thought was “Wow, this is chaos.”  As time went on though, my U.S 
American perspective, changed.  I learned to differentiate between teachers who had 
classroom management skills and those who did not, as well as what was true chaos and what 
was a different way of learning than I had.  Although all classrooms on average were very 
noisy, I came to learn that, in Mexico, the public schools have a much more interactive 
approach to teaching. 

• The classroom environment was completely different, so I imagine an immigrant student 
from Mexico’s public schools would find the timing and pacing of school schedules in the 
United States unfamiliar. The school day in public schools in California are longer and 
students are expected to transition quickly from one period to the next. Also, students are 
allowed less talking time during instruction. Typically, dialogue during instruction occurs 
between the teacher and student. Peer interaction is allowed and appropriate only when 
prompted by the teacher. 

• I have never felt so challenged, overwhelmed, emotional, and accomplished.  My work in the 
school was similar to a roller coaster, full of ups and downs, unforeseen turns, and at times, 
standstills due to repairs/modifications needing to be made.  Some of the professional areas I 
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began to develop include: consultation and collaboration, behavior assessment (ABC), 
behavior interventions, classroom teaching strategies and classroom management. 

• In general, I come off with a stereotypical European American attitude (e.g., I have all of the 
information and research backing me up, so listen and learn and things will go smoothly).  It 
was important to me to change that stereotype, and to challenge myself to just LISTEN and 
learn, without judgment. 

• By far, of the three immersions I have attended, I grew the most professional in Merida.  I 
pushed myself harder than I have ever pushed myself before; I really had to come out of my 
comfort zone.  Although I identify as Mexican, and our immersions are in Mexico, I did not 
feel any more confident holding workshops for teachers and parents.  I have stage fright.  It is 
hard for me to speak one on one with people I do not know, let alone groups of people 
looking to me for answers I do not have.  Throughout the month, I grew substantially in this 
area. . . now I understand that I do not have to be the “expert,” nor do I need to know the 
answers to everything.  It is okay to not know and this can actually makes those I am 
presenting to, feel better.  I know my consultation skills have strengthened. 

• I learned a little about what [parents] are looking for in a professional: Someone who 
understands, validates, empowers, and treats them as the expert.  I know this experience will 
allow me to connect with parents on a deeper level in the future. 

Cultural Excursions 
We augment the formal classroom instruction and fieldwork experience with cultural excursions 
throughout the immersion. We particularly seek excursions to explore the historical and current 
interface of indigenous and colonial cultures. Many air routes to Mexican destinations go 
through Mexico City. We take advantage of that to spend a few days of “orientation to México” 
by visiting the Museum of Anthropology (the best in the world, organized by areas of the 
country), Teotihuacan and Templo Major (archeological sites), the Basílica de Guadalupe, and 
the Zócalo (e.g., government headquarters with murals by Diego Rivera, political 
demonstrations, native healers in the plaza across from the McDonald’s). When feasible, we take 
a first-class bus from Mexico City to our destination because the land route exposes students to a 
variety of ecological terrains and villages and breaks stereotypes (e.g., the buses are luxurious). 
Excursions from our “home base” usually include: archeological sites, important historical sites 
(e.g., the homes of conquistadors as well as leaders of the revolution), museums (e.g., art, 
archeological, historical), ecological parks/preserves, and indigenous villages.  
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Students Report: 
• I was impressed to see Mayan constructions in cities such as Chichen Itza, Dzibilchantun, 

and Uxmal, which permitted me to go back in time, visualize, and feel how it was like during 
the peak of the Mayan culture before the Spaniards arrived. 

• It was interesting to see the blending of religions: The Mexican people of Mayan descent 
worshipping their Mayan gods (e.g., Chac the rain god, Yun Kaax the corn god) alongside 
Catholic saints, the Virgin of Guadalupe, and the sacred heart of Jesus. 

• [In response to a theatrical production] Watching and feeling the history and culture of 
Mexico gave me goose bumps and even brought tears to my eyes. It was in inexplicable 
feeling that augmented my appreciation of Mexico and its people. 

• I looked at a map of Mexico and was amazed to count more than 10 locations I toured this 
summer. For the first time, I feel as if I got a real “taste” of Mexico and connected with my 
roots. 

• Some of the most important aspects of Mayan culture that I took from our visits to 
archeological sites and rural villages are their value of mathematics, architecture, crafts, 
construction, spirituality, and being in harmony with the earth . . . conserving natural 
resources, building rural homes using raw materials from the environment, such as branches, 
mud, and leaves. 

• I had never previously visited ancient ruins so it was a surreal experience. Our tour guide 
helped us understand what we were seeing and provided us with background information that 
you cannot get by just looking at the pyramids . . . not only were we taught about the 
historical aspects but also the cultural. I often heard that the Mayan culture no longer exists . . 
. we met many Mayan people and discovered the culture is still thriving. We even had the 
opportunity to go inside the home of a Mayan family to see how they live today. 

• The ancient cities allowed me to envision what life might have been like for the Mayan 
people before the Spanish conquest. I had an opportunity to witness firsthand their 
insightfulness, hard work, and devotion to their civilization. A visit to a traditional Mayan 
family and house provided us with an outlook at the simplicity, yet difficult task of providing 
for a family. We visited beautiful cities that gave us an outlook on life outside the capital, 
while other small villages introduced us to the natural wonders of the world such as 
mangroves, flamingoes, whale sharks, dolphins, manta rays, sea turtles, and diverse fish. The 
[theatrical production] of more than 260 performers illustrating Mexico’s traditions, history, 
and mysticism and demonstrating the essence and diversity found within Mexico and its 
pueblos was one of the most impacting experiences. The show ends with a beautiful song that 
evokes the sentir, or sensation, of “our” Mexico through its people, its places, its tastes and 
smells, its songs, and its traditions. 
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• Even though I also come from a Mexican cultural heritage, the culture of the individuals I 
worked with in Yucatan is very different from what I have experienced . . . I may not and 
may possibly never had this level of awareness had I not attended this particular immersion. 

• I had no idea that greater Mexico was so different from our local Baja peninsula.  The food 
was different, the music was different, and certain words I know in Spanish are either not 
heard of or mean something completely different. As I began to immerse myself in the 
Queretaro culture, my eyes were opened to the wide diversity that exists throughout Mexico. 

• It is generally thought that indigenous persons in Mexico belong to a bygone era; however, 
there are twenty million Mexicans who belong to indigenous communities. Many of these 
people speak indigenous languages such as Zapotec, Mixtec, Nahuatl, and Tzotzil to name a 
few. Many of these persons also live in independent, yet impoverished and politically 
underrepresented communities and as a result have to migrate abroad. They are unfortunately 
subjected to harassment and racism. A considerable number of these persons migrate to the 
United States to seek employment. Many men come with their families or form families 
while here. This fact motivates me to learn more about indigenous cultures of Mexico, their 
problems, their needs, and their expectations to better able serve their children. The fact that 
Mexico is incredibly ethnically and linguistically diverse challenges my own notion of what 
constitutes being Mexican, and forces me to think outside the confines of my own beliefs to 
better serve such a diverse community and avoid generalizing when thinking about what 
constitutes Mexican people and its culture. 

• Throughout my life, I have heard and witnessed derogatory remarks about the Mexican 
indigenous populations. In Mexico, there isn’t a worse insult than to be called an indio . . . 
portray Mexican indigenous people as submissive, weak, and ignorant; . . . this is completely 
erroneous and a complete misinterpretation of indigenous populations of the past and 
present. Even thought it is worldwide known that the Mayan and Aztec civilizations were 
two of the most progressive and knowledgeable civilizations of their time, this sentiment 
continues to thrive in Mexican society and mentality. . . . I can help change the belittling 
portrayal of indigenous people in the media by sharing stories and historical facts illustrating 
the strength and knowledge of the Manayn communities I encountered and learned about in 
Yucatan. 

• In addition to improving my Spanish language skills, this immersion has also helped me to 
expand my knowledge in Mexican culture.  This deeper understanding first began in Mexico 
City.  While there, we visited the Museum of Anthropology, the archeological site of 
Teotihuacán, as well as many other places.  However, these two places in particular had a 
great impact on me.  Seeing the Aztec Calendar in person for the first time and climbing to 
the top of the Temple of the Sun was quite moving.  These two locations are historical 
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landmarks that some would say are two of the most iconic Mexican creations.  These places 
made me reflect on the importance of learning about one’s own culture and history.  It also 
made me reflect on the many who have not had the opportunity to experience and learn about 
their culture and history and how that might impact learning. 

Summary Statements: Students Report 
• Through my interactions with the people in Yucatan, I remembered a characteristic that is 

essential: being a human being. Sadly, this human quality is often forgotten in the United 
States, a society that runs around all day, where time is money, where productivity, material 
gains, independence, individualism, and competition are highly desired. To me, “being a 
human being” is being humble, grateful, genuine, loving, happy, enjoying every moment of 
life, and being thankful for the things that I have rather than stressing out for the things I do 
not posses. 

• This experience has instilled a deep appreciation of my Mexican roots and a desire to 
continue my journey of being bicultural and bilingual. 

• This immersion broadened my understanding in the differences and the diversity that exists 
in Mexico. . . many concepts taught in schools can be done using the Maya concepts in order 
to create culturally responsive teaching, increase students’ self-esteem and knowledge of the 
history of the Mayas, and about conservation, recycling and in “going green.” 

• My immersion into the Mexican culture was an amazing learning experience. It allowed me 
to further develop my Spanish language speaking abilities and my knowledge of the Mexican 
culture. Though I identify myself culturally as Mexican, I have never lived in Mexico and do 
not often have the opportunity to visit my family in Mexico. Although I have learned some 
cultural traditions within my family and studied some in school, in Mexico I was able to 
experience them firsthand. 

• This was a once in a lifetime experience because of the way it altered my way of viewing 
culture as essential to human interaction. 

• The immersion in Queretaro helped me learn and redefine the way I identify myself.  As a 
teenager, I identified ethnically as Mexican. Both of my parents grew up in Mexico and they 
passed on their values and customs to my siblings and me.  As an adult and undergraduate 
student I began to realize that our culture is also shaped by the environment that surrounds 
us. I can’t be Mexican like my cousins or the host family I lived with. I’ve lived in California 
most of my life, I’ve had privileges that they will maybe never experience, how can I 
compare myself to them? Yes, we have similar ideas, traditions, and visions, but we’ve also 
had very different lives and experiences.  This immersion reinforced my choice to identify as 
Mexican-American, and not just Mexican or American; I can’t possibly just choose one, they 
are both big parts of my life and who I am. 
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• I now feel more competent and better able to provide services for Spanish-speaking 
Mexican-Americans and Mexican immigrant families.  I have hope that one day the 
knowledge I have learned, and will continue to learn, will be able to bridge the gap between 
parents and the schools, making them feel validated and understood so that together we can 
work towards the child’s success. 
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ABSTRACT 

 Many Indigenous communities are facing issues of language endangerment and 

extinction. Tribal communities are now looking for ways to preserve, document, revitalize and 

maintain their languages1. In the Navajo Nation, the Diné (Navajo) language still has a large 

number of tribal speakers; however, language teachers and community members proclaim that 

the number of Navajo speakers is declining every year due to the number of young students who 

have no interest in learning the Navajo language2. Considering that generation Y is themed the 

“technology generation,” it is imperative that language advocates, teachers, scholars, and 

researchers adapt to this new generation by integrating technology into language teaching 

pedagogy.  

 My proposed research, which I will be utilizing for my Master’s thesis, investigates new 

forms of pedagogy, that Indigenous communities of North America are currently utilizing, which 

integrate computer-based technology with language learning. By investigating these various 

programs and software, I will than use my findings to create an iPad3 app for the Diné 

community. The iPad app will integrate basic vocabulary and phrases in the Diné language, 

which will focus on the learning styles of non-Navajo speaking tribal members of all age groups. 

Furthermore, once the iPad app is complete, I will than distribute the app within Apple’s own 

Mac App store4, and will be available as a free download in order to receive feedback on the 

product. Once the project is complete, future additions to the app will be developed and will 

                                                 
1 Galla, C.K. (2009). Indigenous language revitalization and technology: From traditional to contemporary domains. 
In J. Rehyner & L. Lockard (Eds.), Indigenous language revitalization: Encouragement, guidance & lessons learned 
(pp. 167-182). Flagstaff, AZ: Northern Arizona University. 
2 Holm, Wayne. (1995). Navajo Language Education: Retrospect and Prospect. The Bilingual Research Journal, 19, 
141-167. 
3 The iPad is a product of Apple Inc. (www.apple.com/ipad) 
4 Apple Inc. Mac App Store (www.apple.com/mac/app-store) 



include games, activities, and modules most commonly used in teaching a language to young 

students as well as in other educational settings.  

 Overall, I am confident that the outcome of this research along with the end product will 

benefit not only the students but will provide the community exclusive control over Diné 

education as well as initiate new teaching practices that encourages instructors to use technology 

in the classroom to teach the Navajo language or other curricular materials. I believe this 

research will also fill gaps in several interrelated areas of literature from linguistics to education. 

It will also provide new literature for American Indian Studies (AIS), and although much 

research has been conducted on language revitalization and maintenance methods, in general 

little research has been done within AIS on the importance of language within American Indian 

society and culture; two reoccurring themes within AIS. From a personal standpoint, I am doing 

this research not for the academic community or for myself but for my people and my home, the 

Navajo Nation.  
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Abstract 

Appropriate marking of referents in story telling plays a critical role in establishing 

coherent text (Halliday and Hasan, 1976), but such task is found to be difficult for L2 

learners. This study aims to investigate whether referent marking systems transfer from 

L1 Japanese to L2 English in constructing narratives.  Japanese ESL learners at three 

different proficiency levels (N=83) and 21 native speakers of Japanese (JNS) 

participated in the study. Following Jarvis (2002), learners’ references to a protagonist 

were coded and divided into three discourse contexts (New, Known, Current), and two 

discoursal positions (Topic/Comment).      

Results revealed that overgeneralization of definite articles and pronouns in 

inappropriate contexts (New and Known contexts, respectively) was found in 

low-intermediate level learners. Further, although the frequency was rather small, some 

low and high-intermediate level learners dropped articles as well as omitting subject 

altogether, whereas such a phenomenon was not found in the advanced level learner 

narratives. As expected, there were not many prepositional markings except for 

quantifiers in the JNS narratives.  On the other hand, postpositional markings were 

used and indefiniteness and definiteness were marked properly via appropriate usage of 

markers (ga and wa, respectively).  In Jarvis’ study, existential structure was used to 

mark referents in New context and pre-modifications for non-New context.  In the 

current study, while existential structure was hardly used, pre-modifications were 

frequently used in the ESL narratives, and the same trend was found in the JNS 

narratives in that most of the marked syntactic structures were post-modifications. 

The tendency to omit articles by the low level learners could be justified by L1 

transfer; however, article omission in the current study was not nearly as common as in 

Jarvis’ study. I argue that different age of the participants (K12 level learners in Jarvis’ 

versus adult learners in the present study) and proficiency level (shorter length of 

English language study in Jarvis’, whereas the learners in the present study had at least 

six years of basic English studies prior to data collection).  Further, different 

instructions and awareness of article use might explain the divergence of the results in 



these studies. As for Topic/Comment distinctions, the learners at any level show no 

different marking systems between the two positions. At the presentation, different 

use/non-use of articles in written/spoken mode will be discussed in clarifying the major 

results of the study. 
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The filling of promotional posts and teacher redeployment in the Gauteng Department of 
Education has been characterised by anarchy, intimidation and nepotism. Findings 
show that principals ignore the curricular needs of the school when redeploying 
teachers in excess and target the ones they loathe. As a result, excess teachers are 
regarded as troublemakers by stakeholders in education. Excess teachers end up 
deployed to other schools or district offices, mostly on promotional posts as determined 
by Resolution 6 of 1998, which states that teachers in excess should be given priority 
when promotional posts are filled. This resolution is therefore regarded as a loophole as 
far as redeployment and promotions are concerned. Consequently, findings show that 
unions ignore their observer status and recommend their comrades when promotional 
posts are filled. In this article it is argued that promotional posts filled in this way may 
lead to ineffective educational management and the subsequent loss of dedicated 
personnel to other professions. Focus-group interviews and one-to-one interviews were 
conducted with stakeholders, using open-ended questions. Verbatim transcribed data 
were analysed by means of the constant comparative method. Recommendations focus 
on the improved implementation of educational policies. 

 
 
Keywords: Teachers unions, redeployment, Employment of Educators Act 76 of 1998, 
Resolution 6 of 1998, Collective Agreement No. 2 of 2005, promotions. 
 
Introduction 
 
Redeployment was introduced in South Africa through Resolution 6 of 1998 as a 
process aimed at transferring excess teachers from overstaffed to understaffed schools 
in South Africa after 1994. It was also aimed at ensuring that teachers did not become 
redundant and subsequently retrenched if learner numbers declined in their schools. 
According to section 2.4 of Resolution 6, 1998, the decision to redeploy teachers should 
be based on the operational requirements of each school, which should be limited to a 
change in learner enrolment, curriculum changes and a change in the grading of the 
particular school. 
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According to section 8(2) of the Employment of Educators Act 76 of 1998 (EEA) 
redeployment and filling of promotional posts may be done only with the approval of the 
school governing body (SGB), and must subsequently be endorsed by the Head of 
Department (HoD). The principal, who also acts as resource person, has to see to it that 
redeployment takes place accordingly. The aim is to ensure that teachers can work in 
an atmosphere that is free of threats, discrimination and harassment when 
redeployment decisions are made.  
 
According to Soudien (2001:33-43) teachers in different provinces and schools in South 
Africa reacted differently to new policies because of the unequal levels of 
professionalism and development, including the teachers’ readiness for change. The 
implementation of the redeployment policy at school level has been marred by conflict 
between school-management teams (SMT’s) and union members. Chisholm, Soudien, 
Vally and Gilmour (1999:398) report on incidents in the Western Cape where schools 
refused to implement redeployment policies and even principals were threatened with 
“disciplinary procedures” by departmental officials. Where schools refused to rationalise, 
the department of education instructed those who were defiant to leave (ibid). 
 
The process of identifying and redeploying excess teachers in Gauteng schools has 
been problematic as far as the filling of promotional posts is concerned. There is a 
notion that teachers who perform poorly in the classroom and are regularly absent from 
school easily get declared in excess and redeployed. As a result some principals still 
refuse to accept redeployed teachers in their schools because redeployed teachers are 
regarded as both unproductive and undesirable. According to Resolution 6, 1998, and 
section 3.6 of the EEA all teachers should be treated fairly during the redeployment 
process. It is for this reason that Heystek and Lethoko (2001:227) maintain that 
redeployment was a good policy that was poorly handled by the bureaucracy of the 
Gauteng Department of Education (GDE). The fact that teachers in excess, according to 
Resolution 6, 1998, have to be given priority when promotional posts are filled leaves 
the GDE with no choice but to consider them for promotion. Sayed (2001:29) refers to 
this as the “policy gap”, which is understood as the mismatch between policy intention, 
practice and outcome. 
 
This article reports on flaws regarding the redeployment process and aims to 
demonstrate how teachers that are redeployed in this way end up filling promotional 
posts within the GDE. The author holds the view that once principals understand the far-
reaching implications of irregular policy implementation during redeployment, care will 
be exercised when future recommendations for redeployment are made.  
 
Details of the research methodology are discussed in this article, followed by a report 
and a discussion of the findings. The article is concluded with recommendations for 
effective policy implementation. 
 
Theoretical perspective and literature review 
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This study falls under the broad umbrella of governance and management in education. 
Burchell (1993:267-282) describes “governance” as an act for acting on the actions of 
others. In this study “governance” refers to the principal reacting to the actions of 
teachers at school level by redeploying those that challenge his or her authority. There 
is an indication in this article that proper implementation of policies is at the heart of 
participatory governance by all stakeholders. Participatory governance that includes 
teacher unions at school level can be regarded as having a potential impact on 
maximum transparency and the sharing of information in a process that will result in 
shared decision-making where feasible (Schneider,1999:521). Nuitjen (2004:115) 
maintains that appropriate participation is easier to achieve if the people involved have 
clear and explicit rights to negotiate decisions. 
 
Nuitjen (ibid) further assumes that the formulation and implementation of policy are 
matters far apart. Therefore a presumption exists that if the persons involved in policy 
formulation are not the same as those involved in policy implementation confrontation 
and anarchy become possible because of the presumed policy gap. Warner (in: Nuitjen, 
2004:118) says that even where anarchy exists there is some form of governance at 
work. The governance becomes that of the union structures such as the site-committee 
members at school level when organising for resistance against the implementation of 
policies in a perceived unconstitutional manner. The site committee consists of the 
South African Democratic Teachers Union (SADTU) members at school level under the 
leadership of a site steward who reports to the SADTU branch executive on school 
developments. The existence of this structure can easily be labelled as anarchy by 
principals and other education-department officials who seem to resist change. 
 
The open-mind approach was followed in this study, as recommended by Gall, Gall and 
Borg (1999:362), who also hold the view that those who are privileged always have an 
interest in preserving the status quo in order to protect their positions. This may be the 
case when union leaders in senior management positions recommend the appointment 
of comrades to promotional posts. Alternatively, principals who use the redeployment 
process to get rid of teachers who seem to challenge their authority and those 
presumed to be lazy may be considered as preserving the status quo. 
 
Methodology 
 

This qualitative study was conducted by means of two focus-group interviews with 
teachers who are enrolled for the ACE Leadership programme at the University of 
South Africa (Unisa). These ACE Leadership students were all in their final year of 
study. Only two of them were already in promotional posts of deputy principal while the 
rest were still aspiring to promotional posts once they had completed the qualification. A 
one-on-one interview with the labour relations officer (LRO) in District 12 of the GDE 
was also conducted. During the interviews, the following broad questions were asked: 
 

 What does policy prescribe as far as the redeployment and the filling of 
promotional posts in schools are concerned? 



4 
 

 How do schools actually handle the redeployment and filling of promotional 
posts? 

 
The first question was aimed at determining if the stakeholders were aware of policy- 
implementation guidelines, while the second one was meant to determine if schools 
implemented policy as prescribed. The same questions were asked during all the 
interviews to enhance the reliability and validity of the findings. To increase the 
possibility that the respondents would reveal their true feelings and opinions, the author 
used open-ended questions that would promote an in-depth discussion by the research 
participants during interviews, as supported by Lewis (2000:4). 

 
Measor (1985:57) maintains that it is important to build a cordial relationship with the 
participants because the quality of data is enhanced if there is an element of trust. The 
author had previously worked alongside some of the participants and they had no 
reason not to trust him with the required data. Measuring validity and reliability was not 
difficult because the author is a former school teacher and principal and shared some of 
the participants’ experiences. Recording was done with the consent of the participants, 
as suggested by Henning, Van Rensburg and Smit (2004:73) as an ethical prerequisite. 

 
Population sample 
 
The study was conducted in District 12 of the GDE because of its representativity in 
terms of race, ethnicity and demographics. District 12 consists of about 300 schools. 
The sampling for this study was of a purposive nature. The first focus group consisted of 
ten teachers from four neighboring schools. The second focus group consisted of eight 
principals and deputies from eight neighboring schools. There was also an individual 
interview with the District 12 LRO because of her involvement in all labour-related 
matters in the district. All the participants, including the LRO, had considerable years of 
experience (between ten and 25 years) in education. They all expressed concern about 
their anonymity and the author assured them of anonymity when they consented to the 
interviews being recorded.  
 
Data analysis 
 
The grounded theoretical approach was employed in this study, as well as the critical 
theoretical approach. Denscombe (2007:89) indicates that this approach is paramount if 
there is a need to link any explanation very closely to what happens in a practical 
situation, namely the real world. Turner (1983:335) also argues that the novelty of the 
grounded theory is not associated with the mode of investigation, but with the manner in 
which data are analyzed.  
 
Data analysis did not take place in linear fashion, but was somewhat ambiguous, time- 
consuming and messy as Rossman (2003:150) says, it is not a neat process. Themes 
and categories were coded and identified. Theme 1 covered the redeployment process, 
while theme 2 dealt with the filling promotional posts. The categories consisted of 
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teachers who were ACE Leadership students, principals and the LRO. All the recorded 
data were transcribed verbatim. Topics were selected and prioritized in accordance with 
Denscombe’s (2007:303) support of prioritizing certain aspects over others, as it is not 
possible to present all qualitative data at an equal level. 
 
This method of analyzing was done by means of comparing and contrasting new codes 
as they emerged by constantly “…seeking to check them against existing versions”. 
Furthermore, the suitability of the constant comparative analysis of the data emerges 
from the premise that the concepts that formed the analysis came from the process of 
the research activity and were not established prior to the investigation itself 
(Denscombe (ibid). 
 
Results 
 
Direct quotations have been used to substantiate certain findings. These quotations 
appear in italics as indicated in the section below. 
 
Teachers’ perceptions of the redeployment process 
 
All the teachers indicated that they were not familiar with the redeployment process 
because everything regarding who should be declared in excess was a matter of 
discussion between the principal and the Institutional Development and Support Official 
(IDSO) alone. The teachers also said that redeployment was recommended by the 
district office and not schools, because schools experienced many problems regarding 
the declaration of teachers in excess. It had been explained to the teachers by the 
principal that redeployment was a matter of agreement between the district office and 
the principal, because involving the unions and teachers always presented problems. 
The teachers further explained that the principal had previously consulted the staff and 
had been told by the district office that it was wrong to discuss redeployment matters 
with teachers. The teachers were therefore of the opinion that the principal and the 
district official were conspiring against them, and that they needed protection from the 
unions. One teacher said, “If you are a teacher and you are told by the principal that the 
IDSO has identified you to be in excess, you cannot be sure of it. It is worse if you know 
that it was not the IDSO that identified you, but the principal him or herself.” 
 
Some teachers reported that the curricular needs of the school were not considered 
when deciding on the teacher in excess. One teacher said, “If the principal does not like 
you, you just go.” The teachers also reported that the site steward was not allowed to 
attend SMT meetings, where such sensitive matters were discussed. The teachers 
indicated that these were instances when they needed protection from the union, 
because many principals abused their authority by targeting teachers whom they did not 
like. The teachers strongly opposed the process of redeployment because it 
automatically stigmatised the teacher in excess. One teacher even asked, “Who will 
give you a post if you are in excess because it is known that you must be troublesome? 
When you are told that you have been declared in excess it is like being told that you 
have been fired. Wherever you go to, if you are lucky to be placed you are looked at 
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with mistrust and as being incompetent.” Another teacher said, “LIFO [Last In First Out] 
is not fair - authorities must look at the current school needs, and not at the teacher 
needs.” The teachers agreed that principals tended to “play the person and not the ball”. 
 
Teachers’ perceptions of the filling of promotional posts 
 
According to the teachers, unions fully participate in processes involving the filling of 
promotional posts. One teacher mentioned, “They only care about money and the fact 
that their member is in excess … so they will do anything to ensure that their comrades 
get more pay.” Another teacher said, “If it is a post-level 1position you hardly see them, 
but come promotional posts they start being aggressive and intimidating.” Yet another 
teacher said, “From post-level 2 to 4 interviews they are there with a mandate from the 
union and if their member does not succeed they lodge a grievance.” One teacher said, 
“To the detriment of the learner, nothing is really done to support learning. They [the 
unionists] would rather see to it that they are promoted.” Another teacher added, 
“Instead of preparing for work we look for other posts advertised somewhere because 
we are not happy in this department of education.” 
 
When asked why the teachers complained because they were also union members, 
they answered that if you are not active enough in union activities such as attending 
union conferences and workshops you will not be considered and will be sent to just any 
school. When asked about the role of the SGBs, they said, “There is no fairness. The 
unions influence uneducated parents and if the SGB is strong there are many 
grievances.” One of the teachers said, “Education is going down the drain.” Another one 
maintained, “They push you up so that once you are up, you look after those who are 
behind. So, there is no way of successfully reporting nepotism if the authorities 
themselves have been deployed by their union.” 
 
Some teachers mentioned that promotional posts were filled according to the members’ 
participation in union activities. The unions decide well in advance on who will be 
appointed principal, because they have a list of teachers in excess. One teacher said, 
“They caucus (I cannot say it out loud because I am afraid) - it depends on who are you. 
Whom do you know? Otherwise you must make yourself known.” Through their 
involvement the panel tends to look at union affiliation, rather than the needs of the 
school, if there is a union member in excess.  
 
Another teacher expressed her concerns in the following way: “SADTU occupies all the 
senior positions in the Department of Education. You know, sir, they come with their 
lists of who will be appointed at which school, and it turns out to be the deployment of 
their own members to key positions, just like in politics. All the political parties submit 
party lists with the names of those who will be in parliament. Those who do not get onto 
the ANC lists go over to COPE. The same applies in schools. You know, I always feel 
like leaving this department because I work hard, but there is no reward.” (By “COPE” is 
meant the Congress of the People Party, the breakaway faction formed in 2008 by 
disgruntled members of the ANC [African National Congress] after the Polokwane ANC 
conference in December 2007.) 
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The story was told of an experienced and highly qualified teacher who had been acting 
deputy principal for nearly a year but was not appointed because of the union 
dominating the interviews and short-listing and their member being in excess and 
having to be deployed. “This teacher feels used and dumped. We now have a poorly 
qualified and less experienced deputy principal just because she has connections with 
the union.”  
 
The following section reports on the findings from the interview with school principals. 
 
Principals’ perceptions of redeployment 
 
The principals reported that when a new school is opened, the district office deploys its 
official as caretaker principal. This is to avoid giving aspiring principals an opportunity to 
act as principal, so that there is no expectation of a promotion. The district official has to 
oversee the filling of other vacant teaching posts. One way of doing this is to identify 
teachers in excess and to deploy them to such schools.  
 
One principal said, “As happened to me: I lost an HOD [head of department] to one of 
the new schools because she was in excess and had to be redeployed. There was no 
interview at all and she was placed as HOD.” One principal said that if teachers are 
deployed in this way and stay in the post for six months, they automatically become 
permanently employed. This procedure is detailed in Circular 43 of 2006 of the GDE. 
The unions then assume the status of observer and guard the officials, because their 
member is in trouble.  
 
One principal explained that the union leaders feel guilty because schools prefer to 
declare in excess those teachers who are always absent from school because of doing 
union work. Another principal said, “Sir, how can you accept a person who has been in 
excess in your company because it is obvious that it is a bad educator? The union 
members at the district office end up deploying such teachers to the district offices to 
run around because they have been doing their work in schools. What makes the 
district office accept them is because they themselves are SADTU members who have 
also been deployed.” 
 
On the whole, the principals viewed the process of rationalisation as a way of getting rid 
of teachers who do not form part of their plans for running the schools effectively. They 
regarded the role of the unions as that of observers to see to it that their members get 
better posts after having been declared in excess and redeployed. 
 
Principals’ perceptions of the filling of promotional posts 
 
The principals agreed that the unions attended the short-listing and interviewing process 
as observers, but things changed if their member was in excess and not recommended 
because of a dispute lodged at the district office. When asked about the steps taken to 
fill promotional posts, one principal said, “Sir, as usual they look after the interests of 
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their members. If the employer is weak they push their agenda and win. They look for 
their member and say, ‘This one is the correct candidate.’” The same principal 
concluded by saying, “That is why today we do not have quality teachers and managers 
in our schools.” These views are shared by the teachers, as reported in the previous 
section.  
 
Regarding political nepotism, another principal, as mentioned earlier by teachers, said, 
“You know what happens in politics - for instance, now we have COPE because the 
ANC did not give jobs to certain members.” The principal continued, “You know, sir, in 
the olden days for a person to become an HOD you had to prove yourself in the 
classroom, and to become a deputy principal you had to become a good HOD, and 
lastly, to become a principal you had to become a good deputy principal. So, today you 
find a post-level 1 classroom teacher becoming a principal simply by virtue of being an 
active union member on the excess list. Unions do not take the quality of their members 
in the classroom into consideration. In my experience, teachers get involved in unions in 
order to get promotions, and to get protection once they are declared in excess.” 
 
The principals interviewed showed displeasure at the way teachers were appointed to 
promotional posts. They stated that what made matters worse was that qualifications 
were not taken into consideration when they recommend their members of staff. One 
said, “As long as you have a certificate and you are a member [of the union] you will get 
the job.” There was also a degree of resentment among principals concerning the lower 
performance rate of learners. One of them said, “What happened with the results in 
2008? They were lower because the Department of Education lost its grip.”  
 
LRO’s perceptions of redeployment 
 
The LRO emphasised, “Different unions have different modi operandi.” The LRO further 
explained that some unions “make you happy”, because they “follow the rules”. The 
LRO indicated that the rules do get violated because some unions identify their friends 
and place them in attrition for certain positions because they know that in two or three 
months’ time there will be a vacancy at a particular school.  
 
The LRO mentioned that the unions play an important part in protecting teachers 
against principals who use rationalisation and redeployment to get rid of teachers whom 
they do not want. Here the unions play a more defensive role with regard to teachers. 
When asked if the unions abandon their role of observer and intervene if principals flout 
policies, the LRO responded as follows: “They remain observers and adhere to all 
regulations because their member’s fate is at risk.”  
 
The LRO explained that the role assumed by the unions during rationalisation is more 
helpful to the district office, because the unions actually become watchdogs against 
principals who abuse the rationalisation and redeployment process by targeting certain 
teachers. The LRO highlighted the fact that the unions were differently involved when 
there were promotional posts to be filled. She said, “Then we are faced with many 
challenges as far as their involvement is concerned.” 
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LRO’s perceptions of the filling of promotional posts 
 
The LRO reported that “different unions have different modus operandi - for example, 
some unions strictly adhere to the rules”. She also said that “some unions violate the 
rules by placing friends for positions long before these positions are advertised. For 
instance, they know that a certain principal is about to retire. Strategically they have 
someone reserved for that position. In so doing they do not consider the curriculum and 
the leadership needs of the institution. They wish to influence the SGB by bringing their 
lists of people to take over the positions.” The LRO put it this way: “They bring their lists; 
it is like political lists. They go to short-listing meetings and scare or intimidate the SGB 
panel by threatening to lodge a grievance should their member be unsuccessful. The 
bigger union (SADTU) is always guilty in this regard. The bigger union also has a vast 
membership of younger educators who have little respect for authority.” 
 
The LRO explained that younger teachers tend to look after their own interests rather 
than the interests of the learners. However, there were isolated cases where young 
teachers were properly placed in positions. The LRO remarked, “Generally speaking, 
the union deploys members to schools rather than helping them to be employed.” 
 
According to the LRO little could be done to resolve the situation, because the senior 
employees of the GDE were also well-known unionists. The LRO asked, “What do you 
do if the employer is a member of the same organization? You are helpless in this kind 
of situation.” The LRO even frightfully said that they were not free to be interviewed in 
this respect, because some of their colleagues at the district office had been appointed 
on, what is referred to as, “the SADTU ticket”. 
 
Discussion 
 
Dekker and Lemmer (1993:362) argue that South Africa has been a microcosm of most 
of the problems in the rest of the world because teachers unions, according to Poole 
(1999:480) are faced with two dilemmas: the teachers’ own interests and the public’s 
interests. Zengele (2009: 29) argues that once unions place the public’s interests before 
the educators’ interests, they will stop being unions - hence they are bound to protect 
the teachers’ interests first. Bascia (1998:211), however, thinks that if unions act in the 
teachers’ interests, it becomes primary to the public’s interest as well. Kerchner, 
Koppich, King and Weers (1990:17), Streshly and Mitchell (1994:69), and Kerchner and 
Caufman (1995:13) all concur that teachers unions must strike a balance between their 
own interests and those of the community.  
 
The findings show that unions do not assume the role of arbitrator - instead, they 
assume the role of protector of educators, and this is not in line with the specifications of 
Circular 43 of 2006 of the GDE and Resolution 6 of 2005. Union leaders in GDE 
management positions are exposed to be recommending the appointment of dedicated 
union activists to promotional posts. Also, principals using the rationalisation and 
redeployment process to get rid of educators who seem to challenge their authority and 
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educators presumed to be lazy may be considered as preserving the status quo. Both 
acts are contrary to the provisions of the Labour Relations Act. 
 
In contrast, the union’s protecting its members during the filling of promotional posts is 
guided by a desire to thank members who work hard doing union work during school 
hours by securing them promotional posts once they are declared in excess. Thanking 
comrades in this way may lead to teachers dedicating more of their time to doing union 
work during school hours. The impression is thus created that this is a way of securing 
promotions within the GDE. 
 
Based on the findings of this study, it is deplorable that the redeployment process is 
characterised by the self-interest of principals, educators and unions, while learners 
suffer the consequences. Among the areas of management that have been poorly 
handled by inefficient managers is the redeployment of educators.  
 
Heckroodt (2002:5) argues that the involvement of all stakeholders is widely accepted 
and stimulates commitment to decision-making. He further argues (ibid) that since 
teachers have to implement educational programmes they have to be involved in the 
decision-making process. Reimers and McGinn (1997:34) point out clearly that most 
implementation programmes should focus on increasing the commitment of those who 
are to implement the programmes at school level. Kerchner and Mitchell (1998:23) 
agree that teachers unions are now making inroads into what was earlier perceived as a 
management-only area. 
 
Conclusions 
 
The role of teachers unions is to protect teachers so that they may perform their duties 
in the classroom without fear of harassment or intimidation. Equally, the task of school 
principals is to provide an atmosphere that enables teachers to optimally perform their 
duties. Schools are therefore expected to be places of safety and excitement, rather 
than of infighting and tension among teachers, their managers and unions. This tension 
threatens the morale of teachers and the realization of effective teaching and learning 
from taking place by promoting inappropriately redeployed teachers to senior positions. 
 
From the findings of this study it seems reasonable to expect the following measures to 
be considered in future redeployment and promotion procedures for teachers: 

 The GDE should ensure that senior positions like the principalship are not filled 
by inexperienced teachers and that there must be progression from junior to 
senior positions. 

 The GDE should ensure that the curricular needs of the school are always 
carefully taken into account before declaring a teacher in excess.  

 Principals should discuss sensitive and delicate matters involving redeployment 
with district officials in the presence of union representatives. 

 Unions should be allowed to participate more actively during discussions 
involving redeployment, rather than merely assume observer status. 
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 The decision of who should be declared in excess should be made by teachers 
themselves together with the union and the principal, taking into account the 
curricular needs. 

 
Recommendations for further research 
 
A study on the involvement of teachers unions in the implementation of the EEA should 
be extended to all nine the provinces in South Africa in order to determine if the findings 
in this study are representative of problems nationwide. The professional involvement of 
teacher unions at school level needs the immediate attention of the GDE and senior 
union officials to bring about a culture of teaching and learning in schools and to 
motivate teachers. Research by Müller, Alliata and Benninghoff (2009: 574-600) on 
educational leadership shows that effective educational leadership has a positive impact 
on teaching and learning. It is for this reason that effective teaching and learning 
depends on the proper and impartial involvement of teacher unions and principals when 
policies are formulated and implemented. 
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ABSTRACT 
 

This study of decreasing student violence by mediator in Nongkungsriwitthayakharn 

School under The Office Of Secondary Educational Service Area 24 was qualitative case 

study.  It aimed to study the current condition and problem of student violence in 

Nongkungsriwitthayakharn School in order to find the guidelines for decreasing student 

violence by mediator.  Target group at the first period consisted of 572 persons including 5 

school administrators, 7 teachers from student affair, 250 parents (purposively selected) and 

310 students of sampling group.  Target group at the second period consisted of 19 persons 

including a teacher from consulting affair and 18 student representatives. Research 

instruments included checklist form and interview form in which data analysis was made 

through value of frequency and percentage. Content analysis was also made toward data 

obtaining from observation form, interview form and focus group session. 

Research findings were found that: 1) Condition of student violence problems in 

school toward physical aspect illustrated that most students had never been harmed or never 

hurt any other. Moreover, most students had never involved in taking sexual violence.  They 

all had never been not only infringed with sexual violence but they also had never seen or 

heard about the incidents of this kind of violence in school including sexual molestation and 

disobedience of sexual liberties.  For mental violence, students had ever been hurted by 

words of underestimation, insult, abuse, slander and being forced unreasonably.  However, it 
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found that they had never mentally hurted their friends. For violence of losing or 

abandonment, students had never been abandoned to live alone.  2) After implementing the 

process of decreasing student violence by mediator through focus group session to action, it 

found that administrators and teachers could have guidelines for decreasing violence in 

school.  Problems of student violence were not increasingly found and tend to be 

continuously decreased.  It was target group of students who extended results and publicized 

it to others.  This could make some group of students getting realized and valued the 

importance of decreasing violence.  For those students who had ever quarreled, after 

involving process of mediator, they forgave each other and became friends. They also helped 

each other and promised to have no more argument or fighting. 
 

 
Keywords :  Guildeline Decreasing Violence, Mediator, A Case Study 
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 Background and significance of the problem  
 Conflict in Thai society was likely to be increased while behavior of people in society 
was rapidly changed according to the changes of social rules.  There were many forms of 
problems in managing the resource, nature, and environment.  There were various 
implementations in large project of government, the mistrust between public sector and 
people as well as the changes of global situation, and conflict in the country.  So, they were 
signals informing the causes that Thai Society needed to emergently prepare for reviewing 
and developing the techniques of conflict management using in former time with insufficient 
efficiency to make society calm, justice, and peaceful since in the present time, the use of 
violence would have high social cost leading to hostility and breaking away which was 
difficult to agree with somebody.  So, it was serious problem for security.  (Wanchai 
Wattanasap et.al., 1999)  The national crisis existed in many kinds of media.  There was one 
social story often be stated;  the students’ quarreling.  This phenomenon was interested by 
society in general since the persons who did this were adolescents causing the problems 
which would be more seriously and affect people’s livelihood. 
  As a result, the society was under high risk situation.  The responsibility in solving the 
students’ conflict problems was under control of Ministry of Education, and National Police 
Office.  The major work tasks of these 2 work units expended their full attempt in  controlling 
and taking care of it, based on belief that if 2 mechanisms as the education, and police troops 
were used to control, it would be successful.  But, the occurred incidence was formed and 
developed in direction which couldn’t be controlled  Even the administrators accepted that 
the problem of students’ fighting as a chronic problem.(Jurin Laksanawisit, 2010)  According 
to research findings of  Suthamma Namwongsa’s (2010) study in the guidelines for reducing 
students’ violence in school by mediators:  a case study of Ban-kam-kan School, under 
jurisdiction of the Office of Khon Kaen Educational Service Area 2, found that the students 
had process skill in mediators clearly which could be practiced and successful in mediating 
for every side.  They never quarrel again.  The problem was solved and ended in school 
because they accepted their faults themselves without being forced.  But,, it caused by 
providing opportunity to think and consider what they had done in addition with evidence and 
witness. The desirable characteristics happened.  It was supported by Wanchai Wattanasap 
et.al., (2005) that the process of mediators would help the students to have some places to sit 
down and talk about what had happened, and how to deal with the problem in future.  In 
addition, we had opportunity in knowing and comprehending the others more.  Furthermore, 
there was a mechanism for managing the surrounding factors which caused this phenomenon 
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again.  Every school had to emphasize on student support system by classifying students into 
the risk group for being taken care closely.  The curriculum for being good citizen, being 
proud of Thai,  was established.  It should be strict on dressing as well as tempted behaviors 
closely. (Jurin Laksanawisit, 2010)  According to the above conflict, the causes of it would 
start from the points a lot of adolescents flocking together.  The places they flocked together 
most and longest was school.  Therefore, school was a place where many parts viewed that it 
was the source of growing violence.  Considering the occurred violence in school, it was te 
thing perceived through mass media by organizing the informed story.  (Institute for Dispute 
Resolution, Khon Kaen University, and Khon Kaen Justice, 2009) 
 The researcher as a practitioner in prevention and suppression involving in developing 
discipline as another work unit involving the care for students’ behavior.  In the session of 
each day, when there were incidences affecting creation of students’ existing violence, 
conflict, or inappropriate behavior.  Various behaviors would be directly viewed.  In annual 
sport competition, there was often quarrelling between  students in the same school or 
different schools.  Sometimes, the teenagers in Municipal Area created disturbance in school.  
When there was festival in school, this group of adolescents would upset again.  It found that 
some parts of students, had inappropriate behavior as flocking together, changing the 
motorcycle for making a loud noise, drinking alcohol before appropriate age, strolling about 
during nighttime, committing adultery.  (Preecha Jaiboon, 2009)  According to the findings of 
implementation  according to student support system, from information technology of student 
identification, Nongkungsri-wittayakan School, 2009 school year, found that the attempt in 
solving conflict among students, although the teachers, students, and parents tried to manage 
situation as best as they could, the turmoil still occurred inside or outside the classroom 
owing to conflict among students or the work in class.  If these kinds of conflict weren’t 
solved or mediated peacefully, it might expand into serious one such as the case study in 
Matayomsuksa 2 Students with friends riding motorcycle bringing gun weapon.  The teacher 
on duty didn’t allow them enter school, they argued with each other.  The situation of 
students shirking school, flocked together at the hut behind school cafeteria.  (Preecha 
Jaiboon, 2009)  The administrators had viewpoint in educational management as successful 
school, quality and standard students, being trusted by parents, people, and work unit around 
it as well as desirable characteristics as responsibility for  themselves, their family, 
community, and society, being diligent and persistent in self development, honest, discipline, 
attentive to environment, love to know and learn, knew how to search for knowledge in 
correct way as well as apply knowledge usefully for themselves, community, society, and 
global society.   (Policy and Plan Group, Nongkungsri-wittayakan School, 2009)  for 
peacefulness, and advised students to behave themselves according to school rule in order to 
lower down the occurred conflict problem.  Therefore, the researcher was interested in 
studying guidelines for reducing students’ violence in Nongkungsri-wittayakan School, under 
jurisdiction of the Office of Secondary Educational Service Area 24, as a district school 
offering Secondary School Level.  So, the researcher wanted to conduct research titled “A 
Study of guidelines for Reducing Students’ Violence in School by Mediators:  A Case Study, 
Nongkunsri-wittayakan School, under jurisdiction of the Office of Secondary Educational 
Service Area 24,” to study current situation, and problem of students’ violence in 
Nongkungsri-wittayakan School, implementation of students’ violence in school through 
mediators for being guidelines to school in alleviating violence peacefully.    
 
2.  Research Questions 

1. What were current situation and problem of violence in students of Nongkungsri-
wittayakan School? 
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2. What were guidelines for decreasing the students’ violence in Nongkungsri-
wittayakan School?   
 
Research Objectives 

1.  To study current situation and problem of students’ violence in Nongkrungsri-
wittayakan School. 

2. To find guidelines for reducing students’ violence in Nongkungsri-wittayakan 
School  by using mediation technique.   
 
Delimitation of Research  

1.  Population/samples  
1) The first phase of target group was the survey of current situation, and 

problem of  
Students’ violence in Nobngkungsri-wittyakan School.  The target group consisted of 5 
school administrators, 7 teachers in student affair, 250 students’ parents selected by 
Purposive Sampling.  The students were selected by Simple Random Sampling by Krejcie 
and Morgan’ Table (cited in Prapapon  Sritrakoon, 2007).  For 1,600 persons were obtained, 
and 310 student as the samples, total of 572 persons.   

2) The second phase of target group for finding the guidelines for alleviating 
students’  

violence in Nongkungsri-wittayakan School, including 1 school counselors, 18 representative 
students with contemplative mind participating in the project from 2 Matayomsuksa 3 
Students, 4 Matayomsuksa 4 Students, and 9 Matayomsuksa 5 Students total of 19 persons as 
target group. 

3) For Focus Group Discussion for assuring the guidelines for reducing students’ 
violence, there were 7 participants including the teacher team and students experiencing the 
training, field trip study, and real practice in school participated in Focus Group Discussion 
including 1 school director assistant, 3 teachers in student affair, and 3 representative 
students.   

 
2. Variables  

1) There were 4 forms of violent action (World Health Organization, 2002) 
Including the physical violence, sexual violence, mental violence, and violence causing loss 
or neglecting or desertion. 

2) Guidelines for decreasing students’ violence by using mediators based on 
synthesized model from document applying into school context, consisted of 6 steps as 
follows:  (1)  the selection of student representatives, (2) the training for knowledge 
providing, (3) the training mediator, (4) the field trip study in mediators, (5) the practice from 
real situation in school, and (6) the conclusions and evaluation. 
 
Research Methodology 

This research was Qualitative as a Case Study including 3 phases of  Implementation.  
Phase 1 : was a Survey Research to find current situation, and problem of students’ violence 
in Nongkungsri-wittayakan School by using the instruments as:  1)  the Checklist with target 
group as students, parents, 2) the Interview for teachers, and school administrators. Phase 2:  
the searching for guidelines in alleviating the students’ violence in school as well as 
confirmation of data with 18 target group students as volunteers, 1 school counselor, the 
instrument included the Observation Form, and Focus Group Discussion.  
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Conclusions and Discussions 
According to research findings, found that the findings of students’ violence problem 

in school were as follows:  1) physical violence, was the problem mostly found problem since 
they were in adolescent period who couldn’t control their emotion.  So, the quarrelling 
happened, 2) mental violence, was the second order of founded problem since they came 
from different families, and were not taken care of their mind, most of them were from 
broken home family, their parents were divorced, they stayed with their relatives, 3) violence 
caused loss or neglecting and desertion.   The problems were not found since the school took 
care of provide student support system, home visit, care by teachers in student affair, and 4) 
sexual violence, the problems were not found since most of them lived with their family 
without being alone.  So, there were no opportunities for sexual problem to be occurred. 
 According to students’ asking, the aspect with highest level of problem was mental 
violence, 65.5%.  The aspect with the lowest level of problem was the sexual violence, 5.2%. 
 According to the Parents interview, found that overall situation of violence problem, 
the aspect with highest level of problem, was the physical violence, 13.2%.  The aspect with 
lowest level of problem was the violence causing loss or neglecting, 5.2%. 

According to the administrators and teachers’ interview, found that for physical 
violence, they never be abused or abused the others.  For sexual violence, most of them never 
be abused and never saw their friends being abused.  Their friends never told them that they 
used to be treated as sexual harassment or violation in their sexual right.  For mental violence, 
the students used to be mentally hurt by insulting, smearing, forcing unreasonably.  But, they 
never mentally hurt their friends.  For violence causing loss or neglecting, the students never 
be deserted to love alone. 

For the findings of implementation in lowering the students’ violence by using 
mediators, the teachers and students were developed competency in alleviating the students’ 
violence in school by mediators, the researcher conducted research based on 6 phases, found 
that the students’ violence problem wasn’t increased. But, it was likely to be decreased since 
the target group students extended as well as advertised to their friends. Consequently, some 
part of their friends started being aware and viewing the importance of alleviation in students’ 
violence.  For the two parties who used to have quarrelling, after experiencing the process of 
mediators, both sides forgave with each other, and turned to be friends by supporting each 
other as well as giving resolution that they wouldn’t quarrel again.  It was supported by 
Viboon Thamma’s (2007) findings , found that the guidelines for developing the concerting 
process of conflict management of Khon Kaen Court including: the introduction, the 
determination of dispute issues, the needs of two parties, implementation, surveying, and 
investigating of dispute issues in conference only one side, problem solving in conflict of 
disputation, establishment of contract for being compromised, in overall, was in “High” level. 
It was supported by Jirasak Chamnanwech’s ( 2007), study in guidelines for correcting 
peacefully, it should be focused on students’ special care as well as inculcation for knowing 
what was right or wrong, and social discipline as well as being role model for teenagers.  
Tanapat Saengjan, Nopadon Talabkaew, Yotin Kedisriyotin, and Suthamma Namwongsa’s 
(2010) studies the guidelines for decreasing the violence in school through mediators, found 
that after using this technique, both parties forgave each other, turned to be friends, helped 
each other, and promised that they would never quarrel again by signing their names in daily 
record of the command decision.          

 
Recommendations  

1. Recommendations from research findings  
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1) For violence in school, every division had to collaborate in solving the occurred 
violence by the teachers should train their students to be patient, and try to find problem 
solving technique together. 

2) For student enrollment, the qualified students for being mediators should be 
mature with their age, being selected since the credit was necessary in mediation.  The 
knowledgeable and competent, sacrificed, contemplative, should be selected for applying to 
work as team work in mediation on dispute in school. 

3) For training in providing basic knowledge, practice activity in role playing 
situation, should spent time most.  The training in other topic relating to the alleviation of 
violence as well as creation of unity in society as well. 

4) For simulation situation training, the students had to be skillful as mediators. 
Those who participated in role playing should have time for preparing themselves as well as 
being informed in advance they would have to play which role so that it would be as real 
situation more. 

5) The students should go for field trip study fro many places suchas the Justice  
Court, Provincial Protection Institute etc.  so that the mediation from each province would be 
compared. 

6) In mediation technique, the room should be prepared for negotiation so that the 
conflict cases  could speak personally as well as confidentially. 

7) It should be implemented based on model of guideline in lowering the students’ 
violence continuously and seriously by providing the training and organizing project further 
for developing the new cohort of mediators replacing the old ones.   

2. Recommendations for future research 
1) The study in guidelines for alleviating students’ violence in school on specific 

aspect should be conducted in order to solve problem directly such as physical violence, 
emotional violence, social violence, and intellectual violence etc. 

2) More duration of time in studying should be provided in order to compare 
information that how much the used model could reduce violence in school.   

3) The guidelines for decreasing students’ violence in school by using mediator 
should be extended to other institutions for lowering the problem of quarrelling as recent 
news. 

4) The findings of this study should be used as guidelines in establishing handbook 
of guidelines for reducing students’ violence in school.  
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ABSTRACT 
 
This descriptive research aimed to 1) study the condition of internal control administration 
toward budget of basic education schools under the  Office of  Kalasin Educational 
Elementary Service Area 2,  2) compare the differences of internal control administration 
toward budget of basic education schools between different size of schools and 3) suggest the 
guidelines of developing internal control administration toward budget of basic education 
schools under the office of  Kalasin Educational Elementary Service Area 2. Data was 
collected by using questionnaire, interview form and focus group session. Data was then 
analyzed through content analysis, frequency discrimination, value of percentage, mean and 
standard deviation. The data analysis for comparing differences of internal control 
administration toward budget of basic education schools regarding to school sizes was made 
through value of t-test. 

Research findings were as follows: 
  1. Overview condition of internal control administration toward budget of small size 
basis education schools was found with high level of action.  The first 3 highest mean of 
action were procurement system management, asset management and report of finance and 
work result.  For large size schools, the first 3 highest mean of action with high level included 
procurement system management, budget planning and report of finance and work result. 

 2.  The differences between small and large size schools concerning work condition of 
internal control administration toward budget were not found with statistical significance at 
level of  “.05” 
  3. Guidelines of internal control administration toward budget of basic education 
schools under the office of  Kalasin Educational Elementary Service Area 2 included; (1) For 
environment of control, administrators should explain detail of administrative structure to all 
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staff to understand and they might behave as a good role model for staff.  (2) For risk 
management, specification of organization missions and objectives should be made. All 
sections must be promoted to join work and problem analysis for evaluating the risk together. 
Responsible person for each activity should be appointed and the report of result should be 
made after finishing activities. (3) For activities of control, the clear formal memo of 
command for assignment might be provided for all staff. (4) For information and 
communication, up-to-date and qualitative system of servicing information and 
communication toward internal control should be actively provided. Meeting for consulting 
and sharing data and news about internal control should be regularly held, as well as 
preparing and sending the work result report to related sections. (5) For monitoring and 
evaluation, brain storming was conducted for revealing problems and weakness before 
finding guidelines of further amendment, improvement and development, as well as 
supervision, monitoring, inspection and evaluation.  By having determination on 
improvement, it could help to find the way of working for ultimate useful.  
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Background and significance of the problem  
 Under surroundings in globalization period,  there was a rapid change in 
globalization.  In addition, National Educational Act 1999, and the Revised Issue (the Second 
Issue) 2002 aimed to manage for Thai People to be perfect, good, competent, and happy to 
live with the others .  For implementation to accomplish goal with power and efficiency, it 
was necessary to offer decentralization and participation by every division.  It was supported 
by objective of the Constitution of the Kingdom of Thailand 2007 providing the structured 
management system and studying process of Thai Educational Management obtained unity in 
policy as well as variety in practice.  The decentralization was contribute to the Educational 
Service Area, and school.  It would cause the school to be agile, independent in management 
based on principle of School Based Management:  SBM which was foundation and strength 
for school to perform the educational management with standard quality and continuous 
development.  (Ministry of Education, 2003) 

Therefore, the educational institution or school as juristic person, would have the 
specified right and duty, or power, responsibility, and objective in laws as bureaucratic sector 
with legal person according to the law stating official management of Ministry of Education, 
under jurisdiction of the Office of Basic School Commission, aimed for Thai People would 
be perfect in physical, mental, intellectual, knowledge and virtue as well as moral and culture 
in livelihood, happy to live with the other persons.  The school or school administrators were 
responsible for the specification as direct power and function.  In addition to the gaining in 
power and duty as well as responsibility to practice, it was very indispensable to have 
implementation and management in academic, budget, staff management, and general work 
management to be efficient based on School Based Management as well as principle of 
national management and good society focusing on legal principle, virtue, participation, 
responsibility, being worthwhile, as an instrument in putting the vision and policy into 
practice.  (The Office of Basic Education Commission, 2007) 

According to the survey of internal control of auditing unit by investigated officers of 
the Office of the Audit Council, found that most of public work units, already had sufficient 
control system.  But, there was major weak point as it didn’t  follow “the System,” such as 
didn’t follow policy, rule and regulation, statues, resolution of Cabinet, and determined 
guidelines for work practice etc.  There were many work units had insufficient internal 
control, inappropriate, or weak points in some parts which needed to be improved the internal 
control system existing in some parts, and/or increasing the control in the insufficient part.  ( 
the Office of Audit Council, 2004) 
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The administers whose responsibility in determining the policy and measure of school 
control, should provide appropriate internal control system according to determination of 
internal control standard 2001.  The related staffs had major duty in school regarding to 
internal control for coordinating closely with the school administrators who took care of 
school budget including:  the chief of budget group.  According to background and 
significance of problem, showed that the resource and investment for education, was the key 
of educational management which would cause the implementation to accomplish goal as 
objective of educational management.  Therefore, the system in auditing, following up, 
evaluating, and controlling the budget expenditure in education as being economy, worth the 
expense, and efficient most, was very important topic.  (Policy and Plan Group, 2010). 

The researcher as a staff in Basic School, under jurisdiction of the Office of  Kalasin 
Elementary Educational Service Area, with responsibility in implementing the  school 
internal control, and establishing the internal control report based on regulation of Audit 
Council regarding to the determination of internal standard control in budget of Basic School, 
the research findings would be useful for Basic School in obtaining  guidelines for 
developing the internal control of Basic School to be efficient and effective for Basic School 
in general. 
 
 Research Questions 

1. What was the situation of Internal Control Administration toward Budget of Basic 
Education Schools under the office of  Kalasin Educational  Elementary Service Area 2? 

2. Were there any differences between different sized schools regarding to  
internal control management in budget? 

3.  What were guidelines for Internal Control Administration toward Budget of Basic 
Education Schools under the office of  Kalasin Educational  Elementary Service Area 2? 
 
Research Objectives 

1.  To study situation of Internal Control Administration toward Budget of Basic 
Education Schools under the office of  Kalasin Educational  Elementary Service Area 2. 

2.  To compare the differences of internal control management in budget of Basic 
School  between different sized schools. 

3.  To recommend the guidelines of Internal Control Administration toward Budget 
of Basic Education Schools under the office of  Kalasin Educational  Elementary Service Area 2. 
 
Research Hypothesis 

There were differences in the internal control management in budget between the 
basic school and different sized schools. 
 
Delimitation of Research  

1.  Population/samples  
1) Target Group during Phase 1; Random Sampling was administered by 

using Stratified Random Sampling according to 2 school sizes as small sized school, and 
large sized school.  The sample size was determined by using Yamane’s (1973, cited in 
Prapapon Sritrakoon, 2007) formula.  There were 121 schools as samples.  The sample size 
was determined based on proportion of District, according to school size.  The samples were 
121 administrators, and 121 chiefs of budget, total of 242 persons. 
  2)  Target Group during Phase 2; Structured Interview, collecting Qualitative 
Data for confirming the conceptual framework as well as establishing the question issues.  
Purposive Sampling was administered including the assistant director of  
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  under the office of  Kalasin Educational  Elementary Service Area 2, and 5 administrators, by 
using criterion as the experience in direct budget management, collaboration, willingness in 
providing information, and convenience in travelling. 

3)  Focus Group Discussion, 7 discussion participants consisted of 4  
administrators of 1) small sized schools including:  the administrators from Nong-fag-nong-
wa School, Promleesrisawang School, Sawangkijwittaya School, and Ban-na-ngam School, 
and 2) 3 administrators from large sized school including: the administrator from Sa-ad-na-
dee-silawit School, Nongbua-kururad-prachasan School, and Chaisri-reungwit School. 

2. Variables  
The researcher synthesized academic documents and research studies as Document 

Analysis relating the Internal Control in budget, which would be used as dependent variables 
of this study The variables of evaluating the efficiency and effectiveness of budget spending 
based on 7 aspects of budget management including: budget planning, cost calculating, 
buying-employing system management, financial management, and budget control, financial 
and performance reporting, asset management, and internal audit. 

 
Research Methodology 
             The design of this study was Descriptive Research including 2 phases  
of implementation.  Phase 1:  Quantitative Data collection to study situation of internal 
control administration toward budget of basic education schools under the  Office of  Kalasin 
Educational Elementary Service Area 2, and compare differences between internal control in 
budget of  different sized schools.  The samples were administrators and chiefs of budget by 
using     instrument as Questionnaire.  Phase 2:  Qualitative data collection, searching for 
guidelines in internal control administration toward budget of basic education schools under 
the  Office of  Kalasin Educational Elementary Service Area 2, and confirm data.  The target 
group included assistant director of Office of  Kalasin Educational Elementary Service Area 
2, and the administrators.  The instruments were Interview Form, and Focus Group 
Discussion. 
 
Conclusions and Discussions 

  1.  Situation of internal control administration toward budget of basic 
education schools under the  Office of  Kalasin Educational Elementary Service Area 2.   

The overall situation of differences in internal control management in small sized 
Basic School, the practice level was in “High” level.  Considering the highest level of 3 
average values, found that the system management in buying-employing, asset management, 
and report of financial and findings of implementation, the large sized school, in overall, the 
practice level was in “High” level.  Considering the highest level of 3 average values, found 
that the  buying-employing, budget planning, and reporting the financial situation.   It was 
supported by Supawadee Raktuem’s (2007) study in knowledge and work practice of teachers 
and administrators in internal control management, and compare the knowledge and work 
practice of teachers and administrators in internal control management of school, , under 
jurisdiction of the Office of  Trad Educational Service Area, found that, in overall, the 
administrators and teachers’ knowledge, was in “Low” level. It was supported by Payom 
Sasakoon’s (2007) findings, found that the administrators didn’t give an importance to the 
determination of policy and practice guidelines for trustworthy of system, reporting whether 
they were useful and related with each other.  They also didn’t view the importance of 
auditing and reviewing the report with information in the report whether they were useful and 
related with each other.  Furthermore, they didn’t investigated the information in 
implementation obtaining from financial report system. Moreover, the Sub-district Local 
Administrative Organization lacked of staffs with knowledge and competency in 
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investigating the internal control.  As  a result, the system of auditing and evaluating the 
internal control, wasn’t efficient as it should be.  The guidelines for correcting so that the 
internal control of the Sub-district Local Administrative Organization, would be more 
efficient:  the administrators should pay attention in determining policy in following up and 
evaluation the internal control, to compare data of the occurred implementation, with the 
information in analyzing and providing more knowledge, comprehension, and handbook of 
work practice regarding to the evaluation of internal control for organizational staffs.  It was 
supported by Parchai Unreun’s (2008) study in evaluation of work practice based on standard 
of internal control in finance, accounting, and supply of school under jurisdiction of 
jurisdiction of the Office of  Chiengrai Educational Service Area 4, found that the schools in 
jurisdiction of the Office of  Chiengrai Educational Service Area 4, had performance of work 
practice based on standard of internal control system in the financial, accounting, sand supply 
aspect, in “High” level.  For the environment of control aspect, found that the practice based 
on standard of internal control system in the financial, in “the Highest” level.  For the 
accounting, sand supply aspect, the work practice based on standard of internal control 
system in the financial, in “High” level.  For risk assessment aspect, found that the work 
practice based on standard of internal control system in the financial in “the Highest,” level.  
For the accounting and  supply aspect, found that the practice based on standard of internal 
control system in the financial, accounting, and supply in “High” level.  For theinformation 
communication and technology, found that the practice based on standard of internal control 
system in the supply in “the Highest” level.  For the financial and accounting aspect, the work 
practice based on standard of internal control system in the financial, in “High” level.  For the 
follow up and work practice skill  aspect, found that the practice based on standard of internal 
control system in all of 3 aspects : financial, accounting, and supply, the major problem was; 
the officers lacked of knowledge and comprehension, experience and skill in work practice as 
well as information technology system, follow up wasn’t thoroughly or continuously.  The 
school recommended that the seminar or workshop providing knowledge and comprehension 
in rules and regulations relating to financial and accounting of school, should be provided 
more.  Furthermore, the system for supervision, follow up, and auditing from the Office of 
Educational service Area, should be provided continuously. 

2. Comparison of differences in internal control system in budget of the Office of 
Educational Service Area between different sized schools. 

The differences between small and large size schools concerning work condition of 
internal control administration toward budget were not found with statistical significance at 
level of “.05” 

3. The internal control administration toward budget in elementary school about 
environment arrangement aspect were thus.  

1) For control environmental management, the guidelines for internal 
control management in budget of Basic School in the control environmental management, 
occurred as follows:  (1) the establishment of committee for controlling, monitoring, and 
following many tasks to be updated, (2) the establishment of clear structure of work, and 
understanding with school staffs to have common understanding, (3) the determination each 
staff’s responsibility as well as each division’s clear framework, (4) the allocation and 
collecting of resource in school in order to be appropriate and sufficient for implementation 
of internal control I school, (5) the administrators had to use every pattern of the public 
relation in organization for informing the co-workers in the administrators’ guidelines of 
work focusing on integrity and morality in work practice, (6) the administrators should 
specify important competency level for each kind of work practice.  Thde determined 
competency should be educational expertise, or work practice experience.  It was supported 
by Panarat Wasuwattanasri’s (2008) study the guidelines for implementation of internal 
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control of Provincial Special Education Center, found that the implementation of  internal 
control of Provincial Special Education Center, found that the overall situation in 
implementation of internal control, viewed that the surrounding control of Provincial Special 
Education Center, should be implemented by committee, the persons to be responsible should 
be appointed as in writing so that every people would participate in implementing the internal 
control in every step based on standard of internal control. 

2) For risk evaluation, guidelines for internal control in budget in Basic 
School, in the risk evaluation, were as follows:  (1) the conference for appointing the 
committee should be held, and the collaboration in determining objective the work goal, 
should be held, (2) the committee conference for determining process of risk evaluation and 
analysis as well as guidelines of risk management, should be held, (3) the conference for 
informing the school staffs to specify risk factor, and advising the technique of risk analysis 
in different cases, should be performed, (4) the collaboration in risk management and control, 
as the same direction in whole school in order to be unity in work management as well as 
work efficiency, should be developed , (5) every division should be enhanced to participate in 
task analysis and problem analysis in order to collaborate in evaluating the risk.   Narin 
Chamnando (2005) studied the internal control in Basic School, found that the overall 
internal control management of Basic School, was in “Good” level.  But, considering each 
aspect, found that the environment of risk control and evaluation, was in “Moderate” level.  
For practice guidelines in internal control of Basic School, should performed by appointing 
the committee, and offering opportunity for every division to participate in implementation of 
internal control of Basic School, every step. 

3) Control Activity, guidelines for internal control in budget of Basic  
School  in the control activity aspect, were as follows:  (1)  the findings of risk evaluation 
were analyzed for using in specifying the control activity appropriately, (2) the administrators 
should provide the control of duty in every level of work practice based on necessity 
adequately, (3) the follow up and evaluation in control activity, should be performed 
systematically and regularly, (4) the findings of evaluation in control activity should be 
improved and develop the control activity to be more efficient.  It was supported by Panarat 
Wasuwattanasri’s (2008) study the guidelines for implementation in internal control of 
Provincial Special Education Center, found that the committee should be appointed by 
writing so that every one would participate in every step of implementation in internal control 
based on standard of internal control.   

4)  Information Communication and Technology, guidelines for  
internal control in budget of Basic School  in the control activity aspect, were as follows:  (1)  
the information communication and technology in internal control, should be organized 
sufficiently, adequately, and recently, (2) the modern information technology should be used 
for increasing efficiency of internal control, (3) the importance sequence of information, 
communication, and technology should be ranked for elevating the efficiency of internal 
control, (4) the school staffs should be enhanced for being informed by various news 
regarding to budget for implementation in school, (5) the conference for consultation and 
sharing information in budget regularly.  It was supported by Tanapon Chjitprachit’s (2007), 
study in factors affecting internal control level of information technology in accounting, 
under system of financial management system, public sector of bureaucratic work unit, found 
that the environment of control in administrators’ work philosophy and pattern in integrity 
and morality in work management and practice.  For the aspect of specification in power as 
well as responsibility in structure of work unit, policy in staff management and development, 
in overall, the practice was quite good.  But, there were some disadvantages since most of 
work units, had good level of internal control information technology in accounting, but there 
were some disadvantages.  The practice was relevant to guidelines in general control as well 
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as work system control.  The level of  internal control in duty classification, was in “the 
Highest” level, which would prevent the risk, and help the internal control of information 
technology to elevate efficiency in the and control activity which was necessary and 
appropriate with work unit most as the software system control.  Considering the factor in 
environment of internal control, and level of internal control in information technology 
system of accounting, found that there was relationship.  If the official work unit included 
good environment of control, it would control.  So, the recommendations were provided that 
the system of internal control of information technology in accounting, should consider 
mission and objective, implementation characteristic, organization characteristic, to help in 
accomplishing objective of internal control. 

5) Follow up and evaluation, guidelines for internal control in budget of 
Basic School  in the follow up and evaluation, were as follows:  (1) the persons whose 
responsibility in each division, had to report performance of work practice monthly, (2) the 
working group for following up, should be appointed to follow up and evaluating thoroughly, 
(3) the findings of evaluation were used to improve and develop the internal control of 
school, (4) the report of evaluation to the public annually, (5) the brainstorming was organize 
for knowing the problem, disadvantage, and guidelines for correcting, improving, developing, 
and managing the budget work.  It was supported by Payom Sasakoon’s (2007) study in 
opinion on follow up and evaluation in internal control of Sub-district Administrative 
Organization, in Muang District, Lampang Province, found that the opinion was in 
“Moderate” level.  The administrators didn’t give an importance to the specification of policy 
and practice technique for trustworthy of system, report that whether it was useful or related 
with each other, didn’t give an importance in investigating and reviewing the report with the 
report, and information in report whether it was useful or related with each other, and didn’t 
investigating and reviewing the information in implementation obtaining from financial 
report system.  As a result, the audit system and evaluation of internal control wasn’t efficient 
as it should be.  The guidelines for correcting was to follow up and evaluation in internal 
control of Sub-district Administrative Organization to be more efficient as:  the 
administrators should pay attention to determination of policy in following up and evaluation 
in internal control by comparing the information of existing implementation, and information 
from collection as well as organizing the knowledge and comprehension, and handbook of 
work practice in evaluation of internal control for staffs in organization to be increased. 
 
Recommendations  

1. Recommendations from research findings  
1)  Workshop should be organized for providing as well as coaching the  

work task for teachers in order to gain knowledge and understanding in various rules and 
regulations relating to finance and accounting of school.  In addition, the system of 
supervision, following up, and investigation from the Educational Service Area, should be 
performed continuously in order to take care of and solving problem thoroughly. 

2)  The school administrators should implement for collaborating in  
determining the objectives or goal of implementation for determining the process in 
assessment of risk, analysis of risk, and guidelines for risk management, conference for 
informing the school staffs regarding to risk factor specification, and recommendation in  
techniques for risk analysis in different cases, providing for shared risk control, and 
enhancing every sector to participating in performing task and problem analysis for 
collaborating in assessing the risk for preventing or alleviating the risk. 

3)  The control in duty was appropriately provided based on necessity, as a part 
of regular work practice.  The following up and evaluation in the findings of control activity  
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were organized systematically and regularly.  The findings from evaluation were improved 
and developed the control activity to be more efficient. 

4)  The conferences for consultation and information sharing in budget  
Management, were held regularly in order to be able to develop the resource collection as 
well as investment for education of school to serve need in educational quality development 
of school appropriately. 

5)  The working group for following up and evaluation, was appointed.  The 
report in work practice was monthly reported.  Following up was enhanced to cover as 
system.  The assessment findings were improved and develop the internal control of school  
by providing the brainstorming for opinions in order to be informed the problems, weak 
points, and guidelines for correcting, improving, developing.  Furthermore, the report of 
findings in evaluation should be established to the public annually. 

2. Recommendations for future research 
1)  The study of internal control management in staff management, and  

academic management in Basic School, should be conducted. 
2)  The behavior of internal control management affecting educational  

quality of Basic School, should be conducted. 
3) The in-depth internal control management in budget of Basic School,  

regarding to factors affecting the school budget internal control, should be conducted. 
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ABSTRACT 
This study was a survey research type which has the following objectives: 1) to study the 

situation of Internal Quality Assurance in the education extended school, 2) to study the needs for 
implementation in Internal Quality Assurance of schools, and 3) to suggest the guidelines for 
implementation in Internal Quality Assurance serving the third round of External Quality 
assessment by the Office of accreditation of Standard and Educational Quality assessment. The  
target group composed of 8 Extended Schools in Ubonrat District under jurisdiction of the Office 
of Khon Kaen Primary Educational service Area 4. The instruments used  in this study were: 1) the 
Questionnaire that asked the needs for implementation in Internal Quality Assurance of schools 
with a five-level rating scale; and 2) the Handbook for Focus Group Discussion by using Demming 
Cycle:  PDCA as a framework in implementing the study.  Data were analyzed by tabulating the 
Frequency, Percentage, Mean, Standard Deviation. The findings were collected by using certain 
computer program  and ranked the order of the needs by using Modified Priority Needs Index (PNI 
modified) 

 

 The research findings found that: 

1) In the present situation of implementation in all of the four aspects, it was found that 
the practices in every aspect was in “Moderate” level while for the needed situation of 
implementation in every aspect, it was found that the needs were in “High” level.   



  2

2) The ranking the order of needs in many aspects were: 1) Planning; the highest level of 
need was the opportunity for every sector to participate in establishing the instruments for 
collecting data in Internal Quality Assurance, 2.2)  Doing; the highest level of needs was the 
supervision, follow up, evaluation, and enhancement the implementation according to plan 
continuously, 2.3) Checking; the highest level of needs was the data collection systematically and 
promptly, and 2.4) Acting; the highest level of needs was the usage of new and various techniques 
in development of every project/activity in order to implement with quality. 

3) The findings from Focus Group Discussion, guidelines for implementation in Internal 
Quality Assurance were proposed as follows : 1) Planning; every sector should be provided an 
opportunity in expressing one’s opinion, collaborating in thinking and doing in every step of 
Internal Quality Assurance System which would lead to the goal accomplishment of 
implementation in Internal Quality Assurance, 2) Doing; the schedule in monitoring, following up 
the work tasks should be determined clearly and continuously, 3) Checking; data should be 
collected systematically and promptly as a motivator as well as stimulator for reporting and 
investigating, and 4) Acting; the staff should be encouraged to participate in seminar training for 
application of new techniques in development of project/activity, and using the findings of 
External Quality Assurance for planning in the next round of Educational Quality Assessment 
which would lead to competency of the quality implementation. 

 

Keywords :  Implementation Needs, Internal Quality Assurance, Third Round External   

                     Quality Assessment 
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Background and Significance of the Problem 

The National Educational Act 1999, and the Revised Issue (the Second Issue) 2002 has 
specified clearly in the objectives and rationales of Educational Management focusing on quality 
and standard as well as Quality Assurance System for developing the quality  and standard. It 
included both the Internal and the External Quality Assurance so that the original affiliation work 
units and schools organizing the Educational Management Process be continuously implemented 
by establishing the annual report presenting the original affiliation work units, related work units 
that are transparent to the public. For the second round External Quality Assessment by the Office 
of Accreditation of Standard and Educational Quality Assessment, implemented until 2010, there 
were 197 schools which were evaluated, 142 schools were certified by the Educational Standard, 
55 schools were not certified. For those which were not certified in Standard 4 : the students had 
knowledge in analytical and synthesis thinking, critical thinking, creativity, considering, and 
vision. For Standard 5:  the students had necessary knowledge and skills based on curriculum. 
Standard 9: the teachers had competency in efficient learning and teaching management focusing 
on student-centered.  Standard 13:  the schools had appropriate curriculum with students and 
locality, instructional media facilitating the learning. The findings of second round External 
Quality Assurance of Basic Schools, the schools were not certified by Educational Standard 
including 4 Extended Schools in Ubonrat District, 4 schools were certified, total of 8 schools. 
Greater emphasis and concern were given to schools which were not certified and given standards. 

For the third round Educational Quality Assessment in Basic School, it focused on the 
improvement in level of Educational Quality Standard by  using average information from 3 years 
to confirm authentic quality of schools assessed by both of Quantitative and Qualitative Technique 
and Information as well as give an importance to school boards, school administrators, teachers’ 
quality, instruments and equipments, students’ quality and readiness, instructional management as 
student-centered, school-based management, and Internal Quality Assurance. According to the 
above current situations and problems, the researcher was interested in studying the needs for 
implementation in Internal Quality Assurance of schools, Extended Schools in Ubonrat District, 
under jurisdiction of the Office of Khon Kaen Primary Educational Service Area 4, according to 
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Demming Cycle : what was the implementation as well as guidelines for implementation in 
Internal Quality Assurance in schools to prepare for serving the third round External Assessment?  
In order to obtain useful information for school staffs for developing and improving the 
implementation in Internal Quality Assurance of themselves, original affiliation work units, and 
related work units in order to use the information in planning, providing support serving to the 
school needs as well as suggestions in Educational Management for quality students based on 
objective of curriculum, and further recognized by the society  

   
Research Questions 

1) What was the level of  the situation of the Internal Quality Assurance of Extended 
School in Ubonrat District? 

2) What was the level of the implementation needs in Internal Quality Assurance of 
Extended Schools in Ubonrat District, under jurisdiction of the Office of Khon Kaen Primary 
Educational Service Area 4, to serve for the third round of External Quality Assessment?  Which 
need was important after being ranked by considering the importance? 

 3) What were the guidelines of implementation in Internal Quality Assurance of schools as 
Extended Schools in Ubonrat District? 

 

Research Objectives 
1) To study the situations of implementation in Internal Quality Assurance of Extended 

Schools in Ubonrat District under the jurisdiction of the Office of Khon Kaen Primary Educational 
Service Area 4.   

2) To study the implementation needs of Internal Quality Assurance of schools, the 
Extended  Schools in Ubonrat District, under jurisdiction of the Office of Khon Kaen Educational 
Service Area 4 serving the third round of External Quality Assessment by the Office of 
Accreditation of Standard and Educational Quality assessment. 

3) To propose guidelines for implementing the Internal Quality Assurance of schools, the 
Extended schools in Ubonrat District, under the jurisdiction of the Office of Khon Kaen Primary 
Educational Service Area 4 serving  the third round of External Quality Assessment by the Office 
of Accreditation.  
 
 
 
Research Methodology 

This research was a Survey Research. It was entitled The implementation needs in Internal 
Quality Assurance of schools as Extended Schools in Ubonrat District under the jurisdiction of the 
Office of Khon Kaen Primary Educational Service Area 4 serving  the third round of External 
Quality Assessment , with following procedures and implementation techniques: 

1) Target Group included 8 Extended Schools in Ubonrat District under the jurisdiction of 
the Office of Khon Kaen Primary Educational Service Area 4.  The researcher specified the 
informant groups as two  parts : 
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                 1.1) The informants responding Questionnaire included 12 school administrators, and 
126 teachers in Extended Schools with a  total of 138 persons. 

      1.2) The informants in Focus Group Discussion included 4 school administrators, and 4 
teachers with experience in implementation of Educational Quality Assurance System as the 
representa t ives ,  to ta l  o f  in formants  in  Focus  Group  Discuss ion  =  4  persons .   

2) Variables used  in the study 

       The situation of implementation and needs in Internal Quality Assurance of schools, 
consisted of 4 aspects which were as follows :  1) Planning (P), 2) Doing (D), 3) Checking (C), and 
4) Acting (A).   

3) Instruments used for data collection 

       There were 2 kinds of research instruments: 1) the Questionnaire constructed by the 
researcher to study situation and needs as well as guidelines for implementation of Internal Quality 
Assurance with a 5 Level Rating Scale, and 2 the Handbook of Focus Group Discussion, the 
information obtaining from analytic findings of Questionnaire was brought into the issues of Focus 
Group Discussion for studying guidelines in implementation of Internal Quality Assurance in 
schools. 

4) Data Analysis 

Data were analyzed from the Questionnaire by tabulating and  analyzing the Frequency, 
Percentage, Mean (X), Standard Deviation (S.D.). The needs were ranked by the importance based 
on steps of implementation in Internal Quality Assurance of schools, step by step, the sequence of 
needs were ranked in order, from high to low using Modified Priority Need Index (PNI Modified ).  
For Focus Group Discussion, it was the analysis of basic information obtaining from recorder’s 
document recording the discussion by concluding the main ideas from document as well as 
deciphering from video tape recording of Focus Group Discussion in order to find conclusions 
from the findings of group discussion considering its situation.  Each issue was concluded, and 
presented as descriptive analysis.  

 

 

Conclusions and Discussions of the Findings 
In terms of the studies of the needs from implementation in Internal Quality Assurance of 

schools, it was found that all of the 4 aspects including:  Planning, Doing, Checking, and Acting, 
the situation in present implementation was in “Moderate” level while the level of expected 
practices were in “High” level.  It was also found that the average value of real practice level in the 
present time, was lower than expected practice level in every aspect.  It simply showed that the 
target group has the needs in every step of implementation in Internal Quality Assurance of 
schools. 
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 As far as the  ranking order of the needs for implementation in Internal Quality Assurance 
of schools is concerned, there were orders of implementation in Internal Quality Assurance in each 
aspect which were as follows: 1) the needs for implementation in Internal Quality Assurance in 
Planning:  the needs were found as follows:  the first order was to provide opportunity for every 
sector constructing the instruments for collecting data in Internal Quality Assurance, 2) the needs 
for implementation in Internal Quality Assurance in Planning, the order of needs were found as 
follows:  the first order was to supervise, follow up, evaluation, and support the implementation 
based on plan continuously, 3) the needs for implementation in Internal Quality Assurance in 
Checking, the needs were found as follows:  the first order was to store the information 
systematically and recently, 4) the needs for implementation in Internal Quality Assurance in 
Acting, the needs were found as follows:  the first order was to use the new and various kinds of 
techniques in developing every project/activity to be able to implement with quality.  For 
guidelines in implementation of Internal Quality Assurance, the following were concluded: 

The guidelines for implementation in Internal Quality Assurance as the needs based on 
opinion of participants in Focus Group Discussion including the school director, the assistant 
school director, the teachers as head of Internal Quality Assurance of schools were concluded as 
follows: 1) Planning; guidelines for needed implementation was to provide information for staffs 
to participate in perceiving information and presenting their viewpoints on implementation in 
Internal Quality Assurance so that every staff would participate in analyzing the guidelines for 
implementing the Internal Quality Assurance to accomplish goal, the staffs were provided 
opportunity in constructing the instruments for collecting data of Internal Quality Assurance to be 
searched for by staff, the staff were encouraged to participate in the training in Internal Quality 
Assurance so that they would obtain knowledge and comprehension as well as internal supervision 
regarding to Internal Quality Assurance continuously.  The findings from second round of External 
Quality Assurance were compared and improved the weak points of schools for the preparation of 
the next Educational Quality Assessment. The conference for informing, reviewing, creating the 
understanding in work process by using quality cycle, developing awareness and supporting the 
staff to give an importance to evaluate the project activity by quality cycle, and putting PDCA 
quality cycle in step of implementation in every activity and project. The record form of data 
should be provided for recording the performance in each step of quality cycle, 2) Doing, the 
guidelines of implementation as needed were: to organize the room for collecting documents and 
cooperation center in Internal Quality Assurance of schools for facilitating convenience as well as 
document collection for staff used in searching as well as reference source in applying information 
technology in data collection of the recent findings of quality assessment, providing sufficient 
resources for implementation such as the printing material and equipment in information storage, 
School QA, determining schedule for a clearer monitoring and following.  The committee should 
be appointed in monitoring and following up for a systematic supervision management, the 
administrators should monitor and follow up their staffs’ work regularly as well as encourage and 
provide morale in the work place, establish the present strategic plan to be relevant to the  school 
context, modify strategic plan to be up to date in accordance with Educational Basic Information.  
Schools that were not certified in the second round of External Quality assessment, their strategic 
plan should be adjusted to be modern congruent with what to be developed in order to serve the 
External Quality Assessment, 3) Checking:  the guidelines for implementing as needed were to 
organize the information into groups, standard, and indicators indicating the assessment criterion 
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that is clear in every indicator. The assessment findings were compared to criterion of evaluation 
and interpretation, conclusions, discussions in findings of assessment as well as recommendations 
in order to improve the assessment criterion to be adequate with school context. The framework 
and model of assessment needed to be planned clearly and accurately with what to be assessed, 
persons or working group to be responsible for establishing quality standard of schools  should be 
delegated obviously every standard, 4) Acting; the guidelines for implementing as needed were to 
use various and new techniques helping in developing the most efficient implementation. The 
findings of External Quality assessment should be advertised and coordinated to related work units 
as well as to the public. The magazines and report needed to be established in an interesting style, 
beautiful format, attractive, techniques for presenting should be searched for by bringing stimulus 
to interest. The findings of External Quality Assurance should be used for planning in evaluating 
the Educational Quality in next round , the problematic standards should be searched for guidelines 
in solving collaboratively, the persons to be responsible should be appointed, the working group as 
well as every staff collaborated in planning, analyzing the standards and indicators being assessed 
as well as problematic or were not  certified, in order to serve the next round of  assessment. 

       
Recommendations 

1) Recommendations from research findings 

  1.1) The Office of Khon Kaen Primary Educational Service Area 4, should organize a 
seminar training in providing knowledge and support for the  implementation of Internal Quality 
Assurance in schools relevant to the External Quality Assessment for preparing information or 
guidelines serving the third round External Assessment. 

 1.2) The schools should utilize  the research findings in improving and developing 
guidelines for implementation of their own Internal Quality assurance in all of the 4 aspects:  1) 
Planning; every sector should be given an opportunity in every step, and construct the instruments 
for collecting data in implementation of Internal Quality Assurance, 2) Doing; in implementation 
of Quality assurance, working facilities should be provided so that the work process would be 
moved quickly leading to the accomplishment of goal, 3) the Checking and evaluating, the schools 
should develop system in storing the information systematically and promptly , could be searched 
for as well as used as references, and 4) the usage of findings for improving work, new and various 
kind or techniques should be applied in development of every project/activity.  In addition, the new 
and many methods and techniques of modern technology, should be used to support the 
development of project/activity.  Furthermore, the findings of External Assessment should be used 
in planning for the next round of Educational Quality Assessment which would lead to the quality 
implementation. 

2) Recommendations for future research 

           2.1) The implementation in Internal Quality Assurance between schools using a systematic  
information technology for collecting data  should be compared with the schools that are not using 
information technology for collecting data in order to find differences between the performances of 
Educational Quality Assessment. 
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          2.2) The comparative study of implementation in Internal Quality Assurance among the 
schools passing the External Quality Assessment in “Good” level, with the schools which were not 
accredited by the Educational Standard, should be conducted. 

          2.3) The studies in implementation of Internal Quality Assurance with continuous 
supervision and follow up system should be conducted to find the implementation beneficial. 
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Introduction 
 

Historical Background 
 

Okinawa is the largest island in the Ryukyu archipelago, 956 miles south of Japan. Rich with its own 
traditions, the Uchinanchu (which means Okinawan people) existed independently as part of the Ryukyu 
Kingdom, with its own culture, music, dance, and language, called Uchinaguchi. 
 
Because of its position on the western Pacific Rim, it has not been able to escape the wars and crises in 
nearby larger states.  By the early 17th century, Japan, concerned about the militant Europeans (England, 
Spain, Holland, and Portugal) coming overseas from the south, and also seeing the value in Okinawa’s 
profitable trade traffic, invaded the Ryukyus in 1609 (Kerr, 2000).  The Okinawans had no defenses and 
the kingdom was ransomed to the Japanese through accepting Japanese control of their overseas 
commerce and heavy annual taxes.  
 
England, France, Russia, and the United States all had an interest in Okinawa. Americans first occupied 
Okinawa in 1854 with Commodore Perry’s opening up of Okinawa’s ports for trade.  Perry proposed a 
military base to be established at Naha and that the US should keep Okinawa under surveillance. 
President Pierce did not share his interest and so Perry withdrew.  England, France, and Holland later 
asked Okinawa to enter into treaty relations, but these Western interests in defenseless Okinawa alarmed 
Japan, who responded by sending an imperial military force to Naha.  Okinawa protested this garrison, 
saying that this move would attract Japan’s enemies who were not their own (Kerr, 2000).  



 
In 1874, a formal agreement between Japan and China mentioned Okinawa only as “subjects of Japan.” 
Annexation of Okinawa by Japan was well underway, but after seven years of non-cooperation and 
stubborn arguments with the Okinawans, Japan finally deposed their king, abolished their royal 
government, and created the Okinawa Prefecture (Kerr, 2000).  From 1879 to 1945, Tokyo set policies 
that were designed to win Okinawan loyalties and to assimilate the island people.  It is during this time 
that Uchinaguchi, as well as other indigenous languages that once thrived on other islands in the Ryukyu 
chain, were devalued and replaced by the legitimation of the Japanese language.  
 
Okinawa slipped out of the world’s attention until the Battle of Okinawa during WWII, a deciding factor 
in breaking Japanese resistance. In early June, 1945, Tokyo had renewed its determination to continue 
fighting.  On June 22, the Okinawa campaign ended in a victory for the Allies.  When Tokyo saw the 
Okinawan barrier was gone, other ways to bring about the end of war had to be considered.  The home 
islands would not suffer as Okinawa had (Kerr, 2000).  After 82 days of fighting, with 12,000 American 
lives and 90,000 Japanese military lives lost, the battle was over.  Yet the Okinawan people made the 
highest sacrifice on behalf of Japan as over 62,000 Okinawans died; the majority being civilians who 
were caught tragically and helplessly between the two opposing armies.  
 
Then, with Hiroshima and Nagasaki, came Japan’s surrender.  Its sovereignty, according to the Potsdam 
Declaration, would be limited to the islands of Honshu, Hokkaido, Kyushu, and Shikoku, as well as to 
minor islands as determined by the Japanese.  Since the Ryukyus were not mentioned by name, they were 
part of the minor islands, and thus given over to the US for an indefinite time (Kerr, 2000).  When the 
surrender came, all remnants of the Ryukyu kingdom had been bombed, and over 90 percent of the 
population was homeless. 
 
From June, 1945, until April, 1952, the Okinawa Prefecture was held by the US as an enemy territory, 
until its status was changed to friendly territory. 

 
The history of Okinawa is essentially the story of a minor kingdom with few resources, and of an 
unwarlike people, forever seeking balance between powerful neighboring states…Japan has taken 
China’s old place as the home of spiritual allegiance, while obligations to be discharged in day-
by-day economic life and conduct of government are now owed to the US. (Kerr, 2000, p. 15) 

 
This perpetual struggle of being caught between two nations is playing out today.  There exists a degree 
of ambivalence toward the Okinawans by the Japanese who do not consider them to be Japanese but value 
their annexed commerce, and a degree of useful military importance by the American military who 
continued to use Okinawa as training grounds during the Korean and Vietnam Wars.    
 
The Life Experiences of Amerasians 
 

One’s identity cannot be summed up by single factors, such as race, religion, or language.  There is a rich 
diversity in mixed-race people and multicultural families and communities.  Yet a single factor may be 
the genesis of all sorts of prejudice, and biracial children wear diverse physical features that distinctively 
mark their differences.  
 
Japan is thought of as a homogenous nation, but this notion of racial purity is a myth.  Yet a certain 
idealized standard of beauty continues to be promoted in the Japanese media.  Most mainland Japanese 
are not familiar with Okinawa and only know it as a vacation spot two hours away by plane.  One of the 
authors of this paper has an Okinawan mother who remembers being asked by mainland Japanese in the 
States if Okinawans wore shoes.  Because little is known about Okinawa in general, the mixed-race 
children living there are also not well understood.  



 
In Bram Stoker’s Dracula, he writes “But a stranger in a strange land, he is no one: men know him not –
and to know not is to care not for.”  How much more complex must the challenges be for those who are 
not strangers in a strange land, but were born into the very community in which they are seen as 
foreigners.  
 
The changes in terminology for Amerasians reflect a desired move toward acceptance, positivity, and 
inclusiveness within Okinawan society.  Ainoko was the first term in use to describe multiracial people, 
literally meaning “mixed child” but often pejoratively translated as “half-breed.”  Incidentally, this once 
negative term is currently claimed as a positive term by some mixed-race people in the US, similar to the 
“n” word used by some African-Americans.  This term became widely-used after WWII for children born 
to Japanese women and American servicemen and thus became associated with poverty and 
abandonment.  The opposition to interracial marriages existed until 1952, which allowed US servicemen 
to leave after their tour of duty without having to take responsibility for the children they fathered (Otani, 
2009).  
 
The most popular term nowadays used to refer to biracial people is haafu, from the English word “half.” 
The problem with this term, however, is that they are still portrayed as outsiders, an Other, “unable to 
become fully Japanese” (Otani, 2009, 5).  Another term is dabaru, from the English word “double,” and 
emphasizes their full membership in two groups, having twice as much culture as the monoracial people.   
There is a positive association with this word, yet it appears to ignore the reality that people of mixed-race 
find they are unable to be accepted fully as Japanese.  Also, it exerts a pressure on mixed-race children 
that they must possess a certain degree of “Americanness,” in particular the ability to speak English 
(Otani, 2009).  Those who have white features and are able to speak English are looked upon more 
favorably than those who do not possess such linguistic competence because of the stigma that low 
English skills are the result of the father having abandoned the family.  Still, neither haafu nor dabaru 
carry the negativity that ainoko does, so these terms are preferred.  
 
Apart from genotype and phenotype, Amerasians have yet another distinctive feature in their background 
in that they are tied to the US and its military.  Since the end of WWII, Americans formally occupied the 
island from 1945 to 1972.  Then, in May of 1972, control was reverted back to the Japanese, ending the 
formal American military occupation. Bases and troops did not leave the island, however, as part of the 
Security Treaty signed between Japan and the United States. Okinawa, the “Keystone of the Pacific,” and 
its strategic location is optimal for the U.S. as a stronghold in the Asia-Pacific region (Keyso, 2000).  
 
With 75 percent of all U.S. troops based in Japan stationed in Okinawa, and military bases covering 20-
30% of the island, the islanders plead with Tokyo to accept more responsibility and host a larger portion 
of the military facilities.  Tokyo’s reluctance is blamed on lack of space and public resistance on the main 
island.  With the bulk of US troops still on Okinawa (over 22,000 soldiers), they remain “a reminder to 
the islanders of their country’s loss in battle and the price Okinawa continues to pay for that defeat” 
(Keyso, 2000, 138).    
 
The Amerasian School in Okinawa (AASO) and Bicultural Identity Construction 
 

The Amerasian School in Okinawa was founded in 1998 by five Japanese wives of Americans working 
on the military bases, led by Midori Thayer, the principal of AASO.  Their children had experienced 
prejudice and bullying in Japanese public schools and so the school was created as a safe space for these 
bicultural children.  Many of the students have experienced racially-prejudiced attitudes in the local 
community, by other children but also by adults (Furutaka, n.d.).  The curriculum is unique in that it aims 
to incorporate both an American and a Japanese syllabus.  The goal is to provide an education that 
includes the languages, histories, and cultures of both nations.  From Kindergarten through the 9th grade, 



the school prepares students for entering Japanese high school, American base schools, or to high school 
in the USA (Furutaka, n.d.).  
 
The unique AASO curriculum involves not only the teaching of dual languages and cultures, but also the 
cultivating of self-esteem, acceptance, and healthy bicultural identity construction, a positive impact of 
culturally-relevant teaching (Delpit, 2002; Ladson-Billings, 1995; Nieto, 2002, 2010; Sleeter & McLaren, 
1995).   
 
In a strong bicultural identity, persons usually holds dualistic perception of themselves and they tend to 
display “a greater critical understanding of social contexts and a greater proficiency for giving voice to 
their experience as bicultural human beings…” (Darder, 1995, p. 326).  In order to fully understand and 
participate in their culture, they need consistent opportunities to engage with other members of their 
cultural group.  Darder (1995), writing about Latino students in US classrooms, cites Gloria Johnson 
Powell’s (1970) work which suggests a significant correlation between “positive self-concept and a 
student’s opportunity to learn and develop academically within a school setting that respects, reinforces, 
and enacts their cultural worldview” (Darder, 1995, p. 327).  The voices of bicultural students have shown 
to be developed in healthy ways through the presence of adults in their classroom environments who 
“legitimate their perceptions, insights, and concerns” (Darder, 1995, p. 327).  This knowledge, and the 
authors’ strong belief in the affirming power of culturally relevant teaching, guides the work in this 
curriculum development project.    
 
Curriculum Project 
 

To assist in supporting the goals of AASO’s curriculum, this project’s purpose is to support the following 
objectives.  This curriculum development project seeks to: 

 build competencies in bilingual and second-language teaching and learning; 
 utilize cultural content to support second-language learning; 
 build reading-and-writing competency strategies in both the Japanese and English languages; 
 identify successful pedagogical practices for bilingual/bicultural students; 
 identify culturally-sensitive strategies for teaching and learning in a multicultural setting; 
 and support bicultural success for bilingual/bicultural students. 

The next section, Designing Instruction for a Multicultural Setting, will provide the framework and 
backdrop of utilizing a multicultural perspective in a curriculum development project such as this one.   
  

Designing Curriculum for a Multicultural Setting 
 
Multicultural perspective is relating to, reflecting, or adapted to diverse cultures.  Pedagogy is the 
theoretical framework on which all teaching and learning are based.  Pedagogy is the lens through which 
educators construct, conduct, and reflect on their practices. 
 
Multicultural Pedagogy is an instructional approach which seeks to connect the instruction to the learner 
by facilitating reflecting and adaptations to diverse cultural perspectives.  This approach seeks to share 
different beliefs, traditions, and practices; provide exposure to differences to become more comfortable; 
learn to be tolerant of other cultures; and to learn to become culturally sensitive.   
 
The multicultural instructional teacher must possess pedagogical knowledge of the characteristics of 
students from diverse ethnic, racial, cultural, and social class groups; of prejudice reduction theory and 
research; and of teaching strategies and techniques.  He or she must have a reflective and clarified 
understanding of his/her cultural heritage and experience and knowledge of how it relates to and interacts 



with the experiences of other ethnic and cultural groups.  It is imperative to also have clarified and 
positive attitudes towards different racial, ethnic, cultural and social-class groups.  The teacher’s 
pedagogical skills must facilitate making effective instructional decisions; a reduction of prejudice and 
intergroup conflict; and formulate and devise a range of instructional strategies and activities that will 
facilitate the academic achievement of students from diverse racial, ethnic, cultural, and social-class 
groups. 
 
Banks (2006) examines four levels of cultural integration in teaching and learning within a classroom 
community.  Level one is the Contribution Approach.  At this multicultural level the instructional 
approaches focus on heroes, holidays, and discrete cultural elements.  This would be the learning about 
Dr. Martin Luther King and his impact on modern America.  Level two is the Additive Approach.  This 
multicultural level focuses on content, concepts, themes, and perspectives being added to the curriculum 
without changing its structure.  This is evident with when the curriculum lends itself to the study of Black 
History month and the impact of African Americans on America.   Level three is the Transformative 
Approach.  This level is a culturally-relevant approach where the learning community has a structure of 
the curriculum that is changed to enable students to view concepts, issues, events, and themes from the 
perspective of their diverse ethnic and cultural groups.  An example could be the study of the history of 
wars America has engaged in.  Then shifting the teaching and learning to current conflicts and including 
the perspective of a student whose parent is participating in a current military action.  Lastly the fourth 
level is the Social-Action Approach.  At this culturally relevant level the learner makes decisions on 
important social issues and takes action to help solve them based on their personal belief systems.  To 
extend the previous concept, a classroom community would engage in dialogues about the relevance of 
war, the impact on society, and some of the possible resolutions.  The class could then be moved to create 
care packages for military personnel in current conflicts. 
 
In this approach learning happens within the context of culture.  A multicultural perspective provides a 
variety of instructional strategies that are connected to different learning styles while seeking to build 
bridges of meaningfulness between home and school.  Lastly, the approach enables students to be better 
human beings and more successful learners. 
 

Instructional Strategies for a Multicultural Setting 
 

In order for teaching professionals and support staff to meet the needs of bilingual and bicultural students, 
they must be reflective and respectful practitioners who have a strong willingness to continue to learn 
both from and with their students.  While there are ways in which all learning is enhanced by skilled 
teaching, the learning of bilingual/bicultural students is particularly responsive to sensitive and 
perspective-honoring teaching.  This teaching must be specifically addressed in both preservice and 
inservice professional development (Rodriguez & Sjostrom, 1997).  Even teachers of the same cultural 
and linguistic background as their students need to be reminded what it is like not to know.  They 
themselves have grown beyond the skills and perspectives of their students; as a result, they need to be 
sensitized and sensitive to their students’ levels of understanding.   
 
In every classroom, cultural moments happen.  The wise and perceptive teacher notices these moments 
and uses them as opportunities for student reflection and growth.  In the process, students will gain a 
sense of appreciation for who they are and how they think and learn (Sousa, 2006).  While each student’s 
brain is a unique construction of styles and synapse patterns, being aware, as the learning leader of the 
classroom, of the general patterns of brain development supports the learning of each unique student in 
the classroom.  Learning and culture must be inextricably bound in order for students whose identities lie 
in two or more groups.  The primary culture and language must always inform the work of the classroom.  
No student will learn from a teacher who does not understand and live out this axiom (Chen, 2009).  
 



As a part of respecting the primary culture and language of students, each teacher must, first of all, regard 
each student as a learner first and a bilingual/bicultural learner second.  This means that the primary 
language and culture of each student must be used as the scaffold for second-language learning.  Reading 
and writing are most strongly learned within the context of the primary home language (Chen, 2009).  
That primary language then becomes the strategy for literacy learning in the second language.  At the 
same time, this process from first to second language builds self-respect in the learner, supporting identity 
development along the way.   
 
Literacy development – writing and reading – must be validated by the proficient bilingual/bicultural 
teacher.  That literacy development is a primary goal of every classroom.  In the bilingual/bicultural 
classroom, however, that development swings from primary language to secondary language and back 
again, supporting the language and conceptual understandings of students with roots in two cultures and 
two languages.  For the identity development of bilingual/bicultural children, the dominant or primary 
language must be encouraged to remain dominant and primary.  For these children, self-defined identities 
can strengthen or weaken classroom learning.  It is the responsibility of the teacher to honor the identity 
of each student, knowing as much as possible about each student’s cultural perspectives and identity.  
Only a teacher who works to know students personally and thoroughly will successfully support optimal 
learning and development. 
 
That personal and thorough study of each individual child’s culture and perspectives will naturally lead to 
a sensitivity toward the cultural and linguistic perspectives of the family of each learner.  While families 
within the same language group will have similarities, they will each have unique perspectives based on 
family histories and values.  It is the task of the responsible professional to be sensitive to these individual 
histories and values (Sheehan and Jansen, 2006).  In the process, families and students alike will feel 
honored and validated.  That honor and validation will then support the learning and development of the 
student in the classroom. 
 
The multicultural strategies described here are still broad and in need of further definition.  That 
refinement will develop throughout the study.  What is known at this point of the work is that the teachers 
in the study will need to be committed to ongoing learning, both from themselves and from the students 
they teach.  These teachers will also need to make a commitment to ongoing reflective practice (Palmer, 
2007) as they teach and learn.  In the process, they will also commit to celebrating the success of each 
bilingual/bicultural student with whom they work.  Celebrating successful learning, both large and small 
steps, will, in turn, support the personal journey of each bilingual/bicultural student in the classroom. 
 

Implications for Cross-Cultural Connections 
 
While the focus of this paper is on the Amerasian experience in Okinawa, it is also valuable to recognize 
the common experiences and similarities of bicultural children in other contexts in order to best 
understand how to support them.   
 
If an attempt were made to list all of the bicultural identities represented in our world today, the list would 
be neither accurate nor exhaustive.  How individuals identify themselves or are identified by others 
evolves and changes over time.  Many that we might term bicultural are more accurately multicultural.  
For the purposes of this paper, three different bicultural experiences will be discussed:  Haitian 
Americans, Indo-Canadians, and Maori-Pakeha. 
  
One of the authors of this paper is Haitian-American.   Both of her parents were born and raised in Haiti. 
In their mid-30s, they immigrated to the United States.  She and her four sisters were born and raised in 
the United States.  Both Haitians and Haitian Americans have been called by many different names:  boat 
people, Frenchies, AHA’s (African-Haitian-American), and Afro-Caribbean (Danticat, 1995). First 



generation Haitian-Americans have had the traditional struggle of biculturals- too Haitian to be an 
American, too American to be Haitian.  In an effort to be accepted and understood by the dominant 
culture, they have all too often been willing to assimilate themselves to death.   If they have not yet 
learned to speak English like a native speaker, they are silent.  When confronted with knowledge of social 
norms like “What are you going to be for Halloween,” they panic and quickly change the topic of 
conversation.  At home, they are faced with the pressure to learn the American way and love it while still 
living in a Haitian home filled with Haitian culture and expectations often in contradiction to the 
“American way.” In the end, their greatest struggle is with self-acceptance.   
 
As a child, this author was faced with such challenges.  During recess, one day her parents came to the 
school to pick her up.  While she was thrilled to see her parents and excited to go home early, her joy 
would quickly turn to shame and sadness.  In the hallway, as she gathered her belongings, her classmates 
began to taunt and jeer “what’s that ‘bullah, bullah’(imitating both her parents accent and language) talk 
your parents were saying.”  She wondered “why didn’t my teacher come to my rescue…Why did my 
parents have to open their mouths?  Why aren’t I like the other black kids?”  
 
The acculturation of both Haitian Americans and Haitians in the United States is filled with 
discrimination and frustration.  Both children of Haitian immigrants and Haitian Americans are constantly 
forced to investigate race while trying to understand racist attitudes towards American minorities (Docet 
& Suarez-Orozco, 2006).  The Haitian immigrants have often been identified by their dark skin and 
proclivity towards speaking only Kreyol (one of two languages spoken in Haiti, the other being French) 
instead of French, a language considered more acceptable and belonging to the upper class (Danticat, 
1995; Docet & Suarez-Orozco, 2006).  Haitian-Americans become identifiable by their parents or 
extended family and face the same ridicule. Struggling to assimilate, these children often lose any sense 
of culture as they begin to devalue being Haitian and esteem the American way.  
 
Second-generation Indo-Canadians (born of one Canadian parent and one East Indian parent) share a 
similar struggle.  Sodhi suggests that these two cultures combine individualistic (Canadian) and 
colletivistic (East Indian) world views.  At times, these two world views are in opposition.  Children are 
expected to be private and independent at the same time, capable of group decision-making, and 
adherence to a general value system (Sodhi, 2008).  They wrestle with this cultural dissonance.  They are 
uncertain where to go to get support for embracing their biculturalism.  They are often unable to 
successfully move through Phinney’s three stages of ethnic identity:  Unexamined Ethnic Identity, Ethnic 
Identity Search and Achieved Ethnic Identity (Sodhi, 2008). 
 
Sodhi further describes a “cultural gap.” This occurs when first generation Indo-Canadians and second-
generation Indo Canadians find difficulty in understanding or communicating with one another. There has 
to be passing on of culture and tradition through a comfortable exchange between generations.  In this 
way, there can be a preservation of the culture.  In addition to the contribution of the family in helping 
children navigate their bicultural identity, the school system is also responsible.  The Canadian 
government and school system is committed to providing bilingual education where half of a student’s 
classes are taught in their native language and where language and culture are incorporated and celebrated 
in the curriculum (New Zealand Ministry of Education, 2011).  Steve McCarty, a professor of EFL 
(English as a Foreign Language) states the benefits this way:  “It appeals to the better nature of people to 
see languages and cultures not as problems to be solved by assimilation but rather as human rights and 
resources for mutual enrichment” (McCarty, 2007). 
 
The last example of biculturalism is found in New Zealand.  The Maori (indigenous people of New 
Zealand) and the Pakeha (Europeans who colonized New Zealand) according to many have struggled to 
live with mutual respect. In 1840, the Treaty of Waitangi, was signed by both groups of people and 
guaranteed Maori citizenship.  However, there remained an imbalance of cultures.  The Pakeha continued 



to dominate in schools, politics, and in society in general (Boig, 2009).  Although there exists a 
commitment to equal representation among the cultures, there still remains a disparity.  Far more 
frequently, representations of Maori people and culture are more visible.  In 1981 the creation of The 
Köhanga Reo (Curriculum designed for the Maori) assured a more appropriate and inclusive approach to 
teaching Maori children (New Zealand Ministry of Education, 2011). 
 
Melinda Webber describes the challenge of the Maori/Pakeha as particularly challenging given the dual 
presence of both cultures in New Zealand.  Webber suggests the “Maori/Pakeha descent face struggles in 
attempting to identify themselves, to unite and find sanctuary in either Maori or Pakeha societies that 
continuously define hybrid or ‘half caste’ others as different and inferior” (Webber, 2009). The term  
hybrid to represent this new culture has been viewed with great suspicion by the Maori.  They are as eager 
to claim the Maori/Pakeha as Maori as the Pakeha are inclined to term them Pakeha.  The Maori are 
currently the minority and are fearful of losing more of the Maori culture to hybrids (Webber, 2009).  
These children are viewed in contempt.  Reluctant to identify with either of their parents, they settle for 
being considered an “other.”  In the end, they wrestle with safely and successfully identifying and 
appreciating a new identify.  
 

Conclusion 
 
While this project is ongoing, some conclusions can be drawn from the initial work being done so far.  
One is that, while curriculum projects are designed to be put to use within the classroom, the students are 
not removed from their families and the communities in which they live.  A good curriculum is not 
isolated from the realities of students’ lives, and so calls for the inclusion of approaches like culturally 
relevant pedagogy.  The curriculum should speak to the students and they should be able to easily find 
themselves within it.   Additionally, teachers themselves should be knowledgeable about the students they 
teach and the communities in which their students live. 
 
Secondly, while the issue of bullying in schools is troubling, even more so is the idea that teachers would 
be complicit with any bullying and harassment in the classroom because it is simply easier. Empowering 
teachers to confront situations and utilize strategies for conflict resolution is a necessary component in 
classroom management and behavioral research studies. 
 
Lastly, the needs of biracial and bicultural children may be both similar and different from the needs of 
monoracial and monocultural children, but a distinctively powerful element of engaging their academic 
and cultural interests is to provide understanding and acknowledgement for the sociocultural and 
sociopolitical worlds through which they must navigate, and to populate their classrooms with culturally-
aware, culturally-sensitive teachers.   
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Second Language Learners: Listening to their Voice, Attending to the Challenges 
 

When information began surfacing about the atrocities committed by the Khmer 

Rouge during Pol Pot’s reign of terror in Cambodia, the post-Cold War world was 

stunned by the horrific cruelty that had been enacted against the populace of Cambodia. 

The reality of the brutal treatment of ordinary citizens whose only crimes were to have an 

education or an independent thought was almost incomprehensible to modern civilized 

peoples everywhere. Yet, repeatedly thousands of childhoods are lost to similar cruelty 

committed against innocents living in countries experiencing ethnic cleansing, civil war, 

or devastating political upheaval. It is almost as though cruel leaders who have risen to 

the top of various governments in turmoil have attended the same school to learn the 

ways of terror (Klein, 2004). Thus, citizens from a variety of countries persist in their 

attempts to escape to countries of asylum where they may at last experience a degree of 

safety in anticipation of new lives through refugee resettlement. 

The purpose of the workshop is to address selected challenges encountered by 

newcomer refugee English language learners (ELLs) and their families as they adjust to 

school and life in U.S. American society. First a current demographic overview of the 

refugee resettlement landscape in the United States will be provided. Next, issues that 

emerged during interviews with newcomer ELLs and conducted by undergraduate 

teacher education candidates will be discussed. Subsequently, critical information for 

educators regarding implications for best practice in support of the student during the 

adjustment period will be identified. 

Legal immigration to the United States may occur in three different ways – as an 

immigrant, refugee, or political asylee. While each process is different, once the legal 



processes for immigrants, refugees, and political asylees have been completed, the 

newcomers are entitled to the same recognition and rights, including legal residence in 

the U.S. and the potential to obtain United States citizenship (Martin & Hoefer, 2009).  

Not surprisingly, the circumstances that precipitate the refugee or asylee process combine 

to make children who have endured such experiences more vulnerable to school failure 

(Portes & Rumbaut, 2006). Demographic information reveals that teachers and 

administrators may expect to see newcomer ELLs who are refugees and asylees in their 

classrooms. They will arrive from Iraq, Burma, and Bhutan as well as China, Ethiopia, 

and Haiti with the hope of success in learning English in order to thrive in school. 

Learning to live in at least two cultural and linguistic worlds is perhaps the most 

pervasive challenge all newcomer ELLs must endure (Portes & Rumbaut, 2006). To 

facilitate an emergent comprehension of the challenges inherent to developing a 

bicultural identity through second language acquisition and acculturation, teacher 

education candidates enrolled in a course on second language acquisition were required 

to select and interview an individual who had learned English as a second language in 

United States public schools. The assignment was also intended to provide insight into 

how second language learners view learning in the United States.   

Specific guidelines for selecting interviewees and conducting the interview were 

delineated. A mandatory list of interview questions was provided. Selected questions to 

be utilized by the interviewers included the following: 

 What language did you speak at home as a child when you were attending U.S. 
public schools? 

 Did you have reading materials in your heritage language in your home while 
growing up? 

 Did you have reading materials in English at home while attending U.S. public 
schools? 



 Describe your initial attitude regarding learning English as a second language? 
Did your parents share a similar attitude towards English?  

 Did you ever read about or listen to stories written by or about people from your 
country in the language arts classroom? (Ask for examples if the answer is yes.) 
How did that make you feel? 

 What do you want all teachers to know about you, your culture, and your 
language? 

 
After conducting the interview, each student was to submit in a typewritten 

format the questions and subsequent responses from the interviewee and then share the 

results of the interview in small groups. Through discussion within small groups, the 

teacher education candidates had to select two themes related to second language 

acquisition that emerged from the responses of the interviewee. These themes were to be 

researched for a paper and oral presentation depicting the interviewee’s “voice.” 

Several cogent themes surfaced during each interview and will be discussed in 

terms of what the interviewees had to say as well as what is mentioned in current 

research. Multiple implications for the classroom, educators, administrators, and schools 

will be explored. In an era of high-stakes testing and extreme budget crises, the 

temptation will be to diminish the humanistic strategies and practices that would better 

serve all students. However, the unique needs of ELLs, especially newcomer ELLs, do 

not go away simply because there are tests to take or budgets to reconcile. The successful 

education of all students, including newcomer ELLs, will ultimately impact the future of 

the United States. Providing what is needed today will assist students in the process of 

adjustment and acculturation while leading the way to a brighter forecast for the future of 

the nation.   

 During the workshop additional information about the student voice projects and 

procedures will be given. Participants will gain insights into the needs and educational 



desires of newcomer refugee ELLs. Session participants will also obtain accurate 

information about refugee resettlement in the United States and how classrooms may be 

affected. Recommendations for meeting the challenges encountered by newcomer ELLs 

and their teachers will be offered. 
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Background. The Committee on Prospering in the Global Economy of the 21st Century 
(“Committee”) supports summer camp education programs for classroom teachers that focus on 
increasing content knowledge. Many school children are systematically discouraged from 
learning science and mathematics because of their teachers’ lack of preparation, or in some 
cases, because of their teachers’ disdain for science and mathematics. This project addresses the 
lack of content knowledge and work to resolve related issues with teachers in grades 5-9 who 
teach units of chemistry.  
 
Focus on Teachers. This project will focus on teachers in grade 5-9 who teach Chemistry and 
Physical Science. Stipends and curriculum materials are provided to teachers who participate in 
summer camps and follow up activities focusing on chemistry content and pedagogy which 
involves active learning. 
  
Scope and Content of Project. Students learn chemistry over several years through a vertically 
aligned curriculum. Chemistry in SC is first introduced in Grade 5 through the unit called 
Properties of Matter. It is re-introduced in Grade 7 (middle school science) and Grade 9 (physical 
science). A startling 93% of physical science teachers in grades 5-8 have inadequate content 
preparation. (See Committee report above). In grades 9-12, 63% of physical science teachers and 
61% of chemistry teachers have no major or certification in the area they teach demonstrating 
inadequate content preparation.   In addition, content will include teaching active learning 
pedagogy and learning through inquiry.  
 
Inquire To Engage in Chemistry (ITEC) serviced twenty 5-9 grade teachers in three low 
performing school districts who teach units of chemistry through three Super Saturday 
workshops and a week-long summer camp in which strategies for teaching chemistry to middle 
level students as well and hands-on laboratory activities were mastered. 
 

Evaluation of the effects of this project on both teachers and students are presented.
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Evidence of the Demonstrated Need for the Program 
In 2000, 93% of US students in grades 5-9 were taught physical science by a teacher lacking a 
major or certification in the physical sciences (chemistry, geology, general science, or physics). 
An implementation action resulting from this report is to “Strengthen the skills of 250,000 
teachers through training and education programs at summer institutes, …, training programs.”  
 
The SC Department of Education report cards for three nearby school districts demonstrated the 
need for a program to address (1) science teachers’ lack of content knowledge, understanding 
and, consequently, enthusiasm for chemistry and physics for grades 5 – 9; and (2) further study 
of best practices and preferred pedagogy to teach children afflicted by poverty.  Specifically, the 
report cards for the aforementioned school districts illustrate the high level of student poverty (as 
demonstrated through the free and reduced lunch statistics) and the high level of below basic 
scores in science on the 2006 and 2007 PACT tests.   
 
The needs of the school districts were determined by conversations with the district leaders and 
through the district report cards as published on the SC Department of Education website.  The 
three districts had both high levels of (1) PACT scores in the categories of below basic and basic 
in science and (2) poverty.   
 
 
Roles Played by Partners in Establishing Needs & How Needs Established Project Design 
Dr. Cindy Johnson-Taylor, Chair of the Department of Education at Newberry College, initiated 
contact with the three school districts to determine their level of interest in participating in the 
Summer and Saturday workshop program.  Dr. Cindy Johnson-Taylor and the three school 
district contacts spoke at length over the phone and communicated through email to establish the 
needs of the districts.  It soon became clear that there was a dual need to increase content 
knowledge of teachers in science in grades 5-9 and to provide further study of pedagogy to better 
engage students, especially those with backgrounds of poverty.  Newberry College has a strong 
chemistry program, in great part due to Dr. Christina McCartha, Chair of the Chemistry 
Department.  Dr. McCartha has significant experience working with students in grades 5-9, 
serves as a Girl Scout Leader, and has co-written the Chemistry Education curriculum which 
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recently received approval by the Professional Review Committee of the State Department of 
Education. Her input as a chemist also helped establish needs and possible curriculum available 
to address the needs demonstrated by the district representatives and the report cards.  Dr. 
Johnson-Taylor’s experience as an educator in the public schools, coupled with her experience 
teaching pedagogy, enabled her to work together with the district representatives and Dr. 
McCartha to evaluate data collected by the districts, district report cards, and needed content 
knowledge in chemistry.  This collaborative evaluation helped to establish the Inquire To Engage 
in Chemistry (ITEC) program design.  
 
 
Purpose of the Project  
The purpose of the Inquire To Engage in Chemistry (ITEC) program is to increase general 
chemistry knowledge and proficiency of science teachers in grades 5 – 9 through inquiry based 
instruction, thereby increasing competency and enthusiasm for science.  
 
Research Base 
Research on teaching and learning over the past several decades has provided a better 
understanding of how students learn and the teaching methods that are most effective in 
supporting student learning in the sciences. “There is mounting evidence that supplementing or 
replacing lectures with active learning strategies and engaging students in discovery and 
scientific process improves learning and knowledge retention”. (Science, 2004, 304, 521-2)  

Teachers at all levels need to become aware of these results and learn how to incorporate new 
strategies in their classrooms so that all students will learn science and more be attracted to 
careers in science fields. An effective way to help teachers adopt new methods is for them to 
participate in workshops that model active learning strategies to help participants learn about 
strategies as they are engaged in them. (Preparing High School & Freshmen-Level Chemistry 
Teachers for Teaching & Learning in an Activity-Based Framework). Bell, Jerry, ACS, 2007. 

The Committee on Prospering in the Global Economy of the 21st Century (“Committee”) 
supports summer camp education programs for classroom teachers that focus on increasing 
content knowledge. Many school children are systematically discouraged from learning science 
and mathematics because of their teachers’ lack of preparation, or in some cases, because of their 
teachers’ disdain for science and mathematics. This project will address the lack of content 
knowledge and work to resolve related issues with teachers in grades 5-9 who teach units of 
chemistry. Rising above the Gathering Storm: Energizing and Employing America for a Brighter 
Economic Future, Committee on Prospering in the Global Economy of the 21st Century: Agenda 
for American Science and Technology, National Academy of Sciences, National Academy of 
Engineering, Institute of Medicine, 2005.  Footnote and bibliography 
 
Research indicates that Inquiry-Based Learning helps at-risk student succeed in school. At-risk 
students often struggle to learn in a traditional classroom. Classrooms where learning activities 
are varied give these students the opportunity to excel. Students become active participants in 
their learning rather than disinterested. Engaged learners enjoy school and become lifelong 
learners. Numerous research studies have shown the value of inquiry-based learning, particularly 
in improving the achievement level of the lowest-performing students and minorities (National 
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Drop Out Prevention Center, 2008). In other words, engaged students have a better chance of 
staying in school and being successful than those who are disenfranchised in the classroom by 
traditional teaching methods. 
 
According to the Center for Inquiry-Based Learning (2008), in a science classroom, this type of 
teaching and learning occurs when a teacher creates situations in which students take on the role 
of scientists. In these situations, students take the initiative to observe and question data; pose 
explanations of what they see; conduct tests to support or contradict their theories; analyze data; 
draw conclusions from experimental data; design and build models; or any combination of these. 
These learning situations are open-ended in that they do not aim to achieve a single "right" 
answer. Nevertheless, students work under clear standards to achieve their learning goals. 
  
The professional development aspect of this project is important as well. Almost all school 
districts have some type of professional development for their teachers. The problem is that very 
few of these activities are effective in changing teaching practices. Most professional 
development is fragmented and short-term, and rarely focused on curriculum for students 
(Southern Regional Education Board, 2008). In a 1998 study, only 30% of teachers participated 
in professional development activities that required in-depth study of a specific field (Hirsch, 
Koppich, & Knapp, 1998). Content and duration are very important for effective professional 
development (Reimer, 2004).  As SREB research indicates, for professional development to be 
most effective it must be focused and sustained over a period of time (2006). 
 
Objectives of ITEC 

1. Increase teacher content knowledge in science standards for grades 5-9. 
2. Provide vertically-aligned curriculum in chemistry for grades 5 – 9. 

 coordinate or produce as necessary vertically-aligned curriculum units for 
teachers to take with them and utilize in their classrooms; make available on 
district websites. 

 coordinate or produce series of labs and/or lab manuals that demonstrate labs and 
their integration from one level to the next. 

3. Provide strategies for student engagement and inquiry in science. 
 teachers participate in one-week summer camp at Newberry College where they 

receive instruction each day on a different strategy for engaging students in 
science. 

 produce a handbook for teachers to take with them with examples of strategies 
that may apply in different classroom situations.   

 Visits to schools by grant facilitators to assist teachers in using inquiry based 
teaching. 

 
Activities to be implemented: 
The chemistry activities are designed to support the national and state science standards for 
grades 5-9. A cohort of 20 teachers from the three school districts will be served by the grant 
during years 1 and 2.  A different cohort of 20 teachers from from the school districts school 
districts will be served by the grant during years 3 and 4 utilizing the same program.   
 



5 
 

Prior to beginning with professional development, an in-classroom coach from Newberry 
College into into each of the 20 classrooms to observe. The focus of the first observation will be 
to assess the level of chemical and lab safety in the classroom and to look for inquiry-based 
instructional strategies being employed in the classroom. 
 
The first cohort began with three Saturday events held at Newberry College to concentrate on 
activities dealing with chemical and lab safety both at the college instructional level and for 
incorporation into the classroom. The state standard for safety for each grade level indicates 
teachers should “Use appropriate safety procedures when conducting investigations”(state 
standards).  The goal of the first year Saturday Teacher Events is to provide teachers with 
enough content in the area of safety to feel confident to effectively carry out the chemistry 
activities. The Saturday Teacher Event implements Safety Instruction.  The Safety Content 
Knowledge included precautionary labels, material safety data sheets (MSDS), using protective 
equipment, handling laboratory equipment safely, safe handling of chemicals, storage of 
chemicals, disposal of chemicals, and emergency equipment.(Sarquis, M. Building Student 
Safety Habits for the Workplace Terrific Science Press, Middletown Ohio, 2000.)  The teachers 
participated in several labs to illustrate the content during the Science Safety Workshop.  During 
the safety activities for grade 5-9 students, students will see the necessity of safe practices in the 
lab and the potential dangers associated with unsafe practices.(Sarquis, M., Ed. Safe Not Sorry! 
Chemical Safety Activity Handbook Terrific Science Press, Middletown Ohio, 2007.; ACS grade 
7-12; ACS grades K-6)  The safety material will be introduced into each grade level in a  
vertically aligned curriculum so each student is given the information needed to safely complete 
the chemistry activity for the designated year.  The participants will be introduced to several 
safety websites and technology resources that can be integrated into the classroom. 
(http://www.flinnsci.com/Sections/Safety/safety.asp; http://expertvoices.nsdl.org/middle-school-
math-science/2008/04/30/safety-in-the-science-classroom/; http://www.csss-
science.org/safety.shtml 
 
Inquiry-based learning instruction will include materials developed and disseminated by the 
National Drop Out Prevention Center (NDPC) housed at Clemson University. The NDPC has 
commissioned the writing of curriculum which instructs teachers on best practice in engaging 
students the learning process.  
 

 
Table I:  Saturday Safety Events for Cohort of 20 Teachers 

 
Saturday Teacher Event #1 at Newberry College 

Time Activities Needs of District 
9:30-10:00 Check-in, get to know you activities Contact with other teachers  
10:00 - 11:00 Introduction to Inquiry Instruction Inquiry instruction  
11:00 – 12:00 Science Safety Workshop* Safety instruction 

Content knowledge 
12:00 – 1:00 Lunch Network with teachers  
1:00 – 2:00 Science Safety Workshop* Safety instruction 

Content knowledge 
2:00 – 3:00 Science Safety Workshop* Safety instruction 
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Content knowledge 
3:00 – 4:00 Science Safety Workshop* Safety instruction 

Content knowledge 
Saturday Teacher Event #2 at Newberry College 

Time Activities Needs of District 
9:30-10:00 Check-in, get to know you activities Contact with other teachers 
10:00 - 11:00 Introduction to Inquiry Instruction II Inquiry instruction 
11:00 – 12:00 Science Safety Workshop* Safety instruction 

Content knowledge 
12:00 – 1:00 Lunch Network with teachers 
1:00 – 2:00 Safety Activities for Grade 5-9 students Vertically Aligned Safety 

Curriculum 
2:00 – 3:00 Safety Activities for Grade 5-9 students Vertically Aligned Safety 

Curriculum 
3:00 – 4:00 Safety Activities for Grade 5-9 students Vertically Aligned Safety 

Curriculum 
Saturday Teacher Event #3 at Newberry College 

Time Activities Needs of District 
9:30-10:00 Check-in, get to know you activities Contact with other teachers 
10:00 - 11:00 Introduction to Inquiry Instruction III Inquiry instruction 
11:00 – 12:00 Safety Internet Resources Technology Integration 
12:00 – 1:00 Lunch Network with teachers 
1:00 – 2:00 Safety Activities for Grade 5-9 students Vertically Aligned Safety 

Curriculum 
2:00 – 3:00 Safety Activities for Grade 5-9 students Vertically Aligned Safety 

Curriculum 
3:00 – 4:00 Safety Activities for Grade 5-9 students Vertically Aligned Safety 

Curriculum 
*Science Safety Workshop will include instruction at the college level in proper chemical 
management including storage, labeling, manipulation, personal protection, etc. 
 
At the first Super Saturday 13 people attend both sessions.  Both a pre-test and a post-test were 
administered.  A paired t-test analysis on the total scores found that the participants did learn at a 
0.01 level of significance.   
 
The pre/post test scores for the second Super Saturday were item by item to determine on which 
items the participants did not improve.  The paired t-test could not determine that the 
participants’ knowledge increased on questions 1, 5 or 7.  However at a 0.1 level of significance, 
the participants’ knowledge did increase on question 1.  The levels of significance for the 
questions on which the participants did improve were at least 0.05.  Using the total scores for 
both the pre and post test, a paired t-test did show that the participants did gain knowledge. 
 
On the third Super Saturday, no pre/post test was administered since the workshop consisted 
entirely of laboratory activities demonstrating the concepts covered in the first two Super 
Saturdays. 
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After completion of the first year of Saturday events, the cohort participated in a weeklong 
summer camp at Newberry College to increase their chemistry content knowledge.  This was 
done through a vertically aligned curriculum in chemistry for grades 5-9.  Each grade level 
teacher was provided with a non consumable science kit with instructions containing material to 
work with the grade in which they teach.  The Summer camp Activities are summarized in Table 
II.   
 
“Scientific inquiry is a powerful way of understanding science content.  Students learn how to 
ask questions and use evidence to answer them.  In the process of learning the strategies of 
scientific inquiry, students learn to conduct an investigation and collect evidence from a variety 
of sources, develop an explanation from the data, and communicate and defend their 
conclusions.”  (NSTA Position Statement on Scientific Inquiry)  Inquiry instruction included 
following the indicators discussed in the state K-12 Scientific Standards and Indicators.(state 
standards) Several papers have been written on inquiry in the classroom.(science teacher, 54-58, 
oct 2005; Science and children, p37-41, feb 2006; science teacher, 42-45, dec 2004; NSTA, 
Technology-Based Inquiry for Middle School: An NSTA Press Journals Collection; NSTA Press: 
Arlington,VA, 2004.; NSTA, Readings in Science Methods, K-8: An NSTA Press Journals 
Collection; NSTA Press: Arlington, VA, 2008.; Jorgenson, O.; Cleveland, J.; Vanosdall, R. 
Doing Good Science in Middle School: A Practical Guide to Inquiry-Based Instruction; NSTA 
Press: Arlington, VA, 2004.; McDonald, S.; Criswell, B.; Dreon, Jr., O. “Inquiry in the 
Chemistry Classroom: Perplexity, Model Testing, and Synthesis”; Science as Inquiry in the 
Secondary Setting, Chapter 4, 41 – 51.)  According to Kelly Deters, “The fastest way to begin 
using inquiry is to take a fairly straightforward lab and simply delete the procedure, data 
recording, and analysis sections.” (Science teacher, dec 2004 p 42-45)  Many teachers do not use 
inquiry due to their fear of losing control in the classroom, safety issues, or lack of classroom 
time.(Science teacher, dec 2004 p 42-45)  We  incorporated inquiry into activities the teachers 
can take to their school districts.   
 
Each teacher received vertically aligned activities organized from existing materials on the web 
and through manuals on inquiry based chemistry activities.  A kit for the grade in which the 
teacher teaches was given to each participant. The kit will contained nonconsumable items to 
complete the chemistry unit.  The content sufficient to teach the grade 5 was presented for grade 
5 and as the week progressed the content was built upon, to increase the teacher confidence in 
the material.  As the teacher confidence built in performing scientific inquiry, the difficulty level 
of the material increased through each grade level.  The teachers performed the activities just as 
the students would and drew conclusions from the data just as the students would.  During year 
1, each participant received the appropriate grade level kit with activities to address the state 
standards in chemistry.  During Year 2, each participant will receive an additional kit with 
alternative and extension activities to address the state standards in inquiry/chemistry. 
 
The vertically aligned curriculum activities were taken from several sources including, but not 
limited to, the following:  the Western Piedmont Education Consortium has a resource science 
curriculum guide for grade 6 and is working on science guides for additional grades (Saluda and 
McCormick districts participate in this program).  Appropriate grade level activities will be taken 
from Inquiry in Action, an American Chemical Society publication(ACS, 2005) that investigates 
matter through inquiry.  National Science Foundation funded projects include Center for Inquiry 
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Based Learning, Strange Matter teacher guide(xx) and Demoworks guide.  Terrific Science Press 
has produced series of books including Teaching with Toys series, Science in Our World series, 
PACT Chemical Technology series, and Strive to Thrive series.  All of the resources are aligned 
with the National Science Standards and/or with South Carolina State Standards.   
 
Along with living together in the dorms and eating together for meals, each evening the 
participants participated in an activity to build relationships and encourage collaboration within 
the cohort.  During the summer camp year #1, each district planned a Saturday event for their 
school district or select school within the district to have a science fair or a fun science activity 
day using selected activities from the week.  The Saturday event is a way the teachers within the 
district have a scheduled time to collaborate and promote science education in their district.  The 
Saturday events will be implemented at each district between summer camp #1 and summer 
camp #2. 
 
 

Table II: Summer Camp Activities 
 

Summer Science Camp for Teachers at Newberry College 
Sunday Evening Arrival  
Time Activities Needs of 

District 
Week #1 (summer 2010) Week #2 (summer 2011) 

4-6:00 Check-in, move in dorm 
rooms 

Check-in, move in dorm 
rooms 

Contact with 
teachers 

6-8:00 Welcome, instructor 
introductions, dinner, get to 
know you activities 

Welcome, dinner, 
discussion of Saturday 
events in each district 

Contact with 
teachers  

8-9:00 Week at a glance, 
overview, pre-camp 
knowledge evaluation 

Week at a glance, 
overview, pre-camp 
knowledge evaluation 

Contact with 
teachers 

Day #1: Monday 
Time Activities Needs of 

District Week #1 (summer 2010) Week #2 (summer 2011) 
8-9:00 Breakfast Breakfast Network 
9-10:00 Vertically Aligned 

Curriculum 
Vertically Aligned 
Curriculum: Part II 

Vertically 
Aligned 
Curriculum to 
Standards 

10-11:00 Grade 5 activities: Part I  Grade 5 activities: Part II Content  
11–12:00 Grade 5 activities: Part I Grade 5 activities: Part II Content 
12-1:00 Lunch Lunch Network 
1-2:00 Grade 5 activities: Part I Grade 5 activities: Part II Content  
2-3:00 Grade 5 activities: Part I Grade 5 activities: Part II Content  
3-4:00 Grade 5 activities: Part I Grade 5 activities: Part II Content  
4-5:00 Design Lesson Plan for 

Saturday Event with your 
Grade 5 activities: Part II Coordination 

between 
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district: Session 1 teachers/Content  
5-6:00 Break Break NA 
6-8:00 Cookout Cookout Network 
Day #2: Tuesday 
Time Activities Needs of 

District Week #1 (summer 2010) Week #2 (summer 2011) 
8-9:00 Breakfast Breakfast Network 
9-10:00 Inquiry Instruction IV Inquiry Instruction VII Inquiry 

Instruction 
10-11:00 Grade 6 activities: Part I  Grade 6 activities: Part II Content 
11–12:00 Grade 6 activities: Part I Grade 6 activities: Part II Content 
12-1:00 Lunch Lunch Network 
1-2:00 Grade 6 activities: Part I Grade 6 activities: Part II Content 
2-3:00 Grade 6 activities: Part I Grade 6 activities: Part II Content 
3-4:00 Grade 7 activities: Part I Grade 7 activities: Part II Content 
4-5:00 Design Lesson Plan for 

Saturday Event with your 
district: Session 2 

Grade 7 activities: Part II Coordination 
between 
teachers/Content 

5-6:00 Break Break NA 
6-7:00 Dinner Dinner Network 
7-9:00 CSI night NASA Night FUN!!! 
Day #3: Wednesday 
Time Activities Needs of 

District Week #1 (summer 2010) Week #2 (summer 2011) 
8-9:00 Breakfast Breakfast Network 
9-10:00 Grade 7 activities: Part I  Grade 7 activities: Part II Content 
10-11:00 Grade 7 activities: Part I Grade 7 activities: Part II Content 
11–12:00 Inquiry Instruction V Inquiry Instruction VIII Inquiry 

Instruction 
12-1:00 Lunch Lunch Network 
1-2:00 Grade 7 activities: Part I Grade 7 activities: Part II Content 
2-3:00 Grade 7 activities: Part I Grade 7 activities: Part II Content 
3-4:00 Grade 8 activities: Part I Grade 8 activities: Part II Content 
4-5:00 Design Lesson Plan for 

Saturday Event with your 
district: Session 3 

Grade 8 activities: Part II Coordination 
between 
teachers/Content 

5-6:00 Break Break NA 
6-7:30 Dinner off campus Dinner off campus Network 
7:30 – ?? On your Own On your Own NA 
Day #4: Thursday 
Time Activities Needs of 

District Week #1 (summer 2010) Week #2 (summer 2011) 
8-9:00 Breakfast Breakfast Network 
9-10:00 Inquiry Instruction VI Inquiry Instruction IX Inquiry 

Instruction 
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10-11:00 Grade 8 activities: Part I Grade 8 activities: Part II Content 
11–12:00 Grade 8 activities: Part I Grade 8 activities: Part II Content 
12-1:00 Lunch Lunch Network 
1-2:00 Grade 8 activities: Part I Grade 9 activities: Part II Content 
2-3:00 Grade 9 activities: Part I Grade 9 activities: Part II Content 
3-4:00 Grade 9 activities: Part I Grade 9 activities: Part II Content 
4-5:00 Design Lesson Plan for 

Saturday Event with your 
district: Session 4 

Grade 9 activities: Part II Coordination 
between 
teachers/Content 

5-6:00 Break Break NA 
6-7:00 Dinner off campus Dinner off campus Network 
7-9:00 Inko Dye T-shirt On Your Own NA 
9- ?? Stargazing on roof SCM Stargazing on roof SCM NA 
Day #5: Friday 
Time Activities Needs of 

District Week #1 (summer 2010) Week #2 (summer 2011) 
8-9:00 Breakfast Breakfast Network 
9-10:00 Grade 9 activities: Part I Grade 9 activities: Part II Content 
10-11:00 Grade 9 activities: Part I Grade 9 activities: Part II Content 
11–12:00 Grade 9 activities: Part I Grade 9 activities: Part II Content 
12-1:00 Lunch Lunch Network 
1-2:00 Grade 9 activities: Part I Grade 9 activities: Part II Content 
2-3:00 Design Lesson Plan for 

Saturday Event with your 
district: Session 5 

Grade 9 activities: Part II Content 

3-4:00 Camp evaluation, post-
camp knowledge 
evaluation 

Camp evaluation, post-
camp knowledge 
evaluation 

Evaluation 

4-5:00 Check-out, departure Check-out, departure NA 
 
A thirty-nine question pre/post test was administered at the summer camp.  The evaluator 
conducted a paired t-test on each question and on the entire test.  The t-test on the total test score 
demonstrated that the participants did learn at a 0.01 level of significance.  Then he analyzed the 
data on each question.  Questions 2 – 7, 9 – 14, 15c, 18 – 20, 22 – 27, 29, 30, 31 c, d and e 
showed that at least thirteen of the sixteen participants knew the material in these questions 
before starting this camp.  Thus, of the 39 questions on this test, all but 3 of the participants knew 
the material on 26 of the questions before the camp.   
 
As a result of this analysis, in year 2 of this project, a pre-test was administered in November at 
the Annual Meeting of the South Carolina Science Council.  An item-by-item analysis of the pre-
test was used to ensure that the content topics in Summer Camp II were topics about which a 
great deal of the participants feel weak. 
 
This analysis does not show that nothing was learned because a focus group showed that the 
participants learned much about teaching these concepts and the pedagogy of the labs.  Teachers 
described the laboratory activities as “wow labs” meaning that the results of the experiments 
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were entertaining and awing to the teachers and students.  After visiting the camp and viewing an 
afternoon’s worth of these activities, the evaluator agrees.  The labs were organized in such a 
way that each group could work at their own pace without pressure.  However, when the activity 
was completed, laboratory assistants removed the used materials and wheeled in a cart with the 
materials needed for the next laboratory.  A focus group discussion with the camp participants 
showed that the participants learned or re-learned much of the content through the labs, became 
confident in using the same laboratories with their students, and felt much more confident about 
their abilities to teach these same laboratories to their students. 
 
In discussions with Drs. Johnson-Taylor and McCartha, the participants decided that the offering 
of Super Saturdays in their districts was counter-productive for many reasons – e.g. the teacher 
was the only chemistry teacher in the district at her grade level.  Instead, the participants will 
present their activities at the Annual Meeting of the South Carolina Science Council (local 
National Science Teachers’ Association affiliate). 
 
Dr. McCartha administered the Student Assessment of Learning Gains (SALG) instrument to the 
participants.  SALG is a well known assessment tool for the students to assess what they have 
learned.  Analysis of the SALG showed: 

1. In skill areas of communication with administration and working effectively with 
teachers, the participants were more confident in discussion of the safety material than 
prior to the Super Saturday sessions. 

2. On the post-test Understanding of chemistry, 88% of the participants indicated good or 
great gain in understanding of the main concepts and relationships between the main 
concepts explored in the summer camp while 100% indicated a moderate, good or great 
gain in understanding. 

3. The concepts in which one of the participants indicated a great deal of understanding on 
the pre-test were physical properties, properties of energy, simple machines, atomic 
number, and mass number.  The topics in which two or three participants indicated a 
great deal of understanding on the pre-test were law of conservation of energy, basic 
properties and behavior of waves, and difference in molecules and atoms.   Participants 
indicted gains in understanding in all areas after the summer camp. 
 

 
Follow-up Activities:  In order to provide high quality professional development, the program 
offers in-classroom coaching for the participating teachers. Each teacher had at least two in-
classroom coaching sessions during the year with additional sessions set up to meet the needs of 
individual teachers.  These coaching sessions  provided observation, conferencing, logistical and 
technical assistance and modeling of content and strategies. The fall after the summer camp, in 
class coaches visited all classrooms to observe and work with teachers on implementing both the 
content and the inquiry based learning strategies. The same occurred in the spring. The visiting 
coach prepared a set of field notes based on each visit to document any trends, highlights or 
concerns. These notes provided written feedback to the teacher. The in-class coaching is critical 
to providing the sustained professional development outlined by SREB and others. 
 
It is important that ITEC insure that all school districts receive equal service and representation 
from Newberry College, even those that are a further distance from the college.  To insure this 
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quality of service, each school district is assigned one college faculty member to serve as its 
liaison. These are full-time faculty, not paid staff or student workers. The faculty member is 
charged with making sure his/her district receives all of the benefits of the grant. 
 
Assessment of How Activities have Contributed to Teacher Practice 
The evaluator or his designate visited the classrooms of 16 teachers before the first Saturday 
session to observe how the teachers teach and to have a baseline for further evaluation.  The 
evaluation instrument was based on the State Department of Education’s ADEPT thirty-one 
point evaluation of teachers.  The observations showed that 

1. Safety Rules generally were not displayed. 
2. Very seldom were the standards posted. 
3. Very seldom were all students actively engaged in learning even though the teacher did 

establish an instructional environment conducive to active engagement in learning.. 
4. About half the time the classroom was a safe environment for scientific exploratioin 

activities. 
5. About half the time student work was displayed. 
6. About half the time there were effective routines for keeping students safe. 
7. About half the time there was integration of other subjects in the lesson. 

On the positive side, the classrooms were generally student centered and engaging, relevant 
science visuals were found on the walls, the teachers were enthusiastic and positive, there were 
sufficient science supplies, appropriate technology was integrated into the lesson, and sufficient 
resources were available for student learning,  The teachers generally used good instructional 
strategies (e.g. provided the purpose of the lesson, modeled the lesson, used an appropriate pace 
and used a variety of instructional strategies in a logical sequence, etc.)  
 
Presentations at the South Carolina Science Council:  The principal investigators and 14 
participants in the Newberry ITEC program attended the South Carolina Science Council annual 
meeting in Myrtle Beach, SC, from November 3 - 5, 2010.  The grant provided travel, housing, 
and meals for the participants.  Nine 45 minute sessions were presented by various participants 
and the principal investigators.  These sessions were to replace the Super Saturdays that were to 
have taken place at the participants' schools.  Reasons why that was not possible were given in 
the 2009 - 2010 final report. 
All the sessions dealt with information presented in the Summer Science Camp and the Super 
Saturday sessions.  Participants and investigators were given grey gold shirts with the Newberry 
College ITEC logo and most participants wore them during their sessions.   
We list below the sessions given by the participants and principal investigators. 
Thursday 
10:00 – 10:45 Session 161  
Grades: High School  
Subject: General  
Strand: Content, Pedagogy  
Laboratory Safety  
Penny Morris, McCormick High School, McCormick SC  
Marlon Smith, Len Frederick, Bill Covington and Mark Komoroski, Swansea High School, 
Swansea, SC  
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A chemical laboratory is not always the safest of places to work. With proper and careful 
attention to safety, teachers can make the chemical laboratory a safe learning environment. 
 
10:00 – 10:45 Session 141  
Grades: Middle School  
Subject: Physical Science  
Strand: Content  
Good Vibrations  
Cathy Dailey, Pam Warren, Bell Street Middle School, Clinton, SC  
This presentation will cover the standards on waves. Examples will be provided of activities that 
demonstrate how waves are produced and changed. This presentation will include instructions, 
materials and active involvement. 
 
1:00 – 1:45 Session 142  
Grades: Middle/High School  
Subject: All Science  
Strand: Technology  
Steroscopic Photography In The Science Class  
Al Lyerly, Newberry High School, Newberry, SC Stacey Summerall, Francis Mack Intermediate 
School, Lexington, SC  
Amaze students with 3-D photography. Teach them the simple techniques of stereoscopic 
photography. View science anew with captivating details. Enhance student perspective 
observations and model building. Bridge art and science. 
 
2:00 - 2:45 Session 140  
Grades: Elementary/Middle/High School  
Subject: Chemistry  
Strand: Content, Pedagogy  
Chemistry and Education - Collaborating to Improve Quality in Grades 5-9  
Christina McCartha and Cindy Johnson-Taylor, Newberry College, Newberry, SC  
Newberry College faculty directing the Inquire to Engage in Chemistry (ITEC) Program share 
information on how 16 teachers have improved their classroom practice and content knowledge 
through this grant from CHE. 
3:00 – 3:45 Session 143  
Grades: Middle/High School  
Subject: Chemistry/Physical  
Strand: Content  
Boyle's Law Takes a Dive  
Al Lyerly, Newberry High School, Newberry, SC  
This stimulating interactive and inexpensive lab explores Boyle's Law using Cartesian divers, 2-
liter bottles and FizzPumps. Dramatic observations, simplified calculations and graphing of 
findings make this a truly valuable activity. 
 
Friday 
10:00 – 10:45 Session 217  
Grades: Elementary/Middle/High  
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Subject: Biology/Life/Marine Science  
Strand: Content  
Incorporating Animals into the State Standards!  
Marlon Smith, Mark Komoroski, Swansea High School, Swansea, SC  
The session will show teachers from all levels how to use animals to help teach the state 
standards. 
 
10:00 – 10:45 Session 216  
Grades: Early Elem./Elementary/Middle  
Subject: General  
Strand: Pedagogy  
Instilling Inquiry in Your Mind  
Lisa Ipock, Kristen Logan, Stacey Summerall Sandhills Intermediate, Gaston SC  
Linda Rosemond, Newberry Elementary, Newberry SC  
Want to add more resources to your inquiry toolbox? This session enhances your ability to teach 
process skills through inquiry methods and actively engage your students throughout class. 
 
12:00 – 12:45 Session 214  
Grades: Middle  
Subject: General, Physical Science  
Strand: Content, Pedagogy  
Drawing to Learn in the Science Classroom  
Denise Liddle, Brian Marcum, Will Green, Kelly Holmes, Sandhills Middle School, Gaston, SC  
Educators will see how "drawing to learn" in the science classroom helps students make 
connections between science concepts and real life. This session will model active learning 
strategies. 
 
12:00 – 12:45 Session 218  
Grades: Middle/High School  
Subject: Chemistry/Physical  
Strand: Content  
"More" Things That Go Flash-Bang  
Al Lyerly, Newberry High School, Newberry, SC  
More exciting chemistry demonstrations to capture your student's imagination! Exploding balls 
(thermite explosion), flashing hands (propane bubbles), banging cans (dust explosions), and 
many more new pops, bangs and spitting flames demos. 
 
Planning for the summer camp:  Sixteen participants took a twenty question chemistry content 
test to determine their current state of knowledge about chemistry topics under consideration for 
the summer camp.  Of the sixteen participants, five missed one or zero questions,   Ten of the 
sixteen missed 20% or more of the questions.  Two participants missed zero questions.  Care 
should be taken in the choice of topics for the summer chemistry camp that material is covered 
that will benefit these two participants. 
Questions 1, 5, 7, 8, 12, 15, 16, 19 and 20 were missed by at least 25% of the participants and 
reflect content material that should be covered in the summer chemistry camp. 
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Summer Camp:  The summer camp consisted of morning sessions dealing with how to use 
brain research to improve science teaching.  The afternoon sessions dealt with chemistry content.  
The schedule is listed below: 
 
 

 

Time Monday, June 13, 2011  
8:30-
9:30 

Check-in, move in dorm rooms  
Breakfast in Smeltzer 

 

9:45-
10:00 

Welcome, camp overview  

10:00- 
11:00 

Research on Brain Based Learning  

11-
11:15 

Break  

11:15- 
12:00 

Research on Brain Based Learning  

12:15-
1:15 

Lunch @ Cafeteria  

1:15-
2:00 

Pre-camp content evaluation, SALG  

2:00-
3:30 

Grade 5: Chemistry Investigations  

3:30-
3:45 

Break  

3:45-4 Travel  
4:00-
5:30 

Carter and Holmes Orchid tour  

6:00-
7:30 

Dinner   

Time Tuesday  June 14, 2011  

8:30-
9:30 

Breakfast @ Cafeteria  

9:30-
10:45 

Engaging the Brain: Learning Styles  

10:45-
11 

Break  

11-
12:00 

Engaging the Brain: Learning Styles  

12-1:00 Lunch @ Cafeteria 
 

 

1–2 Breakout group with John Luedeman (Evaluator) 
Grades 5-8 Teachers 

 

1-2 Chemistry Investigations with Grades 9-12 Teachers 
Fun with Gas Chemistry 
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2-3 Breakout group with John Luedeman (Evaluator) 
Grades 9-12 Teachers 

 

2-3 Chemistry Investigations with Grades 5-8 Teachers 
Fun with Gas Chemistry 

 

3-3:15 Break  
3:15-
5:00 

More Gas Chemistry 
Grade 6: Chemistry Investigations  

 

5-5:15 Travel to winery  
5:15-
6:15 

Winery Tour and Dinner  (Tentative)  

6:30 Fusion Dinner  
Time Wednesday  June 15, 2011  

8:30-
9:00 

Breakfast @ cafeteria 
Paula visit 9-3 

 

9-10:30 Engaging the Brain – Book Study  
10:30-
10:45 

Break  

10:45-
12:00 

Engaging the Brain – Book Study  

12-1:00 Lunch  @ Cafeteria  
12:30-1 Cindy and Tina meet with Paula  
1:00-
3:15 

Grade 7: Chemistry Investigations 
 

 

3:15-
3:30 

Break  

3:30-
5:30 

Grade 7: Chemistry Investigations   

5:30-
6:00 

Break  

6:00-
7:30 

Cookout @ Kaufman Hall Deck  

Time Thursday  June 16, 2011  
8-9:00 Breakfast in Smeltzer  
9-10:30 Engaging the Brain – Book Study  
10:30-
10:45 

Break  

10:45-
12:00 

Engaging the Brain – Book Study  

12-1:00 Lunch @ Cafeteria  
1-3:00 Grade 8: Chemistry Investigations  

Grade 9: Chemistry Investigations 
 

3-3:15 Break  
3:15-
5:00 

Grade 9: Chemistry Investigations  

5:00- Break/Travel  
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5:30 
5:30-
7:30 

Dinner off campus: Flying Pie  

Time Friday June 17, 2011  

8-8:45 Breakfast in Smeltzer  
8:45-
10:15 

Engaging the Brain – Book Study  

10:15-
10:30 

Break  

10:30-
12:00 

Grade 9: Chemistry Investigations   

12-
12:45 

Lunch @ Cafeteria  

12:45-
2:30 

Where do we go from here? Integration into classroom, 
Camp Evaluation, post-camp content evaluation, SALG 

 

2:30– 
3:00 

Check-out, departure  

 

Summer Camp 2011 Focus Group with ITEC participants:   
The evaluator met first with the middle grades participants and then separately with the 
secondary participants.  Each session lasted for one hour.  Dr. Paula Gregg from SCCHE also 
attended the sessions.  Several middle grades participants, when asked what they would change 
about the summer camp, replied that the laboratories should be geared for a self-contained 
classroom that does not have a full laboratory.  All participants wanted the summer camp to 
concentrate more on using technology. 
When asked what they wanted to keep from the summer camp, they replied, brain research 
lessons, kits for their grade level, supplies, electronic versions of the lessons, the mix of grade 
levels taught by the participants and they complimented the organizers on their responsiveness to 
questions and input by the participants.  They also wanted to attend the South Carolina Science 
Council annual meeting again. 
 
The group agreed that they are using what they learned in the summer camp and workshops in 
their classrooms.  Particularly, the participants are differentiating their instruction more and are 
looking forward to using what they learned about brain research this summer in their classrooms.  
The kits they received are in use and successful.  They also enjoyed the informal sharing among 
the participants and feel like they have developed a learning community and feel reinvigorated.  
Several participants commented that they were “in a rut” before this project but now feel 
invigorated.  Several felt “isolated” before participating in this project but now feel that they 
belong to a learning community with the other participants.  They liked learning informally from 
other participants what the standards are for the grade levels both above and below where they 
teach.  Several secondary teachers commented that they will be more effective teachers knowing 
what the colleges require and teach in chemistry.  They praised the vertical integration of the 
standards in chemistry. 
The guidelines call for twenty or more participants in the project.  This project has sixteen 
participants.  The participants felt that this was due to several problems with the recruiting 
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process.  The schedule for the project conflicted with PACE training for several people.  The 
recruiting brochure should spell out the stipend and summer and school year schedule in detail.  
Several participants were fearful of the classroom observations conducted by the staff.  In 
retrospect, they felt that the observations, in fact, were non-stressful and that the comments by 
staff about what was observed were helpful and made them better teachers.  The participants are 
willing to recruit by word of mouth another ten participants if this project includes them for 
another year. 
Unanimously, the participants want to continue this project for another year with the summer 
camp concentrating on the use of technology in the teaching of science.  For the Super Saturday 
sessions, they would like a grant writing workshop concentrating on how to obtain money for 
laboratory equipment and supplies in these financially troubling times.  They would also like a 
Super Saturday concentrating on mentoring and how to give as well as take constructive 
criticism. 
One point that several of the participants tells of the effectiveness of this project.  No 
participants have left this program.  Of the beginning sixteen participants, all still remain 
in the project.  This is almost unheard of in projects of this type. 
 
Recommendations:  Since the US congress is currently reauthorizing the act which funds the 
Improving Teacher Quality programs, there is no guarantee that a fourth year of funding will be 
available to this project.  This possibility is the reason for some of the recommendations below. 

1. If possible, allow the current sixteen participants to continue in the program for a third 
year.  They are enthusiastic supporters of this program and are implementing what they 
learned in this project in their classrooms and are reinvigorated in their teaching. 

2. Use the current participants to recruit ten more participants and make the success of this 
recruiting a condition to continue for a third year.  Current participants believe that the 
summer camps are so constructed that they are independent – i.e. new participants will 
not need the material in earlier camps. 

3. If possible, in year 3, have a focus on the use of technology to teach chemistry and 
develop experiments that can be performed without a full laboratory. 

4. Reinstitute the Super Saturdays next year with one Saturday focused on the opportunities 
for funding to obtain laboratory materials and equipment as well as how to effectively 
write grants to obtain this funding.  Focus another Super Saturday on mentoring and how 
to be a receptive mentee. 

Summer Camp Pre/Post test results: 
At a 0.001 level of significance, the participants gained knowledge on the entire test as well as 
on question 7 (product of a reaction). 
At a 0.01 level of significance, the participants showed improvement on question 8 (reading of 
periodic table), question 9 (isotope notation), and question 12 (the number of protons, neutrons 
and electrons for a given isotope). 
At a 0.05 level of significance, the participants showed improvement on question 2 (periodic 
table), question 4 (reading of chemical formulae), question 10 (Isotopes) and question 11 (how 
many neutrons does an element have if you are given its atomic number and mass number). 
On the remaining questions, no statistical improvement could be determined. 
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Postscript:  Due in part to the success of this project, Dr. McCartha was promoted to chair of the 
science department at Newberry College.  Dr. Johnson-Taylor had a new department added to 
her duties.  Even though this project was funded for a third year, the additional duties added to 
the principal investigators plate overloaded them greatly and they had to decline the year three 
award. 
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 Overview: This presentation will focus on the implications of policies 

regarding mainstreaming and inclusion of students with disabilities, from the 

perspective of those without. 

Brief Description: An examination of research done over the last two decades, 

since the introduction of the Least Restrictive Education mandate in public 

schools in America, yielded plenty of information about attitudes of students 

with disabilities in inclusive classroom settings, but little on the effects of 

inclusion on the attitudes of peers without disabilities. Students without 

disabilities are more likely to accept peers with disabilities if they are given 

opportunities to interact with one another.  

Participation in an inclusive classroom, which may include direct, 

indirect, and socially-centered experiences, usually leads to improved 

understanding of and more positive attitude towards a person with disabilities 

(Favazza & Odom, 1997; Okagaki, Diamond, Kontos, & Hestenes, 1998). 

According to Laws and Kelly (1995), a student with a disability who is accepted 

by his or her peers will have increased self-esteem and psychological health 

throughout life. Similarly, students without disabilities in mainstream settings 

are more likely to be accepting of peers with disabilities, than those in non-

inclusive settings (Diamond, 2001; Nikolaraizi, Kumar, Favazza, Sideridis, 

Koulousiou, & Riall, 2005).  

Two investigations examined peer interactions among students with and 

without disabilities. Data for both studies were gathered through classroom 

observations, surveys and interviews. Participants in Study 1 were from a 
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preschool setting, and those in Study 2 were in third grade. Results from both 

studies indicated that students who were in inclusive settings were likely to 

have more positive attitudes towards their peers with disabilities, than were 

those who did not have any student with a disability in their classroom. 

Interpretation of findings from both studies must be made with caution since 

these were exploratory studies, and the sample sizes were small, hence may 

not be representative of a larger population.  
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Educating English Language Learners: Establishing Partnerships with Universities,  
 

School Districts and Communities 
 
 
	 The	number	of	Latinos	in	the	United	States	has	grown	at	a	rate	that	far	

exceeds	the	growth	rate	of	all	other	minority	groups.	According	to	the	PEW	Hispanic	

Center	(2011),	Hispanics	accounted	for	just	over	56%	of	the	nation’s	population	

growth	over	the	past	decade.	In	another	more	recent	report,	the	PEW	Research	

Center	also	shows	that	“births	have	surpassed	immigration	as	the	main	driver	of	the	

dynamic	growth	in	the	nation's	Mexican‐American	population”	(PEW	Center,	2011).	

What	does	this	demographic	data	mean	for	Latinos,	Latino	communities,	and	

American	schools	and	universities?	(Latino is used here as a synonym for all Hispanic 

groups. Specific Hispanic ethnic groups such as Cubans, Puerto Ricans, Mexican 

Americans, etc., will be referred to in specific instances when required.) 

The 2010 Census reported 50.5 million Hispanics in the U.S., making up a total of 

16.3% of the total population and a 43% growth rate in the past decade (Pew Hispanic 

Center, 2011). Hispanics make up 22% of all children under the age of 18 in the U.S. In 

1980 Hispanics under the age of 18 made up only 9%.  Of the 16 million Hispanic 

children in the U.S. 52% were born to at least one foreign born parent, 11% were 

themselves born outside of the U.S. and 37% are third generation or higher meaning that 

they were born to parents who were both born in the U.S. (Fry & Passel, 2009). Mexican 

Americans comprise 63% (31.8 million people) of Hispanics in the U.S.  and also make 

up 10% of the total U.S. population.  From 2000 to 2010 the Mexican American 

population grew by 7.2 million due to births; this is the first time in two decades when the 

number of U.S. births outnumbered the number of immigrants.  From 2006 to 2010 53% 
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of all Mexican American children born were born to an immigrant parent (Pew Hispanic 

Center, 2011). 

The number of English language learners (ELLs) attending school in the United 

States continues to increase. From the 1997-1998 school year to the 2008-2009 school 

year the number of ELLs who attended public schools increased from 3.5 million to 5.3 

million. This is an increase of 51 percent (National Clearinghouse for English Language 

Acquisition, 2011). 

According to the U.S. Census, approximately 80 percent of all ELLs in the United 

States speak Spanish and the majority of these students were born in the United States 

(National Education Association, 2011).  Over 8% of students in U.S. public schools are 

classified as limited English proficient and 75% of these students are Hispanic.  Of those 

classified as limited English proficient, half are born in the United States.  (Bleakley & 

Chin, 2004). 

 A recent study by the Pew Research Center (2009) found that 36% of U.S.  

Latinos/Hispanics, ages 16 to 25, were English dominant, while 41% were bilingual and 

23% were Spanish dominant.  Of those in the study who were born outside of the United 

States, 48% felt that they could speak English very well or pretty well. Among those born 

in the U.S. 98% felt that they spoke English very well or pretty well.  Unlike other past 

generations where only 47% of older Latinos reported that their parents encouraged them 

to speak Spanish, 60% of young Hispanics reported that their parents often encourage 

them to speak Spanish. Even when controlling for immigration status, both young native 

and foreign-born Latinos were more likely than older native or foreign-born Latinos to be 

encouraged to speak Spanish by their parents.   Despite these gains there is still 
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significant loss in language proficiency between immigrant generations.  While 79% of 

second generation youths reported that they felt that they were proficient in speaking 

Spanish, only 38% of third generation youths reported the same.   

However, in 2004 the Pew Hispanic Center reported that in the first generation 

(the immigrants themselves) 72% were Spanish dominant and by the second generation 

(the first born in the U.S.), this figure dropped to 7%. By the third generation (the 

grandchildren of the immigrants), there was no significant number to report. Also, by the 

third generation only 22% were considered bilingual and 78% were English dominant.  

However, in their report the Pew Center asked the participants to self identify as to their 

language proficiency. However, Torres (2006) found that some of the adolescent 

respondents in her study self-identified as bilingual, but when she tested their Spanish 

language proficiency using the Language Assessment Scales (LAS), she found that they 

were limited in their Spanish proficiency. These students were very proud of their 

heritage language and culture. However, they seemed to be more bicultural than 

bilingual.  The Pew Center (2009) reported that only 22% of the participants said that 

they were encouraged to speak only English where as 60% reported that they were 

encouraged to speak Spanish by their parents.  This could also be due to schools having 

dual language programs. Whereas transitional bilingual education programs have usually 

been considered compensatory, the minority and majority language communities as well 

as their school systems consider dual language programs enrichment programs. 

 Parental use of the heritage language has a large positive effect on the child being 

proficient in the heritage language as well as being bilingual.  Parental English language 

skills have been correlated with cultural attitudes.  Children who have parents with low 
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English language proficiency have low English language skills for at least the first 10 

years of their lives although many will eventually show similar speaking proficiency as 

those children whose parents are more English proficient (Portes & Hao, 1998).  

 Data from a new study being conducted by the authors is currently being 

analyzed.  The participants are second generation or higher from Texas and they are all 

Mexican American women who are the first to attend college.  Among the eight 

participants in this study there is a range of Spanish language knowledge and background 

from those who identified themselves as bilingual and those who spoke only 

English.  Several factors seem to be influencing the participants’ ability to speak and 

understand Spanish and also their own views concerning their personal language ability.  

At this time, among the possible influencing factors that seem to be surfacing in the study 

are: 1) the extended family and parent views concerning the importance of learning 

Spanish; 2) family and friend support in language learning--particularly as it is related to 

accents; 3) perceived broader societal support of language learning and/or maintenance; 

4) the number of friends/relatives and/or the influence of a possible romantic partner who 

speaks Spanish; 5) if the participant described themselves as introverted or extraverted; 

and 6) how important the participant felt that language and knowledge of Spanish was as 

it related to being Mexican American.  

How	can	schools,	universities,	and	Latino	communities	partner	to	create	an	

environment	that	will	be	conducive	to	learning	and	establishing	a	relationship	that	

will	lead	to	academic	success	for	Latino	children.	Dropout	rates	for	Latinos	have	

continued	to	remain	high	and	schooling	is	often	a	difficult	experience	for	this	

community.	Through	more	careful	and	well‐planned	partnering	and	the	validation	
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of	Latino	heritage	language,	history	and	culture,	the	success	of	Latino	children	and	

their	communities	can	be	enhanced.	 

 Universities, school districts, and communities must establish partnerships in 

order to help the Latino English language learner to be successful. Latino communities 

must demand respect from the majority community for their heritage language. They 

must realize the expectations that both minority (Latino) and majority communities have 

for Latinos. The Anglo world expects Latinos to not only speak English, but Spanish as 

well. And, a Latino is expected to also understand his cultural background because the 

Latino community expects him to retain his native language and be especially proud of 

his heritage (Midobuche & Benavides, 2003). 

 Majority communities sometimes do not validate Latinos’ heritage language. One 

example of such nativist sentiment was evident in commentator John McLaughlin’s 

comments when he complained that Mexican Presidents Miguel de la Madrid and Carlos 

Salinas had spoken through interpreters when interviewed on his television program. 

“When are they going to get into the twentieth century down there?” McLaughlin raged. 

“Somebody should tell the President of Mexico that when he appears on American 

television, he should speak English” (Eric Alterman, 1990, p.33, as cited in Crawford, 

1992).  

 Why are these expectations so one sided?  It is not surprising that Latinos often 

feel isolated and desire to be included in the majority communities so that they may  

assimilate instead of acculturate. They feel that their heritage language is not validated or 

accepted by the majority communities and in their attempts to be included they even 

change the pronunciation of their names and last names---García becomes “Garsha”, and  
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Esquivel becomes “Squivel”. Even Rios sometimes changes to “Rivers”. When language 

is not validated it is lost. Fishman (1997) states: 

 The most important relationship between language and culture, that gets to the 
 language, and is expressed in that language. Take it away from the culture, and 
 you take away its greetings, its curses, its praises, its laws, its literature, its songs, 
 its riddles, its proverbs, its cures, its wisdom, its prayers. The culture could not be 
 expressed and handed down in any other way. What would be left?  When you are 
 talking about the language, most of what you are talking about is the culture. That 
 is, you are losing all those things that essentially are the way of life, the way of 
 thought, the way of valuing, and the human reality that you are talking about (p. 
 81).   
 
 Sometimes majority communities view those who do not rapidly acquire 

proficiency in English as academic failures and they are quickly forgotten as a public 

statistic. Yet, the individual who learns English at the expense of his heritage language 

will frequently be asked: “Do you speak Spanish?” If the person replies with a “no”, then 

the inevitable “why not” is next. This can be followed with something like: “After all, 

you are Latino. Didn’t your parents teach you Spanish at home? Didn’t you communicate 

in Spanish? Didn’t you live in a Spanish-speaking community?” The implied and usually 

unspoken questions are: Don’t you value your heritage? Are you ashamed of being 

Hispanic?  The individual is immediately placed in a situation where he has to defend his 

‘deficiency’. It is at this point that the person is reminded of those childhood feelings of 

inadequacy in attempting to learn English. These feelings are also those of powerlessness, 

frustration, embarrassment, and occasionally shame. He quickly has to make excuses for 

his apparent inadequacies. He in essence shoulders the entire blame for this situation, 

never thinking that perhaps the school system including its universities and their 

inadequate programs, and the majority community’s lack of validation, along with his 

efforts to totally assimilate, might in some way be partially at fault for his feelings. This 
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is truly a ‘no-win’ situation for the individual and demonstrates an attitude of 

convenience toward language by the majority community (Midobuche & Benavides, 

2003) 

 The Latino community must recognize that in order to turn this into a win-win 

situation, it must first promote the retention of its heritage languages. This means that the 

Latino community must also acknowledge that being bilingual is an expectation 

(Midobuche & Benavides, 2003). And also, that several ways exist by which a 

community may improve itself through more effective partnerships with schools and 

universities. 

Teacher preparation programs for candidates who are pursuing certification in 

bilingual education or ESL must address language (both heritage and target), content, 

pedagogy, and positive teacher dispositions. These preparation programs must include 

field experiences in schools that are high risk, low SES and have dual language, bilingual 

and ESL programs.  These field experiences must be with experienced and certified 

bilingual education and ESL teachers.   

In addition to the university partnering with the school districts for field 

experiences they can also participate in university programs that are attempting to not 

only prepare more teachers, but also to also assist students in districts for example, 

through 21st Century Community Learning Center Grants.  One example is a study 

conducted by the authors is one such partnership involving several school districts 

including several that were rural, with high numbers of ELLs. 

Originally established in 1998 to expand the role of community learning centers 

the 21st Century Community Learning Centers (21st CCLC) were authorized by Title IV, 
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and were touted as a vital ingredient of President Bush’s No Child Left Behind (NCLB) 

initiative. These grants were meant to provide academic enrichment activities and 

opportunities for disadvantaged and at-risk students and their families. Approved 

activities and teaching methods were based on rigorous scientific research and included 

tutoring in subjects such as math and science, literacy development, and ESL (U.S. 

Department of Education, 2004). 

 The university and the school districts through a partnership with the 21st Century 

Community Learning Centers participated in several activities including assisting with 

tutoring at a local high school and working with students who had failed their state-

mandated exams and assisting them so that all passed and were able to graduate. 

University tutors were also placed in several elementary schools. A few examples will be 

included here.    

 The first was that of a university doctoral student whose family had fled 

Nicaragua as war refugees when he was a teenager.  He graduated from high school in 

the U.S. and later received a bachelors and masters degree from college. As a doctoral 

student he worked with five districts and their school administrators attempting to help 

students who were first generation Mexican immigrants. Many students came from 

migrant families, drawn to the area by the cotton and ranching industry prevalent in the 

region. This particular university student was concerned with creating positive self-

esteem among Latino English language learners and advocating for them. He also served 

as the official Spanish/English translator for the districts’ meetings with Latino parents. 

 Another graduate student working on her Master’s degree was bilingual in 

German and English. She began working with English language learners in a local rural 
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Mennonite community. She reported that not all of the students in her assigned school 

were of Hispanic origin. West Texas is home to several Mennonite communities in which 

the heritage language is ‘Plautdietsch’, an ancient German dialect. Because many of the 

Mennonite students were born and raised in Mexico (and thus Mexican), some of them 

spoke Spanish in addition to Plautdietsch. These students were also considered ELLs. 

Their families came to West Texas for the cotton farming and many were migrants.  

This graduate student focused on vocabulary development, meeting Texas 

education standards, and enrichment-activities to validate and develop the German 

heritage language. The parents were extremely pleased and began to attend classes in 

ESL for themselves and gain knowledge of how to help their children at home. Though 

Mennonites traditionally value education, the need for labor, a fear of school-imposed 

secular values, and exposure to the Mexican school system that is only mandatory 

through eighth grade often lead to a high dropout rate among these students. Many 

Mennonite students were “home schooled” and taken out of public schools as early as 

sixth grade. The graduate student’s involvement was aimed at encouraging heritage 

language development along with developing the English language in an effort to keep 

students in school longer.  

The only undergraduate in this initial project was a Mexican American Gates 

Millennium Scholar assigned to one of the smaller school districts. She reported tutoring 

Carlos, a Mexican third-grader. She tutored him in Spanish and discovered that he was 

“drowning” in English immersion. He had been given readings far beyond his 

proficiency-level and that contained subject matter he could not relate to. She established 

a strong bond with him and their work was productive. Learning in Spanish, Carlos could 
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grasp many of the concepts for which he did not have the English vocabulary. However, 

there were days when he was tired and unfocused and he confided to the university 

student that he’d already completed several hours of farm work with his father before 

coming to school. He’d never felt comfortable sharing this with his Anglo teachers. The 

university student was asked by Carlos’ teacher to help him through a practice math test, 

which had him crying and making suicide threats before he was finished with the practice 

session. The university student reported these disturbing developments to his teacher. 

Carlos’s suicide threat haunted the university student, and while researching the 

phenomenon of ELLs committing suicide, she found a suicide note from an African 

student who had killed himself (Miller & Endo, 2004). The university student reported 

that the experience left her with many thoughts and perspectives on what teachers 

working with ELLs need to be aware of, e.g. the importance of knowing and employing 

ESL strategies, respecting and validating the heritage culture and language, providing 

comprehensible input, and knowing what transitional stage the ELLs may be in.  

Another university student was a graduate student (Masters level) who tutored 

migrant children in science and math in both English and Spanish. These children were 

ages nine and ten, but due to their parents’ migrant worker life-style, had reached only a 

third grade curriculum. Born and raised in Puerto Rico, the university student’s first 

language was Spanish and he related well to these particular children because English 

was also a second language for him. He was more than excited to be able to use both 

languages when explaining complicated scientific concepts to his students. He used 

games and other communicative activities to introduce and internalize new vocabulary 

and ideas. He approached parents and encouraged them to participate in school related 
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activities in order to promote positive attitudes about school in their children. The 

students were comfortable asking questions and confirming concepts in their heritage 

language while being attentive and working hard during the university student’s lessons. 

Our fifth and final example is a university Master’s student who was Mexican 

American and a published poet.  He focused his work on the life-skills that he taught his 

middle-school students. He facilitated activities in Spanish relating to real-life home 

budgeting in which the students calculated how much money they would need to live in 

lifestyles they wanted for themselves. Hoping to encourage them to graduate, he showed 

them statistics describing average worker-earnings ranging from high-school dropouts to 

those holding professional and high academic degrees. The ELLs seemed impressed and 

realized the importance of staying in school. 

This project is an example of one university’s attempt to prepare and involve its 

teacher educators in real-life partnerships and experiences with local school districts with 

pressing needs in meeting the educational requisites of English language learners. The 

university students helped these school districts meet the linguistic, cultural, and content 

area needs of their English language learners by demonstrating the 4 Rs and 4 Cs 

(Benavides, Midobuche, and Carlson, 2011; Midobuche & Benavides, 2003; Midobuche, 

2001) These university students recognized and respected the English language learner. 

They were also responsive in modifying curriculum in order for the students to acquire 

the target language and retain the heritage language.  They were also caring and had the 

conocimiento (knowledge), commitment, and courage to advocate for the educational 

needs of the English language learner. Consequently, the school districts provided the 

university students with experiences that helped them bridge the gap between theory and 



	 13

practice. The dispositions demonstrated by these university students helped to bring the 

minority language communities, the public schools, and the university together through 

community advocacy and regional conference presentations to showcase the 

effectiveness of these partnerships. These partnership efforts are a must for providing the 

educational environments where ELLs will be successful. 
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Understanding the Development of Students’ Mathematical  

Thinking in an Inquiry-Based Mathematics Classroom 

The Principles and Standards for School Mathematics suggests that mathematics 

instruction provide opportunities for students to engage in mathematical inquiry and participate 

in discussion-based mathematics (NCTM, 2000).  Research shows that inquiry-based instruction 

can be effective in increasing student learning and achievement (Carpenter, Blanton, Cobb, 

Franke, Kaput, & McClain, 2004; Fosnot & Jacob, 2010; Grouws & Cebulla, 2000; Marshall & 

Horton, 2011; McCaffrey, Hamilton, Stecher, Klein, Bugliari, & Robyn, 2001; Supovitz, Mayer, 

& Kahle. 2000).  Engaging students to think critically in discovery-oriented activities and 

mathematical discourse is essential (Grouws & Cebulla, 2000; Manouchehri, 2007; Piccolo, 

Harbaugh, Carter, Capraro, & Capraro, 2008) and understanding students’ mathematical thinking 

and learning is necessary for effective teaching (Fennema, Carpenter, Franke, Levi, Jacobs, & 

Empson, 1996; Jacobs, Franke, Carpenter, Levi & Battery, 2007).  Teachers can then scaffold 

students’ thinking and guide students in developing a conceptual understanding of the big 

mathematical ideas. 

Research Objectives 

The purpose of this research study is twofold.  First, this study will analyze the 

development of students’ mathematical thinking using a new-inquiry-based curriculum.  Second, 

the study will examine the extent to which this inquiry-based curriculum affects student 

achievement in the pre- and post-Algebra Readiness Test.  Specifically, this paper will attempt to 

answer the following questions: (1) How do we come to understand the development of students’ 

mathematical thinking? (2) To what extent does an inquiry-based curriculum affect student 

achievement in pre- and post-tests?   
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Proposed Methodology 

Participants and Setting 

This study took place during the 2011 Summer Algebra Academy (SAA).  The duration 

of the SAA program varied from three to five weeks depending on the school site.  Participants 

in this study are from three schools located in three different districts in southern California, one 

of which is a junior high school (School A) and two are high schools (Schools B and C).  Three 

mathematics teachers are included in this study, and have a wide range of experience from half a 

year to 13 years of teaching.  Students participating in SAA range from the ages of 13 to 14.  

There are 28 pre-algebra students at School A; 24 pre-algebra school at School B; and 50 

students at School C, where 25 are pre-algebra and 25 are geometry students. 

This pre-Algebra curriculum is new for both teachers and students, and it is aimed to 

develop big ideas, models, and strategies that will help students succeed in Algebra I.  It is 

different from the previous summers’ curriculum in the sense that it deemphasizes computation 

and instead, focuses on students’ relational thinking; students’ development of equivalence and 

exchange; and students’ representation and explanation of their work.  The materials in this 

curriculum are structured around inquiry and challenges students to think critically and deeply.  

The curriculum is structured in three parts: (1) warm ups, (2) investigations, and (3) 

presentations.  First, students begin with warm up problems that involve mental math strings, 

where students solve a series of mathematical computations without the use of a pencil and 

paper.  Students then discuss various solution methods for the warm up as a whole class.  

Second, teachers arrange students into small groups to work on an investigative activity.  

Students are then asked to illustrate their strategies and solutions onto a poster.  Finally, certain 

students are called on to present their strategies and explain how they solved the investigation to 
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the whole class.  This process describes a typical day in an inquiry-based mathematics classroom 

during the SAA. 

Data Collection Methods 

Data were collected from three sources: (1) pre- and post-Algebra Readiness Test; (2) 

pre- and post-written responses; and (3) student posters.   

 Algebra Readiness Test.  The Algebra Readiness Test was developed by the 

Mathematics Diagnostic Testing Project (MDTP) and consists of 45 multiple-choice questions 

that assess students’ understanding of integers, fractions, decimals and percents, exponents and 

square roots, simple equations and operations with literal symbols, geometry and graphing, data 

analysis, probability, and statistics.  This test was developed to provide teachers with a 

diagnostic instrument that will assess students’ level of preparedness for Algebra I.  Identical 

pre- and post-tests were administered at the beginning and end of the program.   

Written Response Questions.  The open-ended written response questions were also 

developed by the MDTP.  It consists of two questions with two to three sub-questions that focus 

on identifying points on a number line and understanding fractions.   Students are expected to 

clearly show how they solved each part of the question and label any figures that they draw. 

Identical pre- and post-written response questions were given at the beginning and end of the 

program. 

Student Posters.  During the investigative activities, students work collaboratively in 

groups of two to four to tackle a problem.  Initially, students may struggle with the problem for a 

while, but with some minimal guidance from the instructor, students are able to develop 

strategies to solve the problem.  Students display their algebraic strategies onto a poster and must 
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be able to convey their methods and explain their mathematical reasoning on how they solved 

the investigation. 

Analysis 

Algebra Readiness Test.  First, a comparative analysis of the pre- and post-Algebra 

Readiness Test will help evaluate the extent to which this inquiry-based curriculum affects 

student achievement.  This comparative analysis will take place within the school level and 

across all three schools.  The test results will display students’ score, the length of time spent on 

each question, and the topics that may need more attention.  These results can help teachers focus 

on particular topics and skills that students may struggle with and better prepare students for 

Algebra I 

Written Response.  Second, a comparative analysis of the pre- and post-written 

responses will be examined in this study.   This analysis will include a comparison of pre- and 

post-written response scores within the individual school and across all three schools.  The open-

ended format of this assessment will give teachers a better understanding of the students’ 

mathematical thinking processes because students can show their work and explain their 

reasoning in their solutions.  An analysis of pre- and post-written responses will also help 

identify any changes in students’ thinking from the beginning of the program to the end of the 

program.  Pre- and post-test scores will be scored by the research team and by a few independent 

reviewers.  An interrater reliability analysis will be included in this study to determine the level 

of agreement between scores and ensure the ratings are reliable. 

Student Posters.  Third, a qualitative analysis of students’ posters will show the 

development in students mathematical thinking and reasoning for each investigative activity.  

The curriculum is purposely designed in a particular order to show a developmental progression 
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in students’ mathematical thinking.  These investigations are not meant to be rushed through but 

instead should be treated in depth.  Initially students may struggle with the investigation, but 

students must grapple with the material and confront these challenges in order to resolve them 

and be able to retain the material.  Each poster will be coded based on the quality of the 

representation of the solution and the thoroughness in the explanation of the strategy. 

Discussion of Expected Outcomes 

 This paper makes an effort to answer the following two research questions: (1) How do 

we come to understand the development of students’ mathematical thinking? (2) To what extent 

does an inquiry-based curriculum affect student achievement in the pre- and post-tests?  To 

address the first research question, I predict to see an increase in development of students’ 

mathematical thinking and reasoning based on the pre- and post-written response questions and 

work from students’ posters.  A preliminary analysis of the pre-written response questions 

reveals little or no representation of numbers and figures in the students’ work.  This type of 

response is expected since this is the first time the students are exposed to this type of thinking.  

A preliminary analysis of the post-test shows a more complex yet organized and systematic 

representation in the students’ solutions.  Further examination of the data along with an interrater 

reliability analysis will confirm the developmental progression in students’ mathematical 

thinking and reasoning. 

We can also understand the development of students’ thought processes through the work 

displayed on the student posters.  A preliminary analysis of students’ posters at the beginning of 

SAA shows that the students express the relationships in the context of the problem through 

pictorial representations and explain their reasoning in procedural writing by documenting each 

step of the solution.  Toward the end of SAA, the student posters reveal the use of variables to 
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express the relationships in the context of the problem and the use of expressions and equations 

to solve the problem symbolically.  Additionally, some of the posters toward the end of the SAA 

illustrate multiple methods of solution to the problems.  The evidence from the written responses 

and students’ posters will help demonstrate the students’ development of big ideas and strategies 

from the beginning to the end of SAA.     

To address the second research question, the extent to which this new inquiry-based 

curriculum will have an effect on student achievement will be measured through the pre- and 

post-Algebra Readiness Test.  A comparison of test scores will reveal if there are increases in 

students’ knowledge and understanding to solve these problems.  Based on the goals and 

organizational structure of this inquiry-based curriculum, I expect to see an increase in students’ 

scores from the pre-test to the post-test.  I also expect to see less time spent on particular 

problems in the post-test compared to the pre-test.  This can be due to several factors including 

the impact of the curriculum and/or the familiarity of the problem from the pre-Algebra 

Readiness test.  

Implications for Future Research 

This research study has implications for classroom practices, teacher education, and 

professional development.  For classroom practices, it is important for teachers to understand 

how students develop their algebraic strategies and mathematical reasoning so that they can 

create an environment of inquiry and foster mathematical discussions of big ideas.   For teacher 

education, this study will expose pre-service teachers to a new type of curriculum and provide a 

general template for what a teacher might actually do to facilitate students’ participation and 

discussion in an inquiry-based mathematics classroom.  For professional development, this study 

will introduce a new inquiry-based curriculum to teachers who traditionally teach procedurally.  
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For all three realms, teachers can attain knowledge to support inquiry and problem-solving and 

establish an environment that fosters the acquisition of new knowledge and promotes growth in 

mathematical thinking.    
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Abstract 
Objective of this study was to see the role of technology on teaching of mathematics at secondary level in 
Pakistan .It is due to the use of technology in every aspect of our life that emphasis is now being given on 
teaching of science whose fruit is technology. Due to this the knowledge of science has become indispensable in 
which mathematics has been regarded a subject that enables a student to transfer one’s understanding in logical 
and ordered manner. The utility of mathematics has also its role in the solution of everyday practical problems 
as well as in scientific progress. On the other hand application of technology in every aspect of our life has made 
our work more accurate, easy and saves the time. So the use of technology in teaching is more fruitful for 
learning outcomes. Therefore, objective of this study was to explore further dimensions of the role of 
technology in teaching mathematics at secondary level. A survey questionnaire was used to collect the 
data after validation. Participants were 200 students of secondary level and 60 teachers teaching mathematics. 
The results revealed that the use of technology in teaching and learning mathematics has a positive impact. 
  
Keywords= Industrial revolution, Technology, Knowledge, Mathematic 

Introduction 

Objective of this study was to find out the role of technology in teaching mathematics. With respect 
to teaching mathematics, it is a subject that flows on logical reasoning to reach the conclusion. So, it 
builds habits of learners to think logical reasoning that according to Aristotle (Politics-VII) is a major aim 
of education. In the same way if we sum up three main considerations of education by great scholars of 
education (Rousseau, 1880; Einstien, 1950; & Maslow, 1954) for sending a child to school are;  

 To acquire knowledge and skill: Practical or Utilitarian value. 

 To develop intellectual habits and power: disciplinary value 

 To develop desirable attitude and ideals: the cultural values. 

With respect to knowledge and skills that are of practical value, the knowledge of mathematics is needed 
at every step of life. Every body irrespective of to which class of society or profession one belongs, makes 
use of mathematical knowledge in daily life for example a laborer calculates his/her wages and every 
person calculates while purchasing from market and so on. Various fundamentals of mathematics such as 
addition, subtraction, counting, numerals, measurements etc are used by all of us in our daily life and in 
every profession.  
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With respect to creation of intellectual thinking as mathematical calculation works in logical orders that help 
to create disciplinary habits in a learner. By learning mathematics a learner builds habits of logical thinking. 
Mathematics involves systematic and deductive reasoning, pure mathematics deals with exact statements, 
concepts and theories. It treats only theories and principles. So,it makes a man more critical and logical 
thinker. 

With respect to cultural values, Mathematics is an essential part of culture and education to understand the 
background and the nature of the developments, which directly affect our daily life that cannot be adequately 
understood except through an understanding of mathematical principles. Its one example is environmental 
problems that can be qualified by mathematical diagrams and graphs e.g of maps presenting distance, 
geometrical diagrams and so on. So, in present world it seems impossible to live without having a basic 
knowledge of mathematics. It is knowledge and skills that make a person to practice education in ones’ 
practical life. Truly speaking the ignorance of mathematics in the masses is a formidable obstacle on the 
way to progress. In the absence of these fixations, life in the present day society will be full of confusion 
and chaos [1]. 

But with respect to teaching there are different points of view about necessity of different types of reforms in 
its teaching because it is taken as a dull subject. It is the joint responsibility of all concerned to bring about 
necessary improvements and changes in teaching methods of this subject. This subject has to be popularized at 
any cost [2]. So for this purpose use of technology in class can be helpful and to see this, this study was 
conducted.   

A-Computer application in teaching mathematics 

The teachers cling to traditional methods, because these offer the path of least resistance. The powers of 
thinking, understanding and retention are not thus developed among students. If pupils do not show a n y  
interest in a subject, it can be created not by blind memorizing, but by shifting the methods. But this is the age 
of automation. Man has invented machines for every field of life which has made his/her works easy, 
quick and reliable and for teaching purpose computers are there to help a mathematician [3]. This has it’s 
origin in man’s attempts to devise ways and means to facilitate human beings. It can perform a number 
of operations simultaneously and in short times as well as errors free [4]. It serves as a mediation tool or 
agent facilitating learning process.  

So, the use of technology in the subject of mathematics for teaching purpose provide students to have positive 
attitudes, build confidence in their ability to do mathematics, construct mathematical knowledge, and visualize 
abstract mathematical concepts [5]. It creates motivation for learning and shift towards more pupil-centered 
learning environments [6]. The use of mathematical software and websites are useful in promoting students’ 
higher-order thinking skills, developing and maintaining their computational skills. The utilization of 
technology in the class of mathematics can range from simple information delivery and drill-and practice 
exercises to an environment of authentic practices and problem solving. For example with the help of soft-
wares for example mathcad, mathmania, SPSS, etc complex equations can be calculated within short period of 
time that if calculated manually take a long time even hours to complete the procedure. Computer when used 
appropriately, [7] may serve to improve students’ achievement in mathematics as well as to enhance overall 
learning environment of classroom. Teachers, who received training in the use of instructional technology, 
more likely use effective ways of simulations, applications, and mathematical learning games in the class of 
mathematics [8]. Computers perform about all functions on behalf of mathematical formulas so, to understand 
computers’ functions; knowledge of mathematics is necessary. In the same way; computer helps in 
mathematical calculations. It means that both kind of knowledge help each other. It also provides some insight 
into what may be going on in computer while solving a problem. Problem solving in mathematics can be 
explained as “thinking and working mathematically” but the converse is not true. Problem solving in 
mathematics is an intricate process which calls for a problem solver to be engaged in a mathematical task to 
organize and deal with domain-specific and domain-general pieces of knowledge [9]. Its’ other function is to 
motivate students to learn by solving complex equations in short time that may take sometimes hours and 
students feel boredom because for meaningful [10] of learning tasks. The other role of IT (Information 
technology) [11]in schools is an enabler in learning and learning is self-directed, individually paced and 
contextualized. The use of computer technology in education posed new teaching challenges and many 
educators are expected to be able to use computer for instruction and learning purposes. According to Neiss 
cited by [12] computer competencies for teachers should mainly involve the ability to use computers to 
enhance curriculum and instruction and also be an inevitable [13]part of curriculum.  

In manually performing, computation process goes longer, first to read and understand, know which strategy 
to use, which formula is to apply, putting values in it, certain types of calculations, summing up conclusions 
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then checking it to reach valid solution. But by using computer, a person has only to know which software and 
program to use and saves the time and energy. 

 
B-Use of internet in teaching/learning  
      
The use of internet is now a day a common facility in all disciplines due to creating learning environment by 
providing variety of learning material. It enables learners to master content and extends their investigations to 
become more self-directed, and assumes greater control over their own learning and these features are 
fundamental features that e-learners are required to have. According to [14] by using internet a learner can 
access required information effectively and efficiently as well as up to date. So, teachers by using ICT 
(information and communication technology) in classroom either real or virtual or both must be equipped with 
resources and skills to teach effectively the necessary subject matter content while incorporating technology 
concepts and skills [15].  
Objectives 

1. To find out the role of technology played in teaching mathematics. 
2. To find out relevancy of technology in teaching mathematics. 
3. To suggest some measures for betterment. 

Methodology 

Population 

In this study, male and female students of class 10th from government and private schools as well as their 
teachers from the school of Multan District, Pakistan were taken as population of this study. 

Sample 

Out of the whole population, two hundred students and sixty teachers were selected through simple random 
sampling technique. The detail of the sample of this study is as under: 

 Five boys’ government high schools and five girls’ government high schools of Multan city were 
selected. 

 Five boys’ private high schools and five girls’ private high schools of Multan city were selected. 

According to the requirement and sampling proportion 100 government and 100 private school students as 
well as 30 government and 30 private  

Instruments for the Study 

Two self-structured survey questionnaires based on five point Likert scales were developed, one for students 
and the second for teachers teaching mathematics at secondary level to collect the required information.  

Validation of Instruments 

Questionnaires were got validated by senior professors of the department of education Bahauddin Zikria 
University, Multan, Pakistan. The experts suggested minor changes in the statements that were performed. The 
questionnaires were also got filled by respondents for pilot study. So a final version of questionnaires was 
finalized and launched to the  

Administration of Instrument 

The researcher administrated the questionnaire in each target school with permission of the respective 
headmaster/headmistress under supervision of their relevant subject teacher. There was no problem of 
discipline getting opinions of the students on the questionnaire. The researcher himself explained to the 
students and the teachers the purpose of the questionnaire in male institutions. However, researcher sought 
help from female teachers in administrating and explaining the questionnaire in female institutions and 
collected the data. 

Statistical Analysis 

To reach certain conclusion, simple percentage of respondents’ responses of sample that agreed or disagreed 
to the statements were calculated and presented in tables as well as graphical form. 

Findings 

After collecting data simple percentage of agree and disagree responses was calculated. In findings table 
should be read as A=agree, DA= disagree and all values are given in percentages. 
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TABLE-1 

LINK BETWEEN MATH AND ICT 

Statement Category A DA 

Mathematics and ICT are closely interrelated Teachers 95 5 

Students 93 7 

The results of the above statement shows that 95% of the teachers teaching mathematics are in the favor of 
agreed option. While 93% student respondents replied in agree. So it can be said that majority of the students 
and teachers are agree that ICT and mathematics are interlinked. 

TABLE-2 

ICT FOR MATH TEACHERS 

Statement Category A DA 

ICT is an important and valuable source of 
information for math teachers.  

 

Teachers 100 00 

Students 95 5 

 
The results of the above statement shows that 100% of the teachers replied in agree option and 95% student 
respondent replied in agree. Majority of the teachers are in favor that ICT is a valuable source of information for 
the teachers of mathematics. 

TABLE-3 
INTERNET FOR THE PROMOTION OF MATHEMATICS 

Statement Category A DA 

Every institution should be facilitated with the internet  

 

Teachers 79 21 

Students 82 18 

The results of the above statement shows that 79% of the teachers responded in agree and 82% students are in 
the favor of agreed option. So, most the respondents are in favor that every institution should be facilitated 
with internet. 

TABLE-4 

MATH TEACHER, TECHNOLOGY AND STUDENTS 

Statement  Category  A DA 

Math teacher should have ability to use 
technology to uplift math of the students.  

 

Teachers 75 25 

Students 89 11 

The results of the above statement shows that 75% of the teachers responded in agree and 89% student 
respondents are in the favor of agreed option. It means that most of the respondents are agreed that teacher of 
mathematics should have ability to use technology to uplift mathematics of the students.  
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TABLE-5 

LEARNING MATH THROUGH COMPUTERS 

Statement Category A DA 

Teacher can make learning math more 
understandable through computers. 

 

Teachers 93 7 

Students 64 36 

The results of the above statement shows that 93% of the teachers agree and 64% students responded in agree 
that teachers can make mathematics more understandable through computers.  

TABLE-6 

STUDENTS, LATEST KNOWLEDGE AND INTERNET 

Statement Category A DA 

A math student can acquire the latest 
knowledge through the internet. 

Teachers 93 7 

Students 64 36 

The results of the above statement shows that 93% of the teachers are agree and 64% students are agree that 
students of mathematics can get latest subject knowledge by using internet. It means that majority of the 
teachers are agree that internet is useful to get fresh subject knowledge. 

TABLE-7 

ICT REDUCES THE MANUAL WORK 

Statement Category A DA 

ICT reduces the manual work Teachers 98 2 

Students 82 18 

The results of the above statement show that 98% of the teachers are agreed and 82% students responded in 
agree that ICT reduces manual work. 

TABLE-8 

TEACHER SHOULD VISIT THE RELEVANT WEBSITES 

Statement Category A DA 

Math teacher should visit the relevant websites regularly Teachers 83 17 

Students 76 24 

The results of the above statement show that 83% of the teachers are in the favor of agreed option and 76% 
student respondents are in the favor of agreed. That means most of the respondents are agreed that teacher of 
mathematics should visit relevant websites of keep his/her knowledge fresh.  
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TABLE-9 

MATHEMATICAL AND MODERN TECHNOLOGY 

Statement Category A DA 

Math concepts are the bases of modern technology 

 

Teachers 91 9 

Students 81 19 

The results of the above statement show that 91% of the teachers are in the favor of agreed option and 81% 
student respondents are in the favor of agreed. It means majority of the respondents are agreed that concepts of 
mathematics are the base of modern technology. 

TABLE-10 

MATH UNDERSTANDABLE WITH COMPUTER 

Statement Category A DA 

Math becomes more understandable 
with the use of computer 

Teachers 84 16 

Students 79 21 

The results of the above statement shows that 84% of the teachers are in the favor of agreed option, 79% 
student respondents are in the favor of agreed. It resulted that most of the respondents are option with the use 
of computer.  

TABLE-11 

USE OF COMPUTERS, STUDENTS’ ATTENTION 

Statement Category A DA 

Students pay more attention while using 
computers. 

Teachers 78 22 

Students 75 25 

The results of the above statement shows that 78% of the teachers are in the favor of agreed option, 75% 
student respondents are in the favor of agreed. Most of the respondents of the both categories are agreed that 
students pay more attention while using computers.  

TABLE-12 

ICT A SOURCE OF ENTERTAINMENT 

Statement Category A DA 

ICT  is nothing but a source of entertainment Teachers 38 62 

Students 40 60 

The results of the above statement shows that only 38% of the teachers are in the favor of agreed option, 40% 
student respondents are in the favor of agreed option. It means that respondents do not agree that ICT is 
nothing but a source of entertainment.  

Discussion 

In Pakistan educational institutions are under provincial government and due to having a developing country 
majority of the institutions of secondary level have no facility of any kind of IT laboratories. But now in 2010 
government of the Punjab (Pakistan) is equipping all the institutions with this technology and giving training 
to the teachers. According to the new standards for teachers [16], teachers are required skill in using 
computers even the teachers of primary level. A computer is now a simple form of IT that is performing a lot 
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of functions for its users even from writing to computing. In its’ usage for teaching/learning purposes it saves 
time and solve complex problems in short period of time. Because now a day a learners has to learn a lot of 
things in a short period of time so this kind of technology has become an inevitable thing for the students. But 
everything has its abuses as well as its usage and in the case of computer and internet that are resourceful for 
learning mathematics especially and overall education has the same case. So the students must be guided its 
usage in a proper way and not to waste time by using it frequently.  

Conclusions 

This study addressed the usage of IT in teaching/learning mathematics at secondary level and students and 
teachers’ views about it’s usage in the class were collected. On the base of findings certain conclusions are 
made. Mathematics and information technology are closely interlinked and IT provides valuable information for 
teachers in the subject of mathematics. So, every institution should be well equipped with IT laboratory for the 
promotion of mathematics. Teachers of mathematics should know the usage of IT and for this purpose proper 
training by the department should be managed. The use of IT is also helpful to motivate to learn so is beneficial 
for teaching mathematics in class that is said to be a bore subject. It also saves time by computing large amounts 
in short period of time. 

Suggestions 

1. In the institutions teachers should be competent in using technologies that are applicable for 
teaching/learning purpose (e.g calculator, computer, internet, etc). 

2. Institutions should be well equipped with modern IT laboratories and should be in access of every 
student as well as teachers. 

3. Different subjects need different skills of technology so; teachers should properly guide student 
proper usage of IT and in a proper way and keeping in view about the subject. 

4. The use of IT should be limited to the needs. 

5. IT should be used as a supportive tool but not alternative of books and/or teachers. 

6. Improper use of IT either internet waste time and money so teachers and parents should keep eye and 
guide the students to use it at the time of need. 
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Abstract 
The paper aims at obtaining enhanced understanding by exploring relation between Teaching 
Learning Attributes (TLA) and Student Engagement Levels (SEL) at undergraduate level.  TLA are 
motivation (getting students to agree that appropriated task is a good and impelling idea), 
constructive alignment (design for teaching calculated to encourage deep engagement), climate 
(teaching-learning environment), faculty (qualified teachers), e-learning (computer based learning 
environment into our academic structure) and outcome-based assessment (focus from teaching to 
learning). Student Engagement Levels are memorising, comprehending, applying, analysing, 
synthesizing and evaluating. The study investigates as to how these two important elements namely 
TLA and SEL are interrelated with each other. The guiding hypothesis were that individuals 
strongly involved in Teaching Learning Attributes possess high level of engagement, teachers with 
reflective approach have more consistency towards students to engage them at higher level and 
teachers with reactive approach engage their students at lower level. The global context and issues 
are examined. Responses on the attributes and engagement levels are compared for academic 
sample (n=324) of 13 undergraduate institutes.  
Results indicate that students more frequently and strongly involved in Teaching Learning 
Attributes are deeply engaged at higher level of engagement. Implications for learning teaching 
theories are explored and analyzed as well as thoughts about how the student engagement may be 
enhanced so that they can be actively involved in ways that will lead towards improving the quality 
of learning.  
 
 
1. Introduction 

Learning and teaching represent two rich lines of research. In this study we attempt to connect 
these ideas together by the question: “Why Teaching Learning Attributes have an effect on the 
level of student engagement?” Effective learning is affected by various attributes, like motivation, 
constructive alignment, climate, faculty, e-learning environment and outcome-based assessment. 
Motivation has four kinds; 1) extrinsic motivations in which students perform the task because of 
the value attached to the outcome; 2) social motivation, through which students learn in order to 
please people whose opinion is important to them; 3) achievement motivation in which students 
learn to enhance their ego by competing against other students; and 4) intrinsic motivation which 
occurs when people are compelled to do something out of its pleasure, importance, or desire. 
Constructive alignment is a design for teaching calculated to encourage deep engagement. In 
constructing aligned teaching, it is necessary to specify the desired level of understanding of the 
content in question by stipulating the appropriate verbs of understanding which then become the 
target activities for students, and for teaching methods and the assessment tasks in order to judge to 
what extent students have been successful in meeting the objectives. This combination of 
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constructivist theory and aligned instruction is the model of constructive alignment. For effective 
learning, the teacher’s fundamental task is to engage students in the right teaching climate that is 
likely to result in achieving quality outcomes. What the student does is actually more important in 
determining what is learnt than what the teacher does (Shuell 1986).  

E-Learning is one of the paradigms to knowledge-based environment through which students have 
an access to high level academic activities through Learning Management System (LMS) with 
Modular Object Oriented Dynamic Learning Environment (MOODLE). Academically-oriented 
students need less coaching support in computer-based environment to carry out these activities 
independently. 

The ‘reflection’ theory builds upon teaching to reflect with and context of experience as the object 
of reflection. Learning is constructed as a result of the learners’ activities through which 
curriculum objectives could be achieved with a deep approach. Theories of learning and teaching 
focusing on students’ activities are based on two main theories: 1) Phenomenography and 2) 
Constructivism. Phenomenography is a term coined by Martin (1981) based on the idea that the 
learners’ perspective defines what is learnt, not what the teacher intends should be learnt (Martin 
and Booth 1997). Teaching is the matter of changing the learner’s perspective. Constructivism has 
a long history in cognitive psychology with several forms as individual, social, cognitive, and 
postmodern (Steff and Gale 1995). According to that, what the learner has to do to create 
knowledge is the important thing. 

Surface and deep approaches to learning can be helpful in conceiving ways of making teaching 
learning environment more conducive. At times these approaches are referred as ‘Achieving 
Approach’ (Biggs 1987) or ‘Strategic Approach’ (Taitetal 1998). Appropriate learning activities 
comprise of deep approaches to learning. The 3P model (Biggs 2003) describes three points in 
time at which learning related factors are placed, namely 1) Presage, before learning takes place, 2) 
Process, during learning, and 3) Product, the outcome of learning. Presage factors are of two kinds; 
first is student-based, which is prior knowledge that students possess about the topic, interest in the 
topic, student ability and commitment to university learning; second is teaching context which 
includes what is intended to be taught, how it will be taught and assessed, the expertise of teacher, 
the climate of the classroom and that of the institute itself. These factors interact at the process 
level to determine the students’ immediate learning related activities. A student with little prior 
knowledge of the topic will be unlikely to use a deep approach even where the teacher is expert. 3P 
model  draws attention to three sources that might affect the learning outcome, 1) a direct effect 
from the student-based factors, 2) another effect from the teaching-based factors, and 3) and an 
interactive effect from the system as a whole.  
 
These different theories of teaching are in order of complexity and sophistication, and describe  
different levels of student’s engagements. Students working at a higher level of engagements 
involve themselves with applying, analyzing, synthesizing and evaluating at the very beginning of 
their studies. However, those individuals only concerned with note taking, memorizing and 
comprehending are at a minimum level of engagement. In this study we were interested in 
extending the research on the relationship between Teaching Learning Attributes and Students’ 
Engagement. The guiding hypothesis was that students strongly engaged with Teaching Learning 
Attributes are in high level of engagement, teachers with reflective approach motivate students to 
keep them in higher level of engagement and teachers with reactive approach engage students at 
lower level.  
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2.  Sample and Methodology 
The research design was developed within the TLRP guidelines to ensure correctly correlating 
TLA with students’ engagement at undergraduate level, collaboration with ‘end users’, 
transforming theoretical knowledge into more accessible forms, and producing findings valuable 
for practitioners who are related to students’ engagement. 3P model of teaching and learning was 
developed to gain evidence of students’ reaction to their academic engagement. The most 
important contribution of the paper was thus seen as using constructive alignment to encourage 
students for their deep engagement in learning. Popular subject areas surveyed were chosen to 
mirror student engagement from TLA. Initially pertinent literature review was carried out, analysis 
of about 30 reports on teaching learning aspects were explored and follow up telephonic interviews 
with important staff of 13 undergraduate educational institutes were conducted. 
 

Respondents for this study were taken from three different sources. The first were teachers from 
three different institutions offering variety of undergraduate/graduate courses. The second were 
working professionals on administrative positions in educational departments. The third were 
undergraduate students. The total sample in the study was 324 respondents.  The demographic 
characteristic of the lecturers and working professional were very consistent: however, students 
were younger but all had sufficient learning experience of studying at undergraduate level.  There 
were 162 women (50%) in the sample. Post hoc analysis revealed no statistically significant 
differences on any of the instruments or findings based upon respondent gender.  
 
Two different kinds of questionnaires were developed separately for teaching learning attributes 
and student’s levels of engagement.  Questionnaire for TLA was a 30 items set of statements 
intended to assess how students engage themselves when confronted with different attributes. Each 
statement is measured on a five point Likert scale with 1 anchoring, “not agreed’ to 5 indicating, 
“strongly agreed. TLA has six attributes; each one represents a different angle for engagement, 
each of which is; 1) Motivation—getting students to agree that appropriate task that is a good and 
impelling idea, 2) Constructive Alignment—design for teaching calculated to encourage deep 
engagement, 3) Climate—teaching learning environment, 4) Faculty—teacher with qualification 
and experience, 5) E-Learning—computer based learning environment in an academic structure, 
and 6) Outcome Based Assessment—focus from teaching to learning outcomes. 
 
Each of the student engagement level was measured by six statements and Cronbach’s alpha 
(internal reliability) for each has been reported at 0.70 or above. In this study Cronbach alpha 
scores were slightly lower. Student engagement level represents on the frequency with which a 
respondent engages in a specific level of engagement. Each of 30 items on the SEL is assessed 
using 5 point Likert scale with 1indicating, “not agreed’ to 5 indicating, “strongly agreed. SEL 
yields five scales; each represents separate levels of engagement (Blooms Taxonomy 1956). 
Engagement levels are 1) Memorizing (recalling of appropriate, previously learned information), 
2) Comprehending (understanding the meaning of informational materials), 3) Applying (use of 
previously learned information in new and concrete situations to solve problems), 4) Analyzing 
(breaking down of information materials into their component parts, examining such information 
to develop divergent conclusions by identifying motives), 5) Synthesizing (creatively applying 
prior knowledge and skills to produce a new or original idea) and 6) Evaluating (Judging the value 
of material based on personal values/opinions, resulting in an end product, with a given purpose, 
without real right or wrong answers). 
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Every engagement level is measured by six statements and Cronbach’s alpha for each have been 
reported at 0.65 or greater. We hypothesized that various TLA and SEL are positively correlated. 
Students with higher engagement level are those strongly involved at higher points of attributes. 
Academic institutes engaged positively with strong high level attributes produce graduates at high 
level of their engagement  

3. Results 
Table–A presents correlation between Teaching Learning Attributes and Student Engagement 
levels. Cronbach’s alpha for each scale are also reported. As the data indicates, each of the TLA 
was significantly correlated with each of the attribute. The strongest correlation is established with 
constructive alignment of TLA with engagement level. The weakest correlation was found with e-
learning. Comprehension and faculty competency were also significantly correlated.  
 

Table-1 

Correlation between teaching learning attributes and student engagement levels  

Teaching Learning 
Attributes 

Student Engagement Levels  
Evaluating 

(0.80) 
Synthesising 

(0.78) 
 Analysing

(0.82) 
Applying 

(0.76) 
Comprehending

(0.86) 
Note-Tacking 

( 0.65) 
Memorizing 

(0.66) 
Constructive 
alignment (0.80) 

0.38 *** 0.36*** 0.26** 0.28*** 0.26** 0.25*** 0.18*** 

Motivation  (0.78) 0.30*** 0.35*** 0.38*** 0.34*** 0.35*** 0.39*** 0.38*** 
Climate  (0.72) 0.33*** 0.28*** 0.22** 0.25*** 0.29*** 0.29*** 0.30*** 
Outcome base 
assessment  (0.76) 

0.21* 0.19* 0.23* 0.25* 0.22*** 0.24** 0.28** 

Faculty (0.66) 0.14*** 0.16*** 0.14*** 0.12*** 0.23** 0.18*** 0.20*** 
E-Learning  (0.70) 0.14* 0.18** 0.30*** 0.24*** 0.22*** 0.36*** 0.38*** 

 

Notes: Number in parenthesis refer to Cronbach’s alpha scores for reliability **p<0.02, ***P<0.01, *P<0.00 
 
Table – 2 Presents Graphical Represestntaion of Correlation between teaching learning attributes and student engagement levels 
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Table-3 
Mean scores of low and high groups on teaching learning attributes and student engagement 
levels (t-tests)  
 

Teaching Learning 
Attributes 

Evaluating Synthesising Analysing Applying Comprehending Memorizing  

Constructive alignment  
Low  (152) 
High  (172) 

 
40.2 
44.8*** 

 
37.0 
40.8*** 

 
47.9 
49.1* 

 
50.9 
54.0*** 

 
42.8 
45.1 

 
41.1 
46.1 

Motivation 
Low (142) 
High (182) 

 
40.6 
46.6*** 

 
38.9 
41.7*** 

 
46.9 
49.5*** 

 
47.4 
49.8*** 

 
43.2 
45.7** 

 
42.3 
45.8** 

Climate 
Low (140) 
High (184) 

 
42.0 
45.2*** 

 
40.8 
46.4*** 

 
44.2 
47.0*** 

 
45.0 
47.6*** 

 
42.9 
45.9*** 

 
42.9 
45.8*** 

Outcome Based 
Assessment 
Low (156) 
High (168) 

 
40.0 
44.4*** 

 
36.8 
40.2*** 

 
47.1 
48.9*** 

 
45.9 
46.7*** 

 
42.9 
46.8*** 

 
40.1 
46.1*** 

Faculty 
Low (140) 
High (184) 

 
42.0 
43.8*** 

 
36.8 
40.3*** 

 
46.9 
49.8*** 

 
44.6 
46.9*** 

 
44.6 
45.9 

 
43.6 
46.3*** 

E-Learning 
Low (155) 
High (189) 

 
42.1 
45.2*** 

 
38.0 
42.0*** 

 
45.9 
48.9*** 

 
46.6 
47.8 

 
44.2 
47.0 

 
43.1 
44.1*** 

 
Notes: Numbers in parentheses refer to sample sizes, with vary as a result of median splits. *P<0.02; **P<0.001; ***P<0.001. 
 
Table 4 presents Graphical representation of Mean scores of low group on teaching learning attributes and student engagement 
levels 
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Table 5 presents Graphical representation of Mean scores of  high group on teaching learning attributes and student engagement 
levels 
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Table-3 offers a more detailed view of the Table-1’s findings by looking at the relationship 
between respondents’ frequent (high or above the median) or less frequent (low or below the 
median) use of each of the six TLA and this manifested itself in their use of each of the six SEL. 
This analysis gives strong support to the argument that TLA is subsequently related to SEL. High 
levels of students’ engagement is based on the students’ strong involvement towards these 
attributes, regardless of teaching learning environment, consistently engaged with the attributes 
more frequently than those in the low engagement levels. It supports that academically oriented 
students spontaneously carry out the higher levels of the activities. 
 
High motivation levels were generally engaged more frequently in four of the six engagement 
levels (comprehension, applying, analyzing and synthesizing) than those in the low memorizing 
engagement level. High constructive alignment study was more frequently engaged in all six 
engagement levels than their counterpart in the lower teaching learning attributes. High climate 
attribute also played considerably well towards student engagement levels of comprehension, 
applying and analyzing more frequently than those in the lower climate group. Faculty as a mode 
towards engagement level differentiated between high and low on all six engagement levels. High 
e-learning attribute was engaged more towards analyzing, synthesizing and evaluation. Outcome 
Based Assessment was engaged frequently more towards comprehending, applying, analyzing and 
synthesizing    
 
5. Discussion 
 
The main objective of the study was to correlate Teaching Learning Attributes with different 
Student Engagement Levels in their studies to ascertain their deep and surface approach towards 
quality outcomes. Overall results from study show that students engaged strongly towards learning 
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attributes show higher engagement level and teachers committed with reflective approach affected 
positively on students’ engagement and performance; however, teachers with reactive approach 
never instigated their learners which resulted in student performance at low engagement level. 
Reactive teachers always blamed students for low engagement level during the study.  

Educators differed on educational environment from which samples were collected and in the 
extent to which respondents were engaged in a set of important learning attributes. The findings 
suggested that teaching learning engagement of students and teachers have strong correlation 
depending upon different attributes in their context. These findings are consistent with previous 
researches (Martin 2008, Miller 1983). Biggs (2003) conducted a comparative research to find the 
level of engagement to find deep and surface approach. The result from his study showed that 
student relying on relating, applying and theorizing are at a higher level of engagement, whereas 
students relying only upon lectures, taking notes and memorizing are at a lower level of 
engagement.  
 
The second hypothesis of this research is that teachers with Reflective Approach stimulate students 
with a view to keeping them at a higher level of engagement. Result of the study indicates that 
there is significant positive correlation between Reflective Approach and engagement levels. 
Reflective practice can be formally encouraged and directed as action research (Elliott 1991) or 
action learning (Kember and Kelly 1993).  
 
The third hypothesis of the study is that teachers with Reactive Approach engage students at lower 
level. The results of the study were found with weak correlation between attributes and 
engagement level. Similar results have been reported in the studies conducted in the West (Elliott 
1991 and Dunkin and Precians 1992). 
 
The study presents a straight point in exploring the relationship between high point in the Teaching 
Learning Attributes with the high level of student’s engagement in their educational environment 
through Constructive Alignment Teaching in which it is necessary to specify the desired level of 
understanding of the context in question. Stipulating the appropriate verbs that help to do this and 
which ultimately become target activities for students and, therefore, for teaching and for 
assessment tasks to judge the level students have been successful in their engagement. 
Combination of constructivist theory and aligned instruction make the model of Constructive 
Alignment.  
 
Before conclusion, we should point out some of the limitations to this study. Only students, 
professionals and teachers population were included in the study from thirteen undergraduate 
institutions at Islamabad, Rawalpindi, Lahore and Abbottabad. Therefore, the results of the study 
cannot be generalized to other populations like institutes from other cities. Likewise, sample of 
teachers and students was restricted to these institutions so the study results cannot be generalized 
to other population. 
 
6. Conclusion and Recommendations  
Teachers must establish direction in relation to their teaching practices, challenges and changes in 
their context and shape a culture conducive for a heightened level of students’ engagement. 
Teachers need to inspire their students bringing forth their talent, skill, and energy and aiming at 
effectual learning. Good teaching supports the Deep Approach and discourages the Surface 
Approach; however, traditional approaches have an opposite effect. 3P Model depicts the 
classroom as an interactive system in which students’ characteristics and the teaching context 
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mutually determine ongoing deep or surface engagement which in turn determine the quality 
learning outcomes. 
 
University teachers in the present demanding environment require involving their students to use 
the higher cognitive level process that academic students use spontaneously. Majority of students 
need more support in order to carry out high level activities; Teaching—Learning is meant 
precisely to provide that support. Teaching is personal and the context in which each teacher works 
is unique. Individuals have to work out their own solution requiring reflection, a theory of learning 
to reflect with, and a context of experiences as the object of reflection.  
 
Research over the past one decade indicates that majority of the teaching learning process 
remained based on traditional teaching practices; however, employment of Teaching Learning 
Attributes in terms of application by faculty and absorption by the learners with a positive spirit 
helped aspiring students to strengthen their engagement levels.   
 
In the light of discussions, following recommendations are drawn from the study: 

6.1 Academic institutions of developing countries must adopt reflective practices 
through which teachers can create improved teaching environment suited to their 
own context and shape a culture that is conducive to that practice. 

6.2 Institutes must create an environment that encourages the use of maximum 
attributes at their higher level to encourage students’ deep engagement; however, 
special emphasis be given to the teaching of constructive alignment and the same be 
integrated in the current teaching environments.  

6.3 Classroom learning should be developed using SOLO Taxonomy that provides 
framework for formulating teaching objectives to make more structured and 
articulated understanding. 

6.4 Teachers must use positive intrinsic reinforcement in the class, show enthusiasm, 
create teaching learning climate to encourage students to react with the high level of 
cognitive engagement through motivation and the elicitation of the specific 
teaching/learning activities that are likely to lead to the desired outcomes.  

6.5 Evaluation and assessment in training play a significant role in all of its areas of 
application, therefore, paradigm shift from traditional evaluation to Outcome-Based 
Assessment must be brought in the academic institutions. Concept of third 
generation questions using Blooms Taxonomy should be adopted. 

6.6 Introduction and integration of e-learning environment with Learning Management 
System into academic structure will enhance training efficiency through which 
students can enjoy an access to the  latest course material through MOODLE 
software any time any where within or outside campus. 

6.7 Educational authorities in the Third World countries should take necessary steps 
through financial support to the institutions bring them at par with other institutes 
with superior teaching learning environments.  
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ABSTRACT 

Information and Communication Technologies (ICT) Education is one of the key programmes 

in Samoa’s Secondary Education.  From July 2010, the Ministry of Education, Sports & 

Culture (MESC) undertook a comprehensive study of ICT in its secondary education sector 

and related issues of teacher practices. This paper presents the results of a baseline study 

survey aimed at identifying gaps and interventions  to effectively implement the SchoolNet 

and Community Access Program in the country.  Data were gathered from 36 principals, 143 

teachers of Years 12  and 13 in priority subjects – Agriculture Science, Biology, Chemistry, 

English and Mathematics. The sample also included 584 students from SchoolNet 

participating schools. Results of the survey show that 58% of the principals and 35% of 

teachers have access of internet.  The principals primarily use internet for administration 

(89%) while teachers used it primarily for teaching (25%). Both group of respondents 

reported very positive attudent towards the use of ICT. In regard to learning preferences and 

professional development, both principals and teacher prefer qualified colleagues to external 

trainers. Both groups are willing to do computer-based tutorials. They also reported that 

current professional development for teachers focused on strongly on assessment and teaching 

methods in ICT. The study also noted that important aspects of an enabling environment for 

effective ICT integration are already in place in many participating schools, including 

encouragement and support for innovation by school managers and motivation to change and 

learn. The paper concludes with some recommendations related to SchoolNet interventions 

targeting principals and teachers.   

 

Keywords:  ICT, Secondary Education, Principals role in ICT, Teachers role in ICT, teaching 

and learning 
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Abstract: Universal consciousness, also known as empathic consciousness, or the 21st century 
enlightenment is the awareness that one is connected to, and shares an essential commonality with, 
all life and energies. This awareness is the foundation for a new educational paradigm for the 21st 
century. Universal consciousness unleashes untapped human potentialities. It opens opportunities 
for solutions to persistent global problems, and brings individual and communal fulfillment. From 
diverse backgrounds and perspectives, panel members describe their perspectives on what is 
universal consciousness, and how it works for them in their work. Topics include: “Learning 
Experiences That Raise Universal Consciousness;" (Roy Tamashiro); “Life as an Everyday Work 
of Art" (Annette Hormann); "Education ‘R’ Us: Collaborative Thinking and Collective Action to 
Reinvent Education" (Manuel Muro); and "Education in the Second Wave of Outer Space 
Development" (Edythe Weeks). 

 
 
1. Introduction 
        

Today, like no other time in history, we feel and experience our interconnectedness and 
interdependence with everyone and everything on the planet. Economic globalization and instant 
global communications show us this connectedness every day. We sense our shared roots. In 
spite of the vast diversity among us, we can identify with and have compassion for others’ 
vulnerability and suffering as well as their joys. We are moved to understanding and supporting 
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one another in solidarity despite individual and cultural differences in thinking, beliefs, and 
convictions. Universal consciousness unites human and planetary systems (including education) 
into a synergistic, life-affirming force for a positive future.  

In their papers, panel members describe their understanding of universal consciousness, 
also known as empathic consciousness and the 21st century enlightenment. They summarize 
what is universal consciousness and how it works for them from their individual professional 
perspectives. They explain how this awareness is shaping their lives and directing their work. 
The authors themselves come from diverse backgrounds and disciplines.   
 
2. Roy Tamashiro -- Learning Experiences That Raise Universal Consciousness 

To raise awareness for universal consciousness may be the most important aim for 
education in the 21st century. This is because universal consciousness unleashes untapped 
human potentialities for extraordinary cognition, creative capacity, deepened compassion, 
empathy, and spiritual awareness. It releases energies that lead to solutions to persistent global 
problems, and brings individual and communal fulfillment. Let me start with three stories of 
students who reflect on their learning experiences:  
 

Several years ago, I led a class on Humanitarianism and Internationalism to Geneva, 
Switzerland. We visited several international organizations there, including the World Trade 
Organization (WTO). Terry was a 27-year old International Studies major in search of a 
professional direction. In reflecting on course, he wrote how impressed and proud he felt that the 
young public relations officer leading the seminar at WTO was a recent Webster University 
graduate in his major, International Relations. “This gave me new confidence and a real hope,” 
he wrote, “that I too could land a job with an international agency overseas.” He reported that 
this insight led him to be more motivated and committed to his studies in his field. Terry found 
the thread of connectivity between himself and a world of professionals in international 
organizations.  
 

The second example involves Sandra, a senior finishing an elementary education major. 
She participated on an international study tour class which visited primary, elementary and 
secondary schools in China. Sandra eloquently described the epiphany she had about the Chinese 
teachers, American teachers and herself: 
 

“… I learned that the teachers in China are concerned about the very same things that 
American teachers are: discipline in the classroom, motivating the kids to be interested in 
the topic; and whether I reached everyone in today’s lesson. In spite of the outward 
differences in language and culture, we are pretty much the same inside.” 

 
Patty was a storyboard editor in a video-production class that researched and developed a 

three-minute introductory piece for a university-sponsored video conference between 
representatives of the Harry S. Truman Presidential Library and Museum, and the Hiroshima 
Peace Memorial Museum about “the future of nuclear weapons.” During the video conference, 
the Director of the Hiroshima Museum told the American students he was moved by the student 
video, and requested permission to use it for their nuclear disarmament advocacy work. After the 
video conference event, Patty reflected, with tears in her eyes, “It is so amazing. It is 
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unbelievable. They want to show our video all over Japan!” Patty was not expecting to feel seen 
and connected to people half way around the world through the video she worked on. 
 

Universal consciousness is the awareness that one is connected to, and shares an essential 
commonality with, all life and energies. This awareness of commonality extends across 
differences in blood and family ties, ethnicity, cultures, religions, languages, ideologies, 
nationalities, geography, and even species differences. We feel connected to others in the distant 
past -- our ancestors, as well as those whom we know in the present. Universal consciousness is 
associated with the empathic response: one identifies with the emotions of others, feels 
compassion toward them, and is motivated to aid them in distress or commune in their joy. 
Simply stated, universal consciousness echoes the spiritualists’ mantra, “We are all connected; 
we are not alone; and we are all one.” (Chopra, 2004; Midnight Sea Society, 2011) 
 

Universal consciousness may also be described as the psychologist Carl Jung’s collective 
unconscious having risen to a level of recognition, awareness, or understanding.  
 

“... in addition to our immediate consciousness, which is of a thoroughly personal 
nature ...,  there exists a second psychic system of a collective, universal, and impersonal 
nature which is identical in all individuals." (Jung, 1996, p. 43) 

 
Universal consciousness can also be defined as the omniscient knowledge often described 

in near-death experience research. This omniscience is largely lost to ordinary consciousness 
once individuals are born into the material world into physical bodies. The omniscient 
knowledge refers to the awareness of:   
 

"... the experiences of all who had lived. The experiences existed as separate items yet 
belonged to the whole. The whole was the collective knowledge of all. I understood there 
was no individual, just one, yet each experience was individual making up the whole. ... 
In this case "one" is … Many being one and one being many, both existing 
simultaneously in the same time and space. I further understood that the collective 
experiences are omniscient knowledge. Everything that has been spoken, heard, and 
experienced." (Atwater, 2001) 

 
When we witness the globalization of the planet in this 21st century, we realize that this 

consciousness and empathic sensitivity can now extend across the planet and the biosphere. We 
grasp the connectedness and commonality of the entire human race, the biosphere itself, and all 
of life on Earth (and beyond Earth). Social media and mobile communications technologies 
support the sense that everyone is connected to everyone else. (Rifkin, 2010)  

         
Whether the world’s human and planetary crises can be solved in time may well depend 

on whether the human family develops this universal consciousness. Today’s difficult local and 
global problems – from natural disasters, to persistent draughts and chronic famines, to 
environmental degradation, to human rights abuses and exploitation, to economic crashes and 
political upheavals – can seem too complex to understand, impossible, and hopeless to solve.  
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However, universal consciousness spawns creativity, openness to new possibilities, the 
desire to collaborate and work with others, motivation and belief in the solvability of the 
problems.  We can go beyond the limits of our current knowledge and abilities. People and 
organizations that have this awareness are passionately committed to seeking solutions. They are 
motivated and confident, without being arrogant or self-certain. They have visionary awareness. 
They discover greater cognitive abilities in themselves. They have greater affective, aesthetic, 
intuitive, creative and even ethical sensitivities. They see consciousness itself expanding for 
themselves and for others. 
 
         The terms “empathic consciousness” and “universal consciousness” are seldom used in the 
discourse of educational goals. Yet, visionary educators do include analogous terms, or the 
elements contained in universal consciousness when they discuss educational missions, goals, 
and learning outcomes. These terms include: “21st century education competencies or skills,” 
(Partnership for 21st Century Skills, 2011) and “global awareness or citizenship.”   

Universities such as Drake, Southern Oregon University, Chapman University, 
University of British Columbia (Canada), University of Nottingham Ningbo (China), and our 
own Webster University use the term “global citizenship” in their mission statements: 
 

“Webster University, a worldwide institution, ensures high quality learning experiences 
that transform students for global citizenship and individual excellence.” (Webster 
University, 2011) 

 
"Empathy for all humanity" is the mission statement for Bunkyo University (Japan). 

Emory University's mission is "to create, preserve, teach, and apply knowledge in the service of 
humanity." (Emory University, 2011) 
 
         By including the correlates of universal consciousness in their mission, goals and learning 
outcomes, schools and universities are declaring that they can and do provide the learning 
experiences that lead to universal consciousness.  
          

Transformational learning theory provides the framework for understanding how 
students (learners) gain deep insights associated with consciousness raising. "Transformative 
learning is the expansion of consciousness through the transformation of basic worldview and 
specific capacities of the self." (Elias, 1997 p. 3) 
 
         What learning activities can expand consciousness and transform learners? The list 
includes examples like learning a new language through immersion; traveling to a new country 
where you don’t know the language or the culture; or doing service learning or community 
action projects. Most documented learning activities involve a problem or task that is challenging, 
intense, complex, or a novel to the learner. They may involve team projects (like a joint 
presentation, research report, or video production) requiring cooperation, collaboration and an 
open end objective. A stimulating class discussion or debate in which students question their 
own beliefs or attitudes can be transformative.  

There are actually many routes to transformative learning and universal consciousness. 
Being here right now reading and thinking about this topic can put some of us on that plane. 
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Even a quiet or solitary experience like sitting on the beach, watching the windsurfers and 
seagulls can put us in touch with the planetary beauty and the energies we share. Universal 
consciousness is an awareness that can be accessed through the range of experiences that is as 
varied as our own individual differences that make each of us unique.  
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3. Annette Hormann -- Life as an Everyday Work of Art 

 
Looking at everyday life as a work of art is perhaps my way to explain universal 

consciousness.  We are all regularly engaged in the process of making art. Creating something -- 
the most beautiful or interesting possible -- is engaging in the artistic process: Choosing the right 
clothes for the day; dressing the dinner table with candles, flowers and special tableware for a 
birthday; taking a different route to go to work. 
 

By seeing life as a permanent possibility of creating art, we become aware of how rich 
life could be if we are committed to creating life in every moment. 
 

Creating life as a work of art may seem too difficult or an unnecessary luxury. But it 
might be very gratifying and inspiring for less abundant people as well. For example, we all 
know moments or periods of life, when we feel poor, exhausted, disenchanted, depressed and 
afraid -- poverty is not always so much material as it is a matter of consciousness. 
 

Even though my profession is doing artwork, the daily practice of art is more valuable 
because of its transformative nature. It is possible for an artist to be very creative and create 
amazing work and still be disconnected, unloving and egocentric. 
 

The world around us is showing how disconnectedness, egocentrism, fear and hate are 
destroying our planet and the people living on it. The sense of disconnectedness is birthed out of 
a fearful approach to life, which sounds approximately like this: “Me against the rest of the 
world.... I must affirm myself... I must be better than others, maybe even destroying others to be 
safe.  Less others, less danger.” 
 

Very unfortunately the grain of disconnection is planted in us from infancy when 
circumstances make the baby feel afraid. This happens when the small person is left alone, 
disconnected from love. Then she starts to affirm herself through screaming. Later she might 
affirm herself against her siblings and then against other kids in kindergarten and so on. This 
small person constantly has to prove something and to be better than another or as good as the 
expectations of parents and other adults. 
 

At a later stage a person having suffered like this might come to a point when she thinks: 
“Stop! My life has to change! I have to change!” She starts looking at things differently and 
trying a different approach. As children, and later as adults, we try to make sense of occurrences 
we did not understand.  

 
Fear and disconnection are not the truth but an understandable misconception. The world 

of fear inhibits us to a smaller or larger degree, eating up our possibilities of living a life in joy. It 
makes us self-centered and defensive or aggressive. It excludes us from love. It makes us sick 
and bitter and isolated. 
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But life does not have to be like that and we can start right now in this very moment to 
change something. Just look around - What do you see? What is catching your eye? What 
catches your eye is probably not what catches the eye of your neighbor. Tomorrow at the same 
time in the same place something else will catch your eye -- maybe you will want to explore this 
further. Maybe you are inspired by a color combination of some flowers in the garden that you 
would like to see as cushions on your sofa at home. Or you might see a person's shoes that you 
find amazing, funny, or outrageous. 
 

It is a great thing to do when feeling tired or a little depressed. Putting the attention 
outside and watching a movie, walking like the person in front of you, putting yourself in the 
shoes of another while sharing a subway trip, looking out for colors, shades, lights, words - 
anything. 
 

Last summer I went to the south of Spain to infuse myself into the sun because the 
weather in Belgium was just depressingly grey and cold. This year I would have to spend these 
holidays alone and this was OK. In a corner of my heart I felt vulnerable and insecure like a child 
in a new environment who had been told “just go outside and play with the other kids, make 
yourself some friends!”  As a child I felt frightened in these circumstances, not knowing how to 
ask whether the unknown children would like to play with me. 
 

Spain was supposed to be a holiday and I didn’t feel like indulging in my child traumas. 
So I decided to practice the everyday work of art with my photo-camera and the smallest 
moleskin notebook I could find. Putting my attention outwards mostly all the time while in 
Seville, I saw beauty all over the place. I felt moved to a point that almost overwhelmed me; 
tears coming up when beauty became unfathomable. I took hundreds of pictures, some of them 
on my blog Si la Vie était une Oeuvre d'Art ~ Quelques photos, quelques idées, peut-être autre 
chose encore  (Hormann, 2011). It was my heart having opened to experience this beauty: The 
love that had been put into a building, the color of a facade, the fountains in a garden or the 
image of a palm tree growing straight. 
 

More challenging were the moments spent alone in cafés and restaurants. But I had my 
notebooks. I could do the same thing with my notebooks as I did with the camera: taking pictures, 
this time in writing, of what I saw, or pictures of what I felt: "Diary - Momentary." Some 
momentaries are exposed on the blog as well. 
 

Another small secret I want to reveal is the “love switch”. This is the idea that love can 
be turned on instantly. About 25 years ago, I was studying fashion design and had an exercise to 
make for the next day. The exercise consisted of a gradient color collage of torn out pieces of 
paper from magazines. It should be a collage of the color of my choice from light to dark. “What 
an awfully childish thing to do! Boring and stupid!” I felt furiously bored, almost not able to do 
the thing at all. Then I heard a voice: “Love it!” I was thinking “How can I love it when I hate it. 
One cannot command love like that.” Strangely, the whole experience was bad enough to 
actually try loving this exercise. And even stranger, the moment, I felt: “OK, I try;”  I felt 
something opening in my heart and everything changed. I could now actually see the small 
pieces of paper and the different shades of blue color and feel some passion about this large 
variety of blues. My concentration got focused and I felt myself enter into some sort of sacred 
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space. The exercise was done in no time and I knew that this had been some sort of epiphany. 
The next day my teacher congratulated me for my work and I was not at all astonished. It was the 
work of love. 
 

This is an experiment that can be done all the time and with the most down to earth jobs: 
dishwashing or bed making, floor swiping or lawn mowing. I don’t know about standing in a 
traffic jam - more creativity might be asked here. This is the challenge and joy of turning 
everyday experiences into a creative act. 
 

When practicing looking outwards and being an everyday artist, we might be aware of 
the inner critic. This inner critic can be very strong. He wants to find fault wherever he can -- 
sometimes we are the object of his criticism, sometimes it is the world around us. He also knows 
very well how to make things better. He is a very frustrated fellow. Talking about critics, art 
critics for example often seem to be frustrated artists. They don’t dare to create. They have been 
cutting themselves off creating, for whatever reason, mostly fear, and instead are very good in 
criticizing, sometimes with disastrous effect on the sensitive artist they are judging. 
 

The inner critic is like a frustrated artist or other kind of creative creator. This frustrated 
artist desires to create beautiful interiors or would love to be in fashion. He could be a better 
architect, a doctor, a writer, a politician or a better parent. Actually he would love to create life 
completely new. Truth is, there is a creator in us who could create life completely new. 
 

Letting the inner critic be by saying “Thank you for inspiring me with some new ideas - 
and actually I would love to have some new ideas next time when sitting at my desk not knowing 
what to write.“ This is training him to become a valuable collaborator. (Of course, my inner 
critic still tries to talk me out of creating and often succeeds.) 
 

With the earth’s population soon reaching seven billion people, the diversity of 
experiences existing inside and outside of us opens infinite potential for creating the future. We 
know that no one of those seven billion will ever be the same as another. Even within ourselves 
we are never the same but changing constantly. The diversity of thoughts and experiences for 
each individual every day multiplied by seven billion is mind blowing. We see that there is an 
infinite potential in this world. With this vision, we can now step into our creator shoes. 
 

Every day, we can choose to affirm life or not, to feel open or closed, to accept or reject 
our own unique experiences, If we choose to affirm life, we can make the choice to do the things 
with love, to create beauty around us, to look upon the world with compassion, to value 
creativity and to make steps into the direction of a life we could love. This everyday work of art 
is the way I have found to access universal consciousness. It is one of many paths. This practice 
can be much more complex than what I have just exposed. Over time the everyday practice of art 
can transform lives, create happier, more joyful people, compassion and a feeling of 
connectedness. We can feel more empowered and really step into our true shoes which seem to 
be much too big right now: the shoes of an artist/creator of life. 
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4. Manuel Muro -- Education ‘R’ Us: Collaborative Thinking and Collective Action to 
Reinvent Education 

As a passionate electrical engineer and technologist, for the last four years, I have taught 
elementary school students how to build electrical circuits. I teach them that an engineer is 
someone who applies their knowledge to solve real-world problems:  The knowledge 
traditionally resides in the realms of math and science, but it is by no means limited to those 
realms.  

 
The information and knowledge base in my profession changes at a pace that overwhelms 

most in the profession. This rapid change, and sense of instability causes many of my colleagues 
to “specialize” in niche areas at great risk of their professional career path. Those who continue 
to specialize, and even over specialize, lose their sharpness in identifying problems and their 
creativity in finding solutions.  
 

When I saw many of my fellow engineers lacking (or losing) critical and creative 
thinking abilities, or missing a true understanding of the origins of the knowledge they applied 
daily, I became concerned and quickly took a strong interest in education in general. I started to 
read and reflect about my own educational process. Once this began, it became an on-going 
process that has never ended.  
 

Given the rate of technological changes and the collective links that we are now forming 
the world over with our fellow human beings, how can we expect our educators to prepare our 
children for such an uncertain and ever-changing future? Since the needed knowledge is not 
known yet, how can the next generation get properly educated without all of us getting directly 
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involved in the educational process? It was through these realizations that I felt a connection to a 
universal consciousness. I was an individual person, but yet a part of a larger whole. I was 
excited about sharing this epiphany with others, especially with those who also had this similar 
awareness. 
 

Collaboration has always been the answer, but has not always been embraced or adopted. 
For example, in my youth, computers were just being introduced to the schools and since there 
were no computer science teachers, or teachers who even knew how to use them or how to 
program them, the computers were “tossed” to the math teachers, as that was the closest 
“related” subject to computers. They were told to teach the students how to use these things. Of 
course, as expected, it was not a pretty sight nor a great experience for many students. Some 
students developed computer phobia and ended up not ever wanting to have anything to do with 
computers later on in life.  
 

The 21st century education will be strongly defined by how we use computers, in its 
many forms, in the educational process and educational systems in much the same way that pen 
and paper have been used for carrying out the charge of educating the youth in the past centuries. 
This is really a natural and necessary evolution of both technology and education with the real 
challenge being the how. Given the real and perceived complexities of technologies, educators 
and technologists must work together to find solutions to educating the next generation in this 
uncertain and ever-changing environment (Khan Academy, 2011; Moodle, 2011). 
 

Examples of new technologies that educators might consider to help prepare students for 
an uncertain and changing future include: (1) 3-D Printers; (2) Tablet Computers; (3) Video 
Conferencing; and (4) E-Books and E-Publishing. 
 

(1) The 3-D printers allow students to bring the “virtual” world into the real world by 
taking designs that they build in the computer, or get designs from others, and produce in the real 
world using materials like plastics or even chocolate to create 3-D structures.  
 

(2) Tablet computers are simply the next best form of the computer that solves many of 
the problems with computer accessibility, especially in other languages since “keyboards” can 
easily be adapted to accommodate the special symbols of non-English languages.  
 

(3) Video conferencing in the classrooms enables the “pen pals” of the past to take on 
whole new experience, but it also enables the instructors to bring technology experts to the 
classroom where location or other reason(s) do not make an in-person presence practical.  
 

(4) E-Books and E-Publishing have redefined the notion of a “book” for the 21st century 
in much the same way when illustrations were added to the printed word. E-Books enable 
learners to go beyond text-only communication. Audio and animation tracks as well as other 
interactive options now enhance the reading experience.  Meaning is now communicated through 
multiple channels: visual text, images, video, audio, and tactile (touch) interaction. These 
enhancements especially benefit those who are “reading-challenged.” They open up the rich 
world of reading, literature and information that was not accessible to them before e-books. 
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One of my instructors told me that he did not take computers seriously in the past because 
he thought they were a passing fad. It is very unlikely that the four technologies listed above will 
be just fads. Worse than not taking something seriously because they are perceived as fads, is to 
become attached to obsolete ways of thinking or living. Such is the current educational goal to 
prepare students for obsolete, industrial age “assembly line” type working or living environments. 
The clinical psychologist Bruce E. Levine (2001) relates the following anecdote:   
 

I once consulted with a teacher of an extremely bright eight-year-old boy labeled with 
oppositional defiant disorder. I suggested that perhaps the boy didn't have a disease, but 
was just bored. His teacher, a pleasant woman, agreed with me. However, she added, 
"They told us …  that our job is to get them ready for the work world…that the children 
have to get used to not being stimulated all the time or they will lose their jobs in the real 
world." (Levine, 2001, p. 74) 

 
We do children a disservice preparing them for the obsolete, boring, assembly-line type 

world which is runs counter to the current Information Age. With three young kids of my own --
6, 7 & 9 years old -- I see the need to engage our children in authentic, real-world learning 
experiences, which help prepare them for an uncertain and ever-changing world. 
 

In conclusion, I must confess that I have just a little glimpse into this awareness we call 
universal consciousness. This little glimpse has awakened me to see myself and my fellow 
engineering technologists in a new light: I see the importance of looking deeply into the origins 
of the knowledge we use in our work. By doing this we come to identify the problems we face 
more clearly, and we find new insights and new creativity for solving these problems. The works 
of John Taylor Gatto (2000), and more recently, that of Sir Ken Robinson (2010) have inspired 
me to rediscover my own educational origins. With this, I have a profound understand that 
educating our children is a job that is not just for educators. That task is too big, too complex, 
and too important for just parents or educators. Universal consciousness teaches us that we are 
all in this together and that we are all part of the education equation that is critical for ensuring 
the survival of humanity and the planet itself. It is a responsibility we all share as global citizens 
living on and in our one and only home planet.  
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5. Edythe Weeks -- Education in the Second Wave of Outer Space Development  

In these times of crashing economies, job loss, high unemployment and school system 
failures, we search for ways to create a more positive future for ourselves and our families. This 
paper proposes that outer space could prove to be a way for many to find answers to this search. 
The first wave of outer space development changed the world. This wave included establishing a 
satellite telecommunications infrastructure in the geostationary orbit. It also resulted in the 
globalization of new high tech products and services. For example, widespread global use of cell 
phones, the Internet, social networks, and wireless financial transactions all appear to have 
happened overnight. Telecommunications technologies coming from the space programs have 
revolutionized how we communicate. However, wider social inequality gaps also appeared 
during this time.  
 

The second wave of outer space development began with the legalization of private 
spaceship travel, the plan to retire the NASA space shuttle fleet, and the preparation of 
companies to take on space transport from Low Earth Orbit to Earth, space transportation 
systems and space exploration missions to Near Earth objects (i.e. asteroids), Mars, the moons of 
Mars and our Moon. The Obama Administration’s recent decisions to cancel NASA’s 
Constellation Program and to set new space policy initiatives, gave a “green light” for emerging 
industries, such as space travel, space tourism, spaceport development, commercial space mining 
and space habitats. These new industries are likely to drive the global economy for decades. 
They are likely to have even greater impact than did first wave industries like aerospace and 
telecommunications.  
 

Even with the NASA Space Shuttle program now closed, companies are speeding up 
private spaceship development. The NASA Authorization Act of 2010 allocates 58.4 billion 
dollars for space related business ventures. These ventures include  plans to build advanced 
space transportation systems, privatize spacecraft development, commercial space habitats, space 
stations and space settlements, commercial space mining, spacecraft trajectory optimization for 
landing on near Earth asteroids, commercial spaceport construction, interstellar-interplanetary-
international telecommunications and space exploration missions to near Earth asteroids, the 
Moon, Mars and Mars’ two moons – Phobos and Deimos. Space mining projects are boosted by 
discoveries of platinum group metals such as iridium and osmium, and various other valuable 
untapped natural resources.   
 

The US initiatives have been mirrored in the international community. For example, The 
Global Exploration Strategy involves 14 space agencies (Australia, Canada, China, Europe-ESA, 
France, Germany, India, Italy, Japan, Russia, South Korea, United Kingdom, United States of 
America, and Ukraine) joint venturing to accomplish missions, lunar architecture and other space 
goals. The Global Alliance for Outer Space Development will enable citizens worldwide to 
reeducate themselves to prepare for new career paths. The Alliance will provide educational 
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programs, knowledge building services and products, workforce development and retraining 
resources for people of all ages and walks of life. The second wave of outer space development 
will involve industries that make possible new life support systems, telecommunications, 
transportation, and back up habitats.  
 

The new industries open opportunities for education (disciplines, areas of study), 
professional growth, and ultimately new jobs and new careers. In the first wave, outer space 
development was limited to studies and professions in the sciences, technologies, business and 
policy making. The second wave industries will involve those fields as well, but will require skill 
sets from the social sciences, humanities, languages, and the arts, and perhaps more importantly, 
individuals trained in interdisciplinary and integrative research across multiple disciplines and 
languages.  Space tourism, space hotels and space settlements, for example, require skill sets in 
the social sciences (psychology, anthropology and sociology). Earth-based social services -- 
restaurants, cafes, health clinics, hair dressers, communications systems -- would require re-
invention, redesign and re-engineering to service civilian travelers in outer space. New human 
sustainability models will require testing and validation of their appropriateness in outer space. 
As knowledge coalitions plan, design, construct and test human habitats, life support systems, 
transportation vehicles and communications devices, ingredients for new knowledge products 
will emerge.  
 

Most important, this knowledge can be disseminated universally to people throughout the 
planet. This opens the door for global equality of opportunity, universal access to resources, 
quality education and justice for all. Not surprisingly this outcome is consistent with the Outer 
Space Treaty requirement that outer space be used to benefit all humankind. 
 

This second wave of outer space development will impact educational institutions 
worldwide (pre-K - 12 and universities). First, it means that space studies and outer space 
development needs to be included across the curriculum and across all levels. For many years 
space studies have remained the exclusive purview of engineers, scientists and technology 
experts. It is important to approach the topic using interdisciplinary and integrative approaches. 
Disciplines that were excluded in the first wave, especially the social and behavioral sciences, 
play a significant role in enabling young students -- the future global citizens -- to feel involved 
and empowered to contribute to the new enterprise. This educational approach will enable more 
people to develop the new diverse skill sets required for the emerging outer space development 
industries. 
 

The proposed curriculum focuses on developing intellectual talent for K-12 learners, 
workforce members needing to be retrained, academics seeking to reinvent themselves, and 
university students. In this curriculum, students of all ages conduct research, locate and compile 
data, write and perform critical analytical analysis, and apply results to novel situations. Outer 
space development curriculum open creativity channels for children and adolescents.  
 

Outer space development curriculum can enable students to develop new dimensions of 
thought and tap into their creativity to solve problems related to survival and prosperity. These 
skills are necessary employment skills for the international knowledge networks in the second 
wave of outer space development. Moreover it develops a generation of people, in all walks of 
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life, to engage in the variety of issues facing global citizens of the 21st century. Such a 
curriculum is part of the process to develop universal consciousness, empathy, life-saving 
imagination and innovation, genius and the ability to tap into the 90 per cent of the brain which 
is seldom used. 
 

Outer space curriculum in the second wave recognizes the diversity of experiences and 
strengths of individuals while providing equity and equal access to quality education. The 
complex enterprise of the second wave requires the involvement and inclusion of people from 
diverse backgrounds, cultures, professions and disciplines. Organizing school curricula for 
second wave outer space development can close inequity gaps, and knowledge/achievement gaps.  
 

We can imagine a movement involving people being retrained for new job opportunities. 
This vision enables us to view outer space development as a means for solving the inequality gap 
problem that many scholars, activists and academics have complained about. Outer space 
development can serve as an incentive for world peace and equality. 
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http://www.youtube.com/watch?v=5C4PlbJYtng 
Space Habitats 
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Abstract:  Webster University’s new “Global Citizenship Program” follows a nationwide 
movement to reform general education. The program mirrors the university’s recently revised 
mission statement to ensure “high quality learning experiences that transform students for global 
citizenship and individual excellence.” The aim of this panel presentation is to review various 
elements -- the successes and the current challenges of the Global Citizenship Program. Topics 
include:  Universalizing the General Education Program Across Diverse Programs (Bruce 
Umbaugh); Infusing the LEAP Outcomes Across the Curriculum (Carla Colletti); Ubiquitous 
Consolidation:  Integrating Critical Skills within a General Education Program as an Across-the-
Curriculum Venture (Scott Jensen); Achieving Faculty Consensus in the Assessment of Attitudes 
(Roy Tamashiro); How technologies facilitate high level learning experiences in cross-curricular 



general education programs (Basiyr D. Rodney); and Intercultural Competence in General 
Education Courses (Deborah Pierce). 
 
The movement to reform general education programs at universities began in the late 

1970s when the Carnegie Foundation for the Advancement of Teaching called for a focus on 
social needs and suggested a common core curriculum toward cultural survival (Gaston and Gaff, 
2009). Webster University’s new “Global Citizenship Program” follows this movement. The 
papers contained in panel presentation aims to review various elements -- the successes and the 
current challenges of the Global Citizenship Program.  
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1. Bruce Umbaugh -- Universalizing the General Education Program Across Diverse 
Programs 

Beginning in 2009, Webster University initiated a thorough, all-encompassing revision of 
its general education programs. Engaging in an effort to devise an effective program of general 
education is one of the biggest tasks a faculty body undertakes.  Only rarely does the faculty as a 
whole body address curricular decisions. Faculty members carry diverse language and 
unarticulated assumptions into discussions about curriculum. These factors compound the 
difficulty of such a collective effort. 
 

Webster’s experience has been much like that of other institutions of higher education in 
the past few decades.  Among the motives for beginning the general education revision process 
were (1) a general sense of dissatisfaction with existing programs; (2) the adoption of a new 
University Mission Statement which emphasized transformational learning for global 
citizenship; and (3) the most recent Comprehensive Evaluation Visit for the Higher Learning 
Commission of the North Central Association of Colleges and Universities, in 2008. 
 

The reform process was designed to advance the interests of students in a principled 
manner, beginning with the mission of Webster University and the parallel mission given to the 
new Global Citizenship Program.  From the point of view of students navigating a curriculum the 
Global Citizenship Program is: 
 

Two Seminars: the First-year Seminar and the upper-level Global Keystone 
Seminar. (6 hours, total) 
Six Knowledge courses: two in the area Roots of Cultures, two in the area Social 
Systems and Human Behavior, one each in the areas Physical and Natural World 
and Arts Appreciation. (18 hours, total) 
Two other Global Citizenship Program courses: one Global Understanding course 
and one Quantitative Literacy course (6 hours, total) 



 
Organizationally the Global Citizenship Program framework offers the advantages of 

greater coherence, with the concomitant benefits for assessment. With appropriate collaboration 
(and, perhaps, some evolution over time), we hope that students might appreciate their work in 
the program as coherent and still have the flexibility and choice that they (and we) clearly value. 
 

The current general education programs are all distribution model programs. They all 
consist of collections of credit hours earned for completing academic coursework. They all are 
structured to allow students to complete courses in any order and at any point in their enrollment. 
They demand as few as 12 and as many as 36 credit hours of the 128-hour minimum for 
graduation. 
 

The assessment system is a rolling evaluation of student learning outcomes performance, 
along with other, indirect measures, to provide longitudinal data that can inform future decisions 
about undergraduate education at Webster. Although students’ entire educational experience is 
implicated in developing the core competencies for responsible global citizenship in the 21st 
Century, the focus is on assessment of the general education program component of that 
experience. 

 
Student work will be evaluated from the beginning and the end of the program to 

investigate the impact of the Global Citizenship Program.  This is supported at the course level 
by academic departments carrying out their own assessment. 

Following several years of program development, campus-wide faculty discussions and 
debate, the university’s faculty assembly voted to endorse and adopt the Global Citizenship 
Program as is general education program to be applied across all undergraduate majors.  This 
new program of general education and undergraduate degree requirements aim to ensure that 
every undergraduate student emerges from Webster with the core competencies required for 
responsible global citizenship in the 21st century. The Global Citizenship Program is more 
purposeful and intentional with respect to both student learning and program improvement. 
Webster’s faculty and administration embrace this new program and look forward to its full 
implementation and benefits for students. 

 
2. Carla Colletti -- Infusing the LEAP Outcomes Across the Curriculum 

The Association of American Colleges and Universities (AAC&U) launched the Liberal 
Education and America’s Promise (LEAP) initiative in 2005.  This initiative, which will continue 
through 2015, aims to “recalibrate college learning to the needs of the new global century” 
(AAC&U 2007, vii).  As part of LEAP, the National Leadership Council identified essential 
learning outcomes in the following areas: 1) Knowledge of human cultures and the physical and 
natural world; 2) Intellectual and practical skills; 3) Personal and social responsibility; and 4) 
Integrative learning.  This recommended framework serves as a general guideline for post-
secondary curriculum, and LEAP emphasizes the importance of including these learning 
outcomes across every area of study, through both general education and disciplinary study 
(courses in the major).  
            



Webster University has adopted this framework for its new Global Citizenship Program 
(GCP).  The GCP is a general education program that reflects the school’s mission to “ensure 
high quality learning experiences that transform students for global citizenship and individual 
excellence.”  The new program is specifically designed with the LEAP essential learning 
outcomes in mind because these outcomes offer students the skills necessary to become global 
citizens.  Every course in the GCP is matched to a knowledge area and an intellectual or practical 
skill.  One of the challenges has been identifying ways to infuse an existing course with skills, 
and this paper will provide suggestions for including skills in a purposeful way.  Part of the 
presentation will focus on model activities that aim to weave written communication, oral 
communication, and critical thinking skills into the context of existing class content.  

The paper begins with an overview of the LEAP initiative, placing Webster University’s 
new general education program within the context of the LEAP goals.  Next, the challenges that 
are faced when trying to incorporate essential skills into an existing content-based course will be 
addressed.  Who decides which skills are essential?  Does including a skill within a course occur 
at the expense of course content?  How much of a skill is enough to include in a course?  Finally, 
suggested skill-building activities will be presented, with a focus on how the instructor can use 
the skills to reinforce course content.     
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3. Scott Jensen -- Ubiquitous Consolidation:  Integrating Critical Skills within a General 
Education Program as an Across-the-Curriculum Venture 

The demands of colleges and universities to prepare students for life after graduation are 
greater now than ever.  As more graduates compete for fewer jobs, and as skill sets essential for 
success in both life and careers become more specialized colleges and universities are faced with 
providing  programs that continue to be relevant, dynamic, and essential (Morreale & Pearson, 
2008; Nosich, 2012; Snider & Schnurer, 2006; Warner, 2008).  General education programs are 
logical frameworks for ensuring common skills and content thought to be central to a viable 
college education.  While most general education programs provide a collection of courses 
across a defined set of content areas, Webster University’s Global Citizenship Program (GCP) 
incorporates a combination of knowledge, or content areas into five skill areas.  All courses 
included in the GCP must teach and assess at least one of five skill areas:  written 
communication, oral communication, ethical reasoning, critical thinking, and quantitative 
literacy.  With 24 hours of required coursework in the knowledge areas, students are guaranteed 
to have exposure to multiple critical skills throughout their collegiate careers.  
 

This paper focuses on three of these skills areas—written communication, oral 
communication, and critical thinking.  In particular, the paper highlights the GCP’s ability to 
respond to calls for teaching these skills across the curriculum (Dallimore et al, 2008).  Many 
general education programs establish critical content and skill areas and then require a course be 
taken to satisfy each of those areas.  This approach largely denies opportunities for 



interdisciplinarity, repetition of critical skills, and a campus-wide engagement with the program 
(Hawthorne, et al, 2010; Lee & Ash, 2010; Morrel & Zimmerman, 2008).  Students might, for 
example, take a public speaking course to satisfy a need for oral communication 
competence.  The GCP balances the importance of knowledge and skill acquisition by mandating 
that all courses taken to satisfy general education requirements are coded for both a knowledge 
and skill area.  Further, some skill areas will be duplicated across the 24 hours of required 
coursework.  These 24 hours of general education courses are sandwiched in between first-year 
and keystone seminars, two course that integrate these same skill areas within a single seminar 
course.  In short—students who complete the GCP are guaranteed to be exposed to critical skills 
beyond a single course meeting a single general education requirement.  
 

While this extension of required teaching of skills across the curriculum heightens 
attention to the critical skills focused upon herein, an additional strength of the GCP is its 
assessment of skills development throughout the program.  All courses within the general 
education program, including the two seminars, are assessed for their ability to meet approved 
rubrics for all five skill areas.  Students’ levels of achievement are tracked to allow for a 
measurement of the GCP’s impact on critical skill development at both the beginning and end of 
the 30 hours of general education coursework.  Essentially the GCP intrinsically consolidates 
critical skills within a common academic program, and then makes these skills a ubiquitous 
element of all Webster University students’ core coursework.  This consolidated ubiquity is 
complimented by the accountability of having critical skills taught within each course assessed 
according to codified rubrics. 
 

The paper addresses implications for the GCP as a means of teaching content and skill 
areas thought to be essential for all college students.  In particular, the program is framed as a 
successful model for teaching critical skills in manner that heightens their importance through 
repetition across multiple courses in a way that applies the skills within knowledge areas (Bruss, 
2009; Dunbar et al, 2006; Herron et al, 2008).  This integration of skills areas within multiple 
departments and areas of the campus curriculum heightens the skills’ applicability to the overall 
curriculum, improves the teaching of the skills and content, and reinforces their importance to 
the overall students’ educational experience (Alexander et al, 2008; Gammill, 2006; Tsui, 2006). 
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4. Roy Tamashiro -- Achieving Faculty Consensus in the Assessment of Attitudes  

To include values, attitudes or dispositions among student learning outcomes raises 
strong opposition that brainwashing is inappropriate and unethical in higher education. On the 
other hand it can be argued that, in this globalized era, it is imperative that colleges and 
universities educate students for more than knowledge or technical competence. The attention to 
skills, values and attitudes that enable graduates to succeed personally and professionally is a 
necessity. (Aloi, Gardner, and Lusher, 2003). The paper aims to review the faculty debate about 
this issue at Webster University, and describes the yet evolving path toward including values and 
attitudes in Webster University’s new general education program, The Global Citizenship 
Program (GCP).  
 

Like other universities, Webster University has come  under scrutiny by regional and 
professional accreditation agencies, the media, students, alumni, and the general public. Are 
today's graduates truly prepared to live and work in the rapidly-changing, interconnected 21st 
century, globalized environment? Many employers and graduate schools do report that Webster 



graduates are exemplary in this regard. But accrediting agencies have also reported that the 
learning experiences and assessment of these outcomes in the University's 22-year old general 
education program could be significantly improved. 
 

The call for accountability and assessment, especially of values and attitudes, 
understandably struck a nerve that led to intense controversy about this issue at Webster 
University. Over 18 months were devoted to faculty town hall meetings, seminars, and 
workshops which aimed to update the faculty on the current national priorities and practices in 
general education, and to vet viewpoints on the direction for general education reform at Webster. 
Opposition to wholesale inclusion of skills, values and attitudes in learning outcomes and 
assessments persisted.  
 

Ultimately, the new GCP proposal that the faculty voted to approve did contain attitudes 
and values embedded in skill area competencies, such as intercultural competencies, and ethical 
reasoning. However, skill areas which connoted more disposition-like competencies were deleted 
from the program proposal. These included some "intellectual and practical skills," such as 
teamwork, problem solving, creative Thinking, and information literacy; some "personal and 
social responsibility skills," including civic knowledge and engagement (local and global), and 
lifelong learning skills; as well as learning outcomes for integrative and applied learning. 
 

In its actual implementation, the inclusion of values and attitudes as learning outcomes to 
be assessed in individual GCP courses will be the option of the instructor(s) of the course and its 
sponsoring department. For example, while the University invites instructors and departments to 
use a set of previously developed rubrics to assess “intercultural competence” for the proposed 
course, “Introduction to International Studies,” the instructors and department chair may decide 
to exclude assessing students on the attitudes included in that rubric: empathy, openness, and 
curiosity, Essentially the inclusion of values and attitudes as learning outcomes and assessment 
points is voluntary at this evolutionary point in the GCP. On the other hand, those instructors and 
programs who endorse the inclusion of attitudes and values as learning outcomes to be assessed 
are free to include additional attitudes, values and dispositions (such as creative thinking, or 
cooperative attitudes in team projects) in the courses. For now, the data on attitudes and values 
which are not included in the GCP targeted-skill areas will not be compiled or collected by the 
university’s GCP assessment committees and offices.  
 

References:  

Aloi, S.L., Gardner, W.S. and Lusher, A.L. (2003). A framework for assessing general 
education outcomes within majors. JGE: The Journal of General Education 52, (4), 237-
252. 
 
Fuller, U. and Keim, B. Should we assess our students' attitudes? Canterbury, UK: 
University of Kent (Manuscript) Retrieved from: 
http://crpit.com/confpapers/CRPITV88Fuller.pdf 
 
Vreeland, R.S. and Bidwell, C.E. (1966). Classifying university departments: An 
approach to the analysis of their effects upon undergraduates' values and attitudes, 



Sociology of Education, 39 (3, Summer) 
 

5. Basiyr Rodney -- How can technologies facilitate high level learning experiences in cross-
curricular general education programs? 

Today’s web 2.0 and social media technologies can shape cross-curricular curriculum 
integration in general education programs. Today’s 21st century learners are digital natives who 
ought to be prepared for the increasingly networked world in which they will live and work. 
General education programs should contain learning experiences that are media rich and cross-
curricular. 
 

According to AAC&U reports liberal arts colleges continue to develop more high quality 
learning experiences in general education programs. At Webster University we 
have  conceptualized student projects and instructional delivery tools that take advantage of web 
2.0 and social media technologies. A central purpose of these types of technology applications is 
to engage students in cross curricular activities. Digital video, audio podcasts and live streaming 
are three applications that can be used to engage students. 
 

In this descriptive piece we outline three tools and projects that facilitate some high 
quality learning experiences with technology.  At Webster we have used technologies to 
facilitate  high level learning experiences in various ways. In the three proposed applications that 
we describe there are three main elements of the value rubric that are apparent. These are: (1) 
collaboration and communication, (2) problem solving and teamwork (3) critical and creative 
thinking. To be sure whenever we use technologies information literacy is an integral part of the 
learning experience as well. 
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Beginning in early 2009, Webster University initiated a thorough, all-encompassing revision of its general 
education programs. The revision was meant to make undergraduate learning more purposeful, to 
improve student learning and preparation for 21st century challenges, to facilitate assessment and program 
improvement, and to align the undergraduate core with the University’s mission. 
 
Engaging in an effort to devise an effective program of general education is one of the biggest tasks a 
faculty body undertakes. As Gaston and Gaff put it: 
 

whereas most educational decisions can be made by individuals or small groups of faculty in their 
departments, the entire faculty must coalesce around a single program of general education. 
(Gaston & Gaff, 2009, p. 7) 

 
Only rarely do the faculty as a whole body address curricular decisions. Faculty members carry diverse 
language and unarticulated assumptions into discussions about curriculum. These factors compound the 
difficulty of such a collective effort. 
 
Faculty members approach curricular discussions from diverse points of view, and there is little 
consensus on the rationale for existing general education programs. Variously, faculty members identify 
the aims as breadth of study, imparting disciplinary knowledge, basic skill acquisition, providing 
foundational knowledge, improving student retention, making students educated persons, enabling 
students to synthesize disparate information and make interdisciplinary connections, helping students to 
become lifelong learners, and more. (Virginia, 1999) 
 
Webster’s experience has been much like that of other institutions of higher education in the past few 
decades. Jerry G. Gaff, in "General Education at Decade's End: The Need for a Second Wave of Reform,” 
summarized critiques of American colleges and universities in the 1980s as alleging, “too many students 
failed to develop the marks of generally educated people—a broad span of knowledge; skills to 
communicate clearly, to think logically and critically, and to get along with different kinds of people; the 
capacity to work independently and as a part of a team to solve problems.” (Gaff, 1989) 
 



Among the motives for beginning the general education revision process were a general sense of 
dissatisfaction with existing programs and two other considerations. One was the adoption of a new 
University Mission Statement, as a result of a planning process started in 2007 as part of the University’s 
self-study process for reaccreditation. The other was the most recent Comprehensive Evaluation Visit for 
the Higher Learning Commission of the North Central Association of Colleges and Universities, in 2008. 
 
The new Mission Statement reads: 
 

Webster University, a worldwide institution, ensures high quality learning experiences that 
transform students for global citizenship and individual excellence. 

 
This replaced the page-long Mission Statement that had been adopted in 1992.  
 
In 2008, the University completed its self-study process for reaccreditation and hosted members of a Visit 
Team representing the Higher Learning Commission.  
With respect to the general education program, specifically, the Report found a need for institutional 
attention, rather than Commission follow-up. The Report stated: 
 

The team found no evidence of a clear feedback loop between general education assessment data 
and the improvement of teaching and learning. (4b) As the institution moves forward with 
assessment, general education and graduate programs need to be included. (Talburt, 2008)) 

 
The revision aimed, thus, at aligning the undergraduate core with the University mission, in a way that 
would facilitate using data to improve student learning. The process was designed to produce a new 
general education program, to be called the “Global Citizenship Program,” and the new program was 
given a specific mission: 
 

The mission of the Global Citizenship Program is to ensure that every undergraduate student 
emerges from Webster with the core competencies required for responsible global citizenship in 
the 21st century. 

 
The reform process was designed to advance the interests of students in a principled manner, beginning 
with the mission of Webster University and the parallel mission given to the new Global Citizenship 
Program. (See Figure 1.) 
 
 



 
Figure 1 – The General Education Reform Process 
 
What are the core competencies required for responsible global citizenship in the 21st century? They are 
21st century knowledge and skills, as reflected in the AAC&U "Essential Learning Outcomes." As 
implemented in the Global Citizenship Program, these learning goals are: 
 

Knowledge of Human Cultures and the Physical and Natural World (achieved through six courses 
in the areas Roots of Cultures, Social Systems and Human Behavior, Arts Appreciation, and 
Physical and Natural World) 
 
Development of Intellectual and Practical Skills required for Responsible Global Citizenship 
(written and oral communication, critical thinking, quantitative literacy – addressed repeatedly 
throughout the program) 
 
Understanding of Personal and Global Responsibility (intercultural competence, ethical reasoning – 
addressed in Knowledge and Global Understanding Courses, as well as in two Seminars) 
 
Abilities to Integrate and Apply Learning (addressed in various courses and two Seminars) 

 
 
From the point of view of students navigating a curriculum the Global Citizenship Program is : 
 

Two Seminars: the First-year Seminar and the upper-level Global Keystone Seminar. (6 hours, 
total) 
 
Six Knowledge courses: two in the area Roots of Cultures, two in the area Social Systems and 
Human Behavior, one each in the areas Physical and Natural World and Arts Appreciation. (18 
hours, total) 



 
Two other Global Citizenship Program courses: one Global Understanding course and one 
Quantitative Literacy course (6 hours, total) 

 
The learning outcomes include two, broad "knowledge" areas (of human cultures and of the physical and 
natural world). In the best case for student learning, addressing these would not involve only knowledge 
acquisition, but, rather, study directed also at achieving various of the "skills" and "understanding" 
outcomes, as well. So, for example, in a history or a literature course, we might expect students to have 
practice that would help achieve greater competence at skills such as written communication, as well as 
content knowledge of human cultures. Students in a course on the environment might complete 
assignments that increase their knowledge both of human cultures and of the physical and natural world, 
as well as their quantitative literacy, teamwork, ethical reasoning, and integrative learning. Intercultural 
knowledge and competence might be developed in courses that also develop oral communication and 
critical thinking. And so on. (All of that depends on the details of what happens in the course, naturally, 
not only on the topic of the course.) 
 
We also understand that some teaching and learning practices have extraordinary effects on students that 
go well beyond the learning that takes place in the experiences themselves. George Kuh reports that 
students participating in “high-impact practices” (such as first-year seminars, internships, collaborative 
projects, global learning, problem-based learning, undergraduate research, service learning, capstone 
experiences, learning communities) have higher grade point averages than other students, self-report 
having learning more than other students, and are more likely to continue in school than other students. 
These relationships are more pronounced for students at greater risk (lower test scores, e.g., or racial 
minority status) and for students participating in more such activities. (Kuh, High-impact Educational 
Practices: What They Are, Who Has Access to Them, and Why They Matter, 2008) 
 
Rather than continuing to provide such experiences merely as options for students, we committed to 
building some of them into the program requirements and to finding other ways to engage students in 
such experiences. This shift in thinking about undergraduate education introduces complexities and forces 
us to learn new ways of approaching students and calls on us to address challenges we have not 
previously. Still, we concluded that the potential benefit from exposing students to these practices 
throughout their undergraduate coursework completely dwarfs the challenges and uncertainty. 
 
Beyond mission, goals, and learning outcomes, there are complex questions of programmatic structure. 
Two familiar sorts of models for general education are the core and distribution models. In a distribution 
model, students choose courses from a “cafeteria line” of options for each of various required areas. In a 
core model, students instead take a required set of courses in common. Done right, core models promote 
coherence in the general education program, facilitate assessment, and allow instructors in the general 
education program to focus on program goals, as opposed to the goals of a major, in the general education 
courses. Core models can lend their identity as signature programs to the institution more broadly. (Think, 
for instance, of the Columbia University core or the great books approach of St. John's.) Core models 
present challenges in resource allocation and staffing (except, perhaps, when a specific unit is created 
with responsibility for general education). To the extent that the content of the core is developed to take 
greatest advantage of institutional strengths or to align with institutional values or mission, a core model 
may complicate student transfer. Also, many students value the greater choice and flexibility provided by 
a distribution model and resist the core structure. Core models require ongoing faculty development to 
bring new faculty on board and to maintain the distinctive focus of the program. Finally, the core 
curriculum inevitably overlaps with the content of disciplinary courses, yet does not count towards the 
major and may not be controlled by the department. 
 
By contrast, the distribution model achieves flexibility at the cost of complicating assessment and 



sometimes promotes political quarreling or economic competition between departments that staff the 
program's courses. As another institution's general education reform committee noted, once in place, 
distribution models tend towards maintaining the status quo, save for the occasional addition of new 
objectives. Exploration within the distribution model can sometimes lead students to choice of a major, 
which is a benefit.  
 
Distribution models canonize some departments service departments and others consumer departments, 
with the consequence that the groups have conflicting interests in the general education program. Nichols 
and Nichols point out that distribution models of general education are frequently adopted exactly 
because they avoid “necessary value judgments” about the value of courses and because they “[minimize] 
institutional conflict.” 
 

This latter course of curriculum development in General Education does not fit well with most 
regional accreditation expectations and assuredly is not prone to facilitate an institution’s 
assessment efforts. This approach leads departments such as English, Math, History, etc., to 
implement some type of course-based assessment procedures for their many service courses. 
Ordinarily, this results in a number of uncoordinated assessment activities, which are both 
burdensome and ineffective. While attractive from a campus political perspective, this in an 
approach that leads many General Education assessment efforts to “choke and die.” While 
challenging, approaching General Education curriculum development and assessment as a whole is 
in the long run much more preferable. (Nichols & Nichols, 2000) 

 
Distribution models will be familiar to most members of a college faculty. They became commonplace, 
according to White, “because [general education] was typically posed in terms of the bodies of knowledge 
and/or courses all students should be required to take.” (White, 1994) 
 
As higher education has moved towards learning outcomes assessment and greater purpose in the design 
of undergraduate degree requirements, distribution-only models have been called into question. The 
Irvine Group, comprising a number of former college presidents, reported in 1990 that distribution 
requirements: 
 

have failed to accomplish what is intended. These courses amount to electives, not general 
education. For too many undergraduates, their educations do not fit into a coherent whole, and the 
distribution of courses is more frequently the result of campus political considerations than of 
educational ones. (p. 2) 

 
With the move towards outcomes assessment and the recognition of the import of high-impact practices, 
the trend in higher education in recent decades has been away from distribution-only models. Only 15% 
of institutions surveyed by Hart and Associates rely on a distribution model with no other integrative 
features. (Hart Research Associates, 2009) 
 
Webster sought to move to neither of the two poles, but, instead, attempt to garner the advantages of each 
and minimize the corresponding disadvantages. The Global Citizenship Program framework offers the 
advantages of greater coherence, with the concomitant benefits for assessment. With appropriate 
collaboration (and, perhaps, some evolution over time), we hope that students might appreciate their work 
in the program as coherent and still have the flexibility and choice that they (and we) clearly value. 
 
Our current general education programs are all distribution model programs. They all consist of 
collections of credit hours earned for completing academic coursework. They all are structured to allow 
students to complete courses in any order and at any point in their enrollment. They demand as few as 12 
and as many as 36 credit hours of the 128-hour minimum for graduation. 



 
A committee studying and evaluating general education requirements at Pacific Lutheran University 
collected data from several sets of peer institutions. The figure below shows the fraction of hours required 
for graduation that are committed to general education at each of these other colleges and universities. 
 

 
Figure 2 – General Education Percent of Graduation Requirements at 40 Schools 
The variation is dramatic. Requirements range from about one-quarter to a full two-thirds of 
undergraduate credit hours meeting requirements of the general education program at these peer schools. 
 
Webster’s existing general education programs would fall in the first quintile among the PLU peers. This 
demands that the coursework be especially efficient in being effective for student learning in order to 
accomplish the aims of the Global Citizenship Program. Inhabiting the space between an old-fashioned 
core- and a Seventies-era distribution-model program of general education, the program should maintain 
much of the flexibility and choice of a distribution model. Building on high-impact practices and taking 
into account more of students' entire experience as undergraduates in addition to academic coursework 
moves towards a more developmental, purposeful structuring of student learning in general education. 
 
In general, the approach of the Global Citizenship Program is to achieve the four main goals – knowledge 
of human cultures and the physical and natural world, practical and intellectual skills, understanding of 
personal and global responsibility, and abilities to integrate and apply what is learned – through repeated 
practice in the curriculum and co-curriculum (as well as in students’ work in their major fields of study). 
Rather than assigning a single function to each course or experience, each serves multiple functions, as 
indicated in Figure 5, below. 
 
 



 
Figure 3 
 
 
The specific Knowledge divisions recommended reflect the AAC&U’s study of consensus in higher 
education on expected learning outcomes for undergraduate students, reflect the disciplinary divisions of 
one of Webster’s general education programs, and are weighted according to the results of Task Force’s 
Learning Outcomes Survey and the Task Force’s assessment of resource constraints. 
 
Skills reflect the AAC&U’s study of consensus in higher education on expected learning outcomes for 
undergraduate students, and the results of Webster’s Learning Outcomes Survey. Emphasis on improving 
students’ abilities to communicate are routinely given high importance in such surveys, and our faculty 
often report that they are not prepared to teach those skills within courses for the major. A similar account 
can be given for critical and creative thinking. Information literacy is similarly foundational, and 
collaboration is widely regarded as a key skill for all of us in the 21st Century. (Shell, 2010) 
 
Intercultural Competence and Ethical Reasoning also reflect the AAC&U’s study of consensus in higher 
education on expected learning outcomes for undergraduate students, and the results of the Learning 
Outcomes Survey. Taking seriously the mission for the Global Citizenship Program, the Task Force 
regards these as essential competencies for responsible global citizenship in the 21st Century. 
  
The aims of integration and application also reflect the AAC&U’s study of consensus in higher education 
on expected learning outcomes for undergraduate students. Also, the Task Force judges these crucial in 
preparing students to deal with uncertainty in the world after they graduate and as an important 
foundation for lifelong learning. 
 
Quantitative Literacy is singled out as a separate requirement both because experience suggests that too 
many of our students will seek to avoid addressing these skills unless compelled to do so and because 
faculty stated they wanted to see it emphasized. Arts Appreciation offers students the opportunity to take 
advantage of study in a collection of disciplines recognized as great strengths at Webster. Global 



Understanding is singled out as a requirement to provide an additional occasion for students to participate 
in a high-impact practice and to ensure that we emphasize the global in “responsible global citizenship 
 
Practical Learning Experience will be encouraged but not required. Experiential learning that takes place 
outside the context of college coursework contributes to each student’s achievement of global citizenship 
learning outcomes. Practical Learning Experiences include civic involvement, community leadership, 
service learning, study abroad, participation in a professional or student organization, and the like. As 
Kuh notes, such experiences are occasions: 
 

… for students to see how what they are learning works in different settings, on and off campus. 
These opportunities to integrate, synthesize, and apply knowledge are essential to deep, meaningful 
learning experiences. While internships and field placements are obvious venues, service learning 
and study abroad require students to work with their peers beyond the classroom and test what they 
are learning in unfamiliar situations. ((Kuh, High-impact Educational Practices: What They Are, 
Who Has Access to Them, and Why They Matter, 2008) 

 
The First Year Seminars and the Keystone Seminars are two examples of High Impact Practices. 
Considerable evidence supports the benefits that these two seminars have when they bookend students’ 
general education experience. Students beginning college study fresh from high school often have 
confused ideas about what to expect from college education and experience. (Boyer, 1987) Students new 
to college frequently report they are not confident they can succeed in college without special help. (Astin, 
The American Freshman: National norms for fall 1993, 1994) This is the thinking that motivated the 
introduction of freshman seminars in an effort simultaneously to provide support for students 
transitioning to college, to set expectations for their academic experience while attending Webster, and to 
prepare them to persist and succeed in their study here.  
Pascarella and Terenzini report, “The weight of the evidence suggests that a first-semester freshman 
seminar is positively linked with both freshman-year persistence and degree completion. This positive 
link persists even when academic aptitude and secondary school achievement are taken into 
account.”(Pascarella & Ternzini, 1991) That has been Webster’s experience, as well. Since the 
implementation of freshman seminar at Webster, retention has increased and Webster’s annual statistical 
report, Sum & Substance 2009, shows our first-time freshman completion rates are higher than 
Consortium for Student Retention Data Exchange (CSRDE) selective institutions. 
 
The inclusion of the Global Keystone Course stems from the desire to insure that undergraduate students 
participate in high-impact practices and from the desire to provide an occasion for students to practice 
integrating what they are learning – within the Global Citizenship Program, but also in the courses for 
their major, their other studies, and all their experiences. Pascarella and Terenzini advocate for capstone 
experiences on the basis of their research finding that “[intellectual development] is stimulated by 
academic experiences that purposefully provide for integration.” (Pascarella & Ternzini, 1991) 
 
The Global Keystone Course is intended to enhance both integration and engagement. Kuh found: 

 
A well-designed culminating experience . . . can also be a springboard for connecting learning to 
the world beyond the campus. NSSE results show a net positive relationship for students who have 
had some form of culminating experience after controlling for a host of student and institutional 
variables. (Kuh, High-impact Educational Practices: What They Are, Who Has Access to Them, 
and Why They Matter, 2008) 

 
Capstone courses as part of the general education core are still novel, but no longer uncommon – 
especially in programs that have recently undergone renewal. The general education requirements at 
Lehman College, in The Bronx, New York, for example, require that all students complete two 



interdisciplinary, capstone courses: The Humanities and the Sciences, and The American Experience. For 
students who transfer having earned a CUNY/SUNY Associate’s degree, the lower-division requirements 
are counted as having been satisfied, the two upper-level, capstone courses are required. (Prohaska & 
Whittaker, 2010) 
 
A Task Force at North Carolina State University found the 1994-era general education program at that 
school was perceived as “disjointed” and as a “checklist” with no intentional way for students to integrate 
or otherwise make connections among the various courses. That process recommended eliminating 
school- or college-specific mandates of courses for students within them to take, as well as introduction of 
first-year and capstone courses for the general education program. 
 

As a coda to their general education, students will complete an interdisciplinary capstone course as 
a way for them to reflect on their general education experience and to see how these courses 
connect to each other and to their major courses.  . . . . 
  
The addition of the First Year GER Course and the Capstone serves two purposes.  Most 
importantly, they will serve to provide coherence and structure for the entire General Education 
Program as noted above.  However, they will also serve as the primary arenas for assessment of 
general education at NC State.  This should simplify the process as compared to the current system, 
in addition to making general education assessment more efficient and effective. (GERTF, 2006) 

 
Breadth of study is one of the desiderata for a program of undergraduate degree requirements. Breadth is 
not the only aim of the Global Citizenship Program, but the program’s breadth requirements seriously 
strengthen the general education commitment to breadth of study.  
 
The breadth requirements take two forms. The Global Citizenship Program – except for professionally 
focused, high-credit majors – prohibits “double counting” of courses for both requirements of the major 
and breadth requirements for general education. Further to insure breadth, the new program demands that 
students use courses with two different prefixes to meet the Knowledge requirements that require more 
than one course. 
 
When it comes to assessment, we assess, first, “to ensure that [we] are actually doing what [we] set out to 
do, namely to produce educated persons.” (Levi & Stevens, 2009) But we will also assess the Global 
Citizenship Program in order to be able to improve it. Specifically, we want to be able to improve the 
performance of our education mission with respect to preparing students for responsible global citizenship 
in the 21st Century. We propose a rolling evaluation of student learning outcomes performance, along 
with other, indirect measures, to provide longitudinal data that can inform future decisions about 
undergraduate education at Webster. As Astin, notes: 
 

     If institutions wish to revise their assessment practice to focus more on their talent development 
mission, they must view assessment much more as a form of feedback that can be used to enlighten 
both teacher and student about the student’s progress and the effectiveness of the teaching. Such a 
view of assessment frequently requires that repeated (longitudinal) assessment be used so that 
growth or change in the student can be assessed. (Astin, Assessment for Excellence: The 
Philosophy and Practice of Assessment and Evaluation in Highe Education, 1991) 
 

Although students’ entire educational experience is implicated in developing the core competencies for 
responsible global citizenship in the 21st Century, our focus here is on assessment of the general education 
component of that experience, the Global Citizenship Program. For direct assessment of student learning, 
we propose to follow the plan of Nichols and Nichols, who recommend: 
 



just as in the major, the General Education program should develop its own long list of intended 
educational outcomes and from that list select a more reasonable number of between three (3) and 
five (5) intended outcomes for assessment during any one time period. (Nichols & Nichols, 2000) 

 
Student work will be evaluated from the beginning and the end of the program to investigate the 
impact of the Global Citizenship Program. Work from the Great Thinkers Seminars and from the 
Global Keystone Seminars will be archived in a digital repository, using an “organization” 
created in Blackboard Learn, according to a plan developed in collaboration with the Online 
Learning Center. Each year, two skills and one responsibility area will be assessed. A random 
sample of student papers from the digital repository will be reviewed in a process approved and 
supervised by the Global Citizenship Program Committee. The process will use common rubrics 
to rate levels of competence in regard to the global citizenship learning outcomes, and raters will 
be trained in the use of the rubrics, as well as scored to maintain inter-rater reliability. The results 
will be tabulated and documented.  The Global Citizenship Program Committee will review, 
discuss, and disseminate the results. 
 
At the course level, academic departments will carry out their own assessment, reporting to the 
GCPC annually. The GCPC will review these reports and consider the continuing certification of 
courses for content areas and skills on a three-year, rolling cycle. 
 
In addition to the direct assessment of student learning by way of evaluation of authentic student 
work, several indirect methods will be employed. These include surveys of employers, exit 
interviews of graduates, focus groups of students, periodic review of syllabi from coded courses 
to verify use of outcomes and map outcomes in the curriculum, and review of enrollment 
patterns. The Global Citizenship Program Review Committee will produce a report summarizing 
the results of both indirect and direct assessment as well as the Committee’s findings. 
 
This approach will provide data that can meaningfully inform decisions to modify the GCP in the future – 
or to stay the course. The use of a systematic program of periodic evaluation of the program, with 
multiple methods of assessment and a balance of direct and indirect measures provides further assurance 
that the process will not be a mere exercise.  
 
Webster University, a worldwide institution, ensures high quality learning experiences that transform 
students for global citizenship and individual excellence. Its new program of general education and 
undergraduate degree requirements aims to ensure that every undergraduate student emerges from 
Webster with the core competencies required for responsible global citizenship in the 21st century. The 
Global Citizenship Program is more purposeful and intentional with respect to both student learning and 
program improvement. Our faculty and administration embrace this new program and look forward 
eagerly to its full implementation and benefits for students. 
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Why does the black male achievement gap persist and why have we not made substantial 
progress in solving the black male crisis more generally? Compared to white males, according to 
accumulated evidence, black males are less likely to benefit from high quality pre-school 
programs and thus less likely to be “school ready” by the time they reach kindergarten. And upon 
entering the K-12 system black males are more likely than their white counterparts to attend 
poorly staffed and under resourced schools, to be assigned to non-college bound rather than 
academic preparation tracks that serve as the gateways to prestigious colleges and universities, to 
be subjected to extreme disciplinary sanctions (i.e., expulsions and suspensions), and to drop 
out—in some instances at rates so high as to cause the high schools they attend to be labeled drop 
out factories. 
 
For black boys, we believe major voids in pre-k through grade 12 teacher education and 
professional development programs contribute mightily to the persistence of the achievement gap 
and high rates of school failure. At the most basic level, the problem is a fundamental lack of 
teacher knowledge and understanding of the critical risk factors that African American males face 
at various stages of the life cycle between birth and late adolescence. More specifically, problems 
arise when teachers do not understand and appreciate the cultural background, language, values, 
and home environments of black boys. Without the benefit of this crucial information and a 
portfolio of strategies to address known risk factors, teachers, not unlike hiring agencies and 
prospective employers, often view their black male students through negative stereotypical 
lenses. Among both educators and employers, research shows that black males are often viewed 
categorically as lazy, inarticulate, uneducable, untrainable, and most importantly, dangerous—
and therefore unworthy of substantial investments of time and energy to develop and/or hone 
their skills. 

 
Closing the minority male achievement gap in NC and beyond requires a radical restructuring of 
the content of both higher education programs for aspiring teachers and in service professional 
development programs for existing teachers. Building a bridge to success for the minority male, 
we contend, requires greater emphasis in teacher education and professional development 
programs in six disparate but related theoretical domains and research paradigms--successful 
pathways theory, critical race theory, emotional regulation theory, race/cultural identity theory, 
resiliency theory, and oppositional culture theory—which are summarized below. 
 

Theoretical Domains Brief Description 
 

Resiliency Theory- Underscores the ability of students to bounce back despite negative environmental 
influences. To develop resilient students, schools must provide care and support, opportunities for 
meaningful participation, and set and communicate high expectations. They must also help students 
mitigate or navigate risk factors in the local environment, including increasing pro-social bonding, setting 
clear and consistent boundaries and teaching life skills. 
 
Critical Race Theory- Recognizes that race is a central component and racism is an ingrained or 
institutionalized feature of social organizations and systems, which can be reproduced through social 
practices, including teaching 
methods and practices in public schools. 
 
Oppositional Culture Theory- Focuses on attempts on the part of youth to preserve peer relationships by 
distancing themselves from or resisting academic success. Specifically with regard to black youth and 
especially black males, the theory posits that studying hard and excelling in school are perceived as 
“acting white” and compared to whites 
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peer groups have a far greater counter-educational culture impact. Since black children, and especially 
black boys, exhibit greater resistance to school than their white counterparts, the challenge for educators 
is how to create greater affect in black children toward school, which in turn will leader to improved 
academic outcomes and opportunities for upward mobility. 
 
Successful Pathways Theory- Emphasizes constructive strategies that can help vulnerable youth 
navigate or overcome structural constraints in daily life. Emphasis placed on “mediating institutions” that 
discourage youth from engaging in dysfunctional behaviors; and diverse personal and institutional 
networks that serve as bridges to the education and economic mainstream. 
Race/Cultural Identity Theory- Posits that an Africentric worldview—a worldview of African origins—
can foster feelings of wellbeing and thereby facilitate psychological adjustments to some of the unique 
emotional stressors and behavioral challenges that black children generally, and black boys in particular, 
face in schools and other institutional settings. 
 
Emotion Regulation Theory- Argues that racial socialization—implicit and explicit messages black 
children receive from their parents and other adults about their race—has enormous implications for 
development outcomes, such as academic motivation, particularly in the face of racial bias and adversity. 
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The advantage of e-learning environments is that it allows for enhanced interaction amongst 
learners and educator. While we are aware of the advantages of this technology, more 
research can be done in this field of technology to add to current body of knowledge of 
pedagogical strategies in an effort to create engaging and meaningful learning environments 
for special educators. The objective of this study is to begin to examine the affordances of e-
learning as part of a blended delivery model for a group of in-service special educators to 
supplement traditional face to face classroom sessions and to consider strategies of 
integrating it into teaching and learning. This study utilized the Blackboard Learning 
Management System at the National Institute of Education, Singapore. The research 
objective for this study was : what evidence is there that e-learning promotes social 
interactions to support learning processes? Data collection was done via the analysis of the 
archives of e-learning sessions and an online survey conducted to gather students and 
lecturers feedback on their perceptions of e-learning. The outcomes explored how e-learning 
benefitted learners in terms of enhanced interaction patterns, motivation, and collaborative 
learning (Bates, 2005) and how a sense of togetherness and shared experience or 
camaraderie helped offset the danger of attrition where students study both remotely and 
individually.  
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Introduction 
 
Synchronous learning environments can be defined as online environments in which 
communication between learners and the facilitator takes place in real time where those 
involved in the communication process are present all at the same time, but not necessarily in 
the same place (Jolliffe, A., Ritter, J., & Stevens, D., 2001).When more than one participant 
is involved in an educational interaction there is the potential to produce this social presence: 
the sense of being together with others and having a sense of engagement with them (Biocca, 
Harms, & Gregg, 2001; Hills, 2005).  
 
We chose to focus our study on the chat feature in the video conferencing tool, as we wanted 
to find out how learners were utilizing the chat rooms as an add-on to what was happening in 
the main lesson.  



 
Chat-rooms are where a number of people have simultaneous text conversations 
synchronously.  To an educator, there is a need to understand why these online relations work 
so well, especially in the classroom. Chat rooms allow people to communicate with each 
other in a unique new way.  
They can be used to supplement asynchronous types of activities, such as threaded 
discussions, with social interactions to better support meaningful learning and allow students 
to make knowledge their own or to replace some of what was lost by not meeting face-to-
face. These discussions are opportunities for students to better understand the content by 
hearing others' interpretations while sharing their own.  
 
In synchronous delivery of lessons, it is important to provide authentic social interactions that 
are crucial for deep meaningful learning and allow students to construct knowledge on their 
own (Roberson and Klotz, 2001; Vygotsky, 1978). Synchronous small group discussions can 
replace much of what is lost in the absence of face-to-face classroom sessions (Verba 1994). 
These groups act very much as student support groups as they provide opportunities for 
students to better understand the material by hearing others' interpretations while sharing 
their own. The analyses reported in this article are an effort to provide more disciplined 
evidence regarding these impressions.  
 
The guiding question for this paper is : what evidence is there that e-learning promotes social 
interactions to support learning processes? 
 
For purposes of data analysis, the following guiding questions were used :  
1. What statements show opportunities for students to better understand the material by       
hearing others' interpretations while sharing their own? 
2. What statements show students getting to know their peers? 
3. What statements show students requesting feedback from the instructor? 
4. What statements show students’ group problem-solving strategies? 
 
 
Guiding principles for learning design  
 
To ensure rigour in the construct of the online learning activities, these learning design 
principles were adopted for the synchronous events.  
 
Variety: engaging and maintaining learner's attention (Lee and Boling, 1999) 
Lecturers needed to present text in short paragraphs with sub-headings used as navigational 
cues. Questions and prompts were placed in text to encourage learners to engage actively 
with the content. The amount of text was limited to ensure scrolling was kept to a minimum 
and text was interspersed with illustrations and diagrams. These devices helped chunk the 
material into manageable amounts.  
 
Action: getting learners to participate in online activities (Laurillard, 2002) 
Educators must provide an environment where learners can act on, generate and receive 
feedback on how they are progressing. Questions and prompts can encourage learners to 
engage actively with the content by asking them to think critically about aspects of the 
subject.  
 



Application: encouraging learners to extend content to other contexts (Boud and Feletti, 
1998) 
This can be done via problem-solving or problem-based learning as a way of constructing 
meaning and extending this new knowledge in new situations.  This is excellent for enabling 
students to act as practitioners, engaging in authentic problems where decisions can be made. 
 
Interaction: allowing learners to change or comment on content (Laurillard, 2002) 
In the age of web 2.0 technologies, this is an excellent teaching strategy associated with 
dialogue and adaptation. The opportunity for interaction and adaptation is supported through 
online chat activities, contributing to knowledge construction (Jonassen & Land, 2000).  
 
 
Scaffolding: guiding learners (Lave and Wenger, 1991) 
Scaffolding, associated with Vygotsky (1978) and Bruner (1966), sees learning building on 
previous experiences, with support provided by educators to help students carry out tasks. 
Though teachers are not directly present in all online activities, they can guide students by 
providing a range of pedagogical components to scaffold learning processes. 
 
Research Design 
 
The study was conducted for a period of one month with 4 lecturers and 83 teacher trainees. 
 
Instructional Context and Procedure 
 
Different lecturers used the web conferencing tool for various purposes. Presentation of 
PowerPoint slides, explanation of physics java applets on the web, project showcase, 
discussions on a photo uploaded etc were some of the activities that the classes were involved 
in. Some of the students were also split into break out rooms to discuss in their groups. 
 
There was frequent interaction during the sessions. Lecturers asked questions to their students 
at several intervals to gauge their understanding and to relate the topic to the previous topics 
taught. While the lecturers were conducting the session the students communicated with each 
other via the chat tool.   
 
Data Collection 
 
Data was collected in the following ways: 

 Analysis of the archives of the recorded chat sessions 
 Online survey conducted to gather students and lecturers feedback on the use of the 

tool. 
 
The major portion of the data was collected from the chat messages that were posted by the 
students and the lecturers during the 4 web conferencing sessions carried out. A detailed 
analysis of the students chat messages allowed the authors to develop a framework for 
categorizing the messages and explain interaction patterns 
 
 
 
 
 



Data Analysis 
 
Online Survey 
At the end of every web conferencing session, students and teachers were surveyed to gather 
information about their perceptions about the tool. The quantitative data was analyzed using 
Microsoft Excel while the qualitative data gathered through the surveyswas categorized into 
favorable and non favorable use of the tool.  
 
Archives of Chat Messages 
For the analysis of the chat messages there were no pre-set categories for grouping the 
messages. The data collected was thoroughly examined and interpreted and six main 
categories emerged from analyzing the data. The categories, with explanations and 
illustrative examples, are shown in Table 1. 
 
 
 

Table 1: Examples of categories and explanations 
 

Categories Explanations Illustrative Examples 
Course 
Content 

Messages posted directly relating to the content 
being taught 

 “let's take a look 
at a text to see 
what the 
rhetorical moves 
are” 

Consensus-
Seeking 

Responses given to agree or disagree with one 
another. 
Students thanking each other or the teacher. 

 “yup, agree” 
 

Socialising Friendly messages not pertaining to the subject.   "Welcome 
everyone!!!" 

 
Providing 
Support 

Students asking for help or clarification on the 
topic being taught or messages pertaining to the 
support provided  

 "Do we critique 
the statement and 
offer opinion?” 

 
Navigating 
the Live 
Classroom 

Messages concerning technical matters like setting 
up the wizard, troubleshooting etc. 

 “Click your talk 
button to 
respond.” 

 
 
Results and Discussion 
 
Of the 83 students involved, 52 students responded to the online survey conducted. 

 
From the data collected it was evident that almost all the students (92%) found the text chat 
easy to use. 
From the open ended data collected it was also evident that some of the students found the 
chat tool a good support for their learning.  

 “Everything can be done at my own time, even if i was to miss anything, i could scroll 
back in the chat log.” 

 “I could get instant response from my classmates.” 



 
While there were positive responses on the use of the chat tool, there were also students who 
were not very comfortable using the tool. As shown in the quantitative data gathered in Table 
1, 6% of the students found it difficult to use the tool.  

 “Think the situation is a little bit chaotic, too many people posting different thing with 
different theme at a time, plus a little bit of   conversation here and there in the room, 
a bit hard to concentrate on what the instructor is saying.” 

 “I need to give my opinions quickly. Because when I were typing my comment, my 
classmates had give their comment already. And our comment is same.” 

 
A total of 1,377 text messages were posted by the students and lecturers during the session.  
 

Table 3: Percent in Categories 
 

Categories Percentage 
Course Content 22% 
Consensus-Seeking 15% 
Socialising 41% 
Providing Support 6% 
Navigating the Live 
Classroom 

16% 

 
Course Content 
 
In a live classroom, there are learners who dominate the discussions and those who are quiet. 
This can be lessened in the online environment. Everyone has to contribute online or they are 
invisible. This is good for educators as it helps contribute to the learning processes of their 
learners.  
 
Socialising 
 
The literature points to interaction as the key to successful synchronous learning 
environments in education and the evidence emerging from this study suggests that students 
did a lot of socializing online. Periods prior to, or between, synchronous learning events can 
offer useful opportunities for learners to undertake tasks either individually or in groups, 
which are then discussed or covered during the on-air slot with time for questions and 
discussion. These virtual conversations extend class time and provide for an ongoing 
exchange of ideas. 
 
Navigating the Live Classroom, and Providing Support 
 
These two categories had fairly low incidences but seemed to serve very important functions. 
Students could pose questions and discuss what each thought the answer should be. Learners 
felt this was an extremely effective method of studying. Navigating the Live Classroom 
consisted of helping each other learn how to use the technology. Having this peer guidance 
available seemed to stave off frustration and anxiety for learners. 
 
 
 
 
 



Consensus Seeking 
 
As evidenced by the online answers and discussions of the students, they were able to check 
their understanding of assignments against each other and to avoid referring back to the 
lecturer. It also allowed students to sound out their peers to hear how they were progressing 
on assignments, elicit strategies that others found useful, and, often, commiserate on how 
much work there was to do.  
 
Conclusion 
 
Chat rooms have promised benefits in terms of real-time interaction, immediacy, motivation, 
and collaborative learning (Bates, 2005). There is the sense of togetherness and shared 
experience, a camaraderie which can help offset the particular danger of attrition where 
students study both remotely and individually (Bates, 2005; Wheeler, 2005; Wheeler & 
Amiotte, 2004).  
 
However, educators need to remember that chat forums are not conducive for effective 
communication among large numbers of participants (Murphy & Collins, 1997) because of 
coordination problems. However, this can be overcome if regular online meetings are 
arranged. Another challenge can be keyboarding skills needed for effective participation. 
Finally, participants for whom English is not a strong medium of communication, may be at a 
disadvantage if the conversation flows so quickly that they don't have sufficient time to 
reflect, frame questions, and compose responses. 
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Abstract: 
 
At the University of Louisiana at Monroe (ULM), under the College of Education and 
Human Development Educational Leadership and Counseling Department, there are three 
main program tracks:  Educational Leadership, Counseling, and Marriage and Family 
Therapy.  The latter two programs (Counseling and Marriage and Family Therapy) will 
be the focus of this workshop and will serve as a basis for describing the teacher/student 
experience.  
 
The topic of Counselor Education addressed in this presentation will cover innovative 
instruction techniques for students seeking to become substance-abuse counselors, 
systemically oriented family therapists, community counselors, etc.  This workshop will 
specifically focus on how to help students strategically and effectively impact the lives of 
clients that have entered counseling/therapy and have demonstrated a need for help 
resolving an issue.  Just as clients enter counseling for various reasons and with certain 
expectations, students enter a counseling education program with similar needs and 
expectations.  Students and clients come from various backgrounds and can be on either 
side of the spectrum at any given time – a student can be a client; a client can be a student 
– nevertheless, both parties present with needs that must be addressed by a professional 
that has the necessary tools, resources, and skills to positively and effectively promote 
growth and change.  So, if these two populations (i.e., students and clients) can be one in 
the same and/or share similar characteristics and present the same needs, it makes sense 
to use systemically integrative teaching, engagement, and supervision strategies to affect 
change and promote growth in counseling/therapy students.  A systemic perspective on 
the part of the educator can assist counseling/therapy students to have a reflective 
(transference/countertransference) understanding of themselves as a part of the 
counseling/therapy process.  Interacting with students in a systemic way will help 
students learn and grow personally and professionally.  
 
This workshop will present an overview and provide specific strategies for systemic 
teaching styles, student learning styles, and student engagement methods to help promote 
academic growth and learning in counseling/therapy students.  Furthermore, the intent of 
this workshop is to give counselor educators specific systemically oriented teaching 
methods and resources to help students assess their strengths and weaknesses and gain 
the necessary skills to develop ways to help clients find effective solutions for their 
presenting problems.  Examples and scenarios will be given and discussed as a means of 
making theoretical concepts simple and concrete so that professionals can tailor what 
they have gained from this workshop to their specific teaching environments and 
education institutions.    
 
As with other universities, ULM recognizes a need for teachers and students to connect 
and supports continued professional development such that students can gain an optimal 
learning experience that adequately prepares them for the professional workforce.  Thus, 
this workshop will embody this philosophy. 
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ABSTRACT 

The goals of this study is to identify the number and characteristics of teachers who left the 

teaching service from the Ministry of Education, Sports & Culture (MESC) in Samoa. Using 

the data based information from MESC Management Information System, data were gathered 

for the period between 2002 and 2009. Based on the recorded information,  that resignation 

accounted for the majority (70%) of termination of teachers from the teaching service. Results 

show that there are more female leavers that male leavers. Since 2002, there have been high 

percent of male teachers (7.3% in 2008) who resigned than female who have resigned (5.2% 

in 2008). Over one-third of teachers left after having only 5 or less years of service. There are 

relatively less teachers leaving from Savai’i, the bigger island of Samoa (2.09% in 2008) than 

from Upolo, the island where most schools are located. Results also show that the main 

reasons why teachers left the teaching service were due to migration overseas, further studies 

in universities and theological colleges, family commitments and forfeiture of office caused 

by frequent absences without notice and dereliction of duties. The paper ends with some 

policies for recruitment, programs for teachers’ professional development – in-service and 

pre-service, and implications to the Samoan National Teachers Development Framework, 

Teachers’ Standards and Minimum Service Standards for Teachers. 

Keywords:  teacher development, professional development, teacher standards, teacher 

recruitment and supply 
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2.  Paper Abstract 
This case study examined in a building identified as resiliency-building, for teachers, the extent to 
which teachers promote resiliency within African American Male students.  Using Henderson and 
Milstein’s Resiliency Wheel (2003), this study examined the relationships and interactions 
between 12 African American male students in grades 3-8 and their 10 classroom teachers (nine 
Caucasians and one African American).  The study setting was considered rural using Beeson’s & 
Strange’s 2003 definition.  The identification of this school as a resiliency-building environment 
for teachers by the Malloy and Allen, 2004, study prompted the identification of the school site 
for this study. 
 
Henderson and Milstein’s Resiliency Wheel is comprised of six divisions: increase prosocial 
bonding, set clear and consistent boundaries, teach life skills, provide caring and support, set and 
communicate high expectations and provide opportunity for meaningful participation.  This study 
used: provide caring and support, set and communicate high expectations and provide 
opportunities for meaningful participation as guiding premises for interview questions and 
classroom observations. 
 
Based upon student and teacher interviews and classroom observations, the Caring and 
Supportive Adults quadrant generated the themes: students know teachers care, establish a 
ridicule free classroom environment for mistakes, use multiple ways of praise, and the teacher 
plays multiple roles with students.  The Setting and Communicating High Expectation interviews 
and classroom observations generated the following themes: all children have the right to learn; 
giving tasks for which students can be successful builds self-confidence and self-esteem; and 
knowing and expecting students to be successful assures success.  The final quadrant, Providing 
Opportunities for Meaningful Participation, generated the following themes: student participation 
is a must; positive criticism encourages greater class participation; and using various instructional 
strategies to help students experience success results in success. 
Each division played a significant role in the development of resiliency among the male students.  
However, the most resoundingly effective division was the caring and supportive adult.  The 
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caring and supporting adult division alone was most important to resiliency in that without the 
presence of a caring individual, it is difficult to overcome life’s adversities (Henderson & 
Milstein, 2003).  The findings of this qualitative study indicate that teachers in a resiliency 
building school for teachers can promote resiliency within African American male students. 
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Abstract:  
 
For	novice	faculty	on	the	tenure‐track,	achieving	tenure	equates	to	job	security.		The	
journey	toward	tenure	is	often	a	journey	with	isolation,	loneliness,	rivalry	with	
other	faculty	members,	stress,	and	mental	and	physical	illness.		The	experience		to	
tenure	for	women	in	academia	is	not	the	same	as	the	experience	for	men	although	
the	goal	might	be	the	same.	Research	has	revealed	subtle	ways	in	which	women	
academics	are	discriminated	against	specifically	in	the	areas	of	salary,	merit	pay,	
and	especially	in	the	areas	related	to	maternity	and	parenting.		The	sharing	of	
experiences	including	the	experience	of	the	journey	to	tenure,	can	be	therapeutic	
and	affirming.	Authoethnography,	a	form	of	narrative	inquiry,	offered	the	
researchers	a	legitimate	method	of	research	in	which	their	personal	experiences	
were	shared	and	woven	together	to	convey	a	shared	meaning	of	the	phenomenon	of	
the	journey	toward	tenure.	Individually	and	collectively	their	shared	experiences	
revealed	mutual	themes	about	the	journey	toward	tenure	including:	1)	Learning	the	
Culture;	2)	Coping	in	Isolation	and	in	the	Absence	of	Support;	3)	Negotiating	Life,	
Work,	and	Well	Being;	and	4)	Making	Meaning.	The	context	of	the	researchers’	
experience	is	such	that	their	faculty	load	is	40%	teaching,	40%	research,	and	20%	
service;	thus	they	are	required	to	meet	established	yet	vague	standards	in	these	
areas	to	earn	tenure.	A	part	of	‘learning	the	culture’	has	been	to	realize	that	each	of	
these	areas	is	a	full	time	job	in	itself.	The	other	never	ending	learning	in	this	area	is	
to	decide	how	to	be	successful	in	each	area	without	totally	sacrificing	the	others.	
The	remaining	themes	present	very	personal	accounts	of	the	researchers	emotional,	
physical,	spiritual,	and	cognitive	reactions	as	aspects	of	their	journey	to	tenure.	
Reflections	by	the	researchers	on	their	own	resiliency	strategies	will	be	discussed.		
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Introduction 
 

Teachers of physical education have the responsibility to develop and teach programs that will 
serve elementary school children with opportunities to learn how to move in an efficient and 
competent manner, to become physically educated (Hickson & Fishburne, 2005). Therefore, 
what teachers do to achieve this aim is a critical consideration. Issues such as planning, lesson 
delivery (Mawer, 1995; Mosston 1966; Mosston & Ashworth, 1986; Siedentop, 1991), and the 
evaluation of learning (Metzler, 2000; Pangrazi & Beighle, 2009) are constant themes of 
consideration and thought. However, other areas of preparedness may not have been 
investigated to the same degree. For example, areas such as presentation (clothing) have not 
been a substantive area of investigation.  
 
The teacher as a role-model for students has been well-documented (Smith-Mohamed, 1998). 
With regards to role-modeling, psychological theories suggest that people often emulate those 
around them who are perceived to be similar (Erkut & Mokros, 1984, Smith-Mohamed, 1998) 
and the relationship can positively impact inspiration, improvement of self-image, and 
confidence (Erkut & Mokros, 1984; Wright & Wright, 1987). However, what is actually 
considered as role-modeling can be quite varied. Although actions or behaviours are often 
considered, the symbolism or meaning of clothing is something that has not received great 
attention in educational literature. In light of this lack of understanding, the issue of clothing 
and its influence, if any, on student perceptions of a teacher is worthy of consideration.  
 
Whilst understanding of the influence of clothing is important for all teachers of physical 
education, it might be particularly so for elementary school teachers. Generalist trained 
elementary school teachers are required to teach a variety of subjects in many differing 
locations, such as regular classrooms, art rooms, computer labs, and gymnasia. Therefore, the 
clothing being worn to the gymnasium by elementary school teachers is not always a tracksuit 
or the attire normally associated with the teaching of a lesson involving physical activity. It may 
well be pants, with a sweater or collared shirt, and a variety of possible footwear. However, 
dressing for success (Wall, 2005) might well be something that teachers of physical education in 
elementary schools should be considering.  
 

The Purpose of the Study 
 

The purpose of this study was to explore how a teacher’s choice of clothing may affect 
elementary school children’s perceptions of their teachers and their experiences in physical 
education classes. Understanding if children respond to teachers differently, according to the 
clothing being worn by a teacher in a physical education setting, could provide elementary 
school teachers with an important body of knowledge. For example, when teaching physical 
education, do teachers when wearing a tie or dress shoes, send a message to elementary school 
children that is different from teachers who are wearing more traditional athletic style attire? 
 



Any knowledge gained concerning teacher clothing could open doors to future research projects 
and allow for the understanding of what factors can contribute to positive learning 
environments for children in elementary school physical education programming. 
 

 

Participants 
 

The research study involved elementary school children (Grade 1 - 6) from a Northern Alberta 
school. The school environment is one that promotes the importance of physical education and 
all physical education programming is taught by classroom generalist teachers. A total of 81 
elementary school-aged children volunteered to be part of the research study:  
 

• Grade 1 – 10 students 
• Grade 2 – 11 students 
• Grade 3 – 14 students 
• Grade 4 – 16 students 
• Grade 5 – 14 students 
• Grade 6 – 16 students 

 
 

Procedure 
 

Data were collected through the administering of a questionnaire that consisted of a series of 
visual images and opportunities for written feedback. Participants were asked to look at and 
respond to a series of pictures of a mannequin depicting a teacher wearing different clothing 
options. The mannequin pose in each picture, regardless of clothing, was identical. The 
participants were asked to choose one of three responses - if the “teacher” would be a good 
physical education teacher, an ok physical education teacher, or a not so good physical 
education teacher. A text box was available for students to write any reasoning behind their 
choice. Participant responses were analysed through the use of descriptive statistics and the 
qualitative identification of themes.   
 

 

Results 
 

The percentage results from the questionnaire are listed below. Each percentage score 
corresponds to the total number of students that listed the mannequin as being a good teacher, 
an OK teacher, or a not so good teacher of physical education. 
 
 
 
 

 
 
 



MALE TEACHERS OF PHYSICAL EDUCATION 
 

               Clothing Description          Results 
       
 Teacher               Teacher         Teacher                            Teacher       Teacher            Teacher 
        1        2                1                2              1                2                                    

    
 

       
 

      
 

     
 

      

Dress Shirt  Dress Shirt 

Tie   Tie 

Dress Pants  Dress Pants 

Dress Shoes  Running Shoes 

 

 

 

Sweat Shirt  Sweat Shirt 

Dress Pants  Dress Pants 

Dress Shoes  Running Shoes 

 

 

 

 

 

Long Sleeve Shirt   Long Sleeve Shirt 

Khaki Pants  Khaki Pants 

Dress Shoes  Running Shoes 

 

 

 

 

Sweat Shirt  Sweat Shirt 

Khaki Pants  Khaki Pants 

Dress Shoes  Running Shoes 

 

 

 

 

 

Sweat Shirt  Golf Shirt 

Sweat Pants  Sweat Pants 

Running Shoes  Running Shoes 

GOOD  17.3%                56.8% 

OK  38.3%              33.3% 

NOT SO GOOD 44.4%                9.9% 

 

 

 

 

GOOD  13.6%              49.4% 

OK  39.5%              39.5% 

NOT SO GOOD 46.9%              11.1% 

 

 

 

 

 

GOOD  14.8%              65.4% 

OK  51.9%              23.5% 

NOT SO GOOD 33.3%              11.1% 

 

 

 

 

GOOD  14.8%                64.2% 

OK  51.9%              29.6% 

NOT SO GOOD 33.3%                6.2% 

 

 

 

 

 

GOOD  55.6%              66.7% 

OK  22.2%              22.2% 

NOT SO GOOD 22.2%              11.1% 

 

 

 



FEMALE TEACHERS OF PHYSICAL EDUCATION 
    
                     Clothing Description                                      Results  
  
Teacher                 Teacher             Teacher                          Teacher    Teacher Teacher 
      1                                        2                            1                                      2                               1                  2 

 
 

 
 

 
 

 
 

 

Dress Shirt  Dress Shirt 

Skirt   Skirt 

Dress Shoes  Running Shoes 

 

 

 

 

Sweat Shirt  Sweat Shirt 

Skirt   Skirt 

Dress Shoes  Running Shoes 

 

 

 

 

 

Dress Shirt  Dress Shirt 

Dress Pants  Dress Pants 

Dress Shoes  Running Shoes 

 

 

 

 

Sweat Shirt  Sweat Shirt 

Dress Pants  Dress Pants 

Dress Shoes  Running Shoes 

 

 

 

 

 

Sweat Shirt  Golf Shirt 

Sweat Pants  Sweat Pants 

Running Shoes  Running Shoes 

GOOD  18.5%                38.3% 

OK  19.8%              40.8% 

NOT SO GOOD 74.1%              20.9% 

 

 

 

 

GOOD  12.3%              35.8% 

OK  38.3%              48.2% 

NOT SO GOOD 49.4%              16.1% 

 

 

 

 

 

GOOD  23.5%              49.4% 

OK  32.1%              34.6% 

NOT SO GOOD 44.4%              16.1% 

 

 

 

 

GOOD  13.6%                46.9% 

OK  43.2%              43.2% 

NOT SO GOOD 43.2%                 9.9% 

 

 

 

 

 

GOOD  61.7%              72.8% 

OK  24.7%              14.8% 

NOT SO GOOD 13.6%              12.4% 

 

 

 



Although it was not compulsory, the participants were offered the opportunity to provide 
comments to further describe their decisions. Their comments concerning the clothing mirrored 
the quantitative data. Through the thematic grouping of the responses, the following two 
themes emerged from the written data… Dressed to Participate and Mobility/Comfort. 
 
 
Dressed to Participate 
 
Resulting from the participants’ written  comments, some elementary school children believe 
that what a teacher wears while teaching physical education will either impede or strengthen 
his/her ability to participate. Children regarded clothing, such as dress shirts, ties, and dress 
shoes as impediments of good teaching. For example, a Grade 2 student remarked when 
considering a teacher dressed in a Dress Shirt, Tie, Dress Pants, and Running Shoes as someone 
who ”would be good at chase.” A Grade 3 student referred to a teacher wearing a Dress Shirt, 
Skirt, and Dress Shoes as “looking like she is going to a wedding.”  
 
In addition to those statements, a Grade 4 student expressed an opinion of a teacher wearing a 
Sweat Shirt, Dress Pants, and Running Shoes. This student commented by stating “Yes, he is the 
perfect teacher.” Another Grade 4 student viewed a teacher wearing a Long Sleeve Shirt, Khaki 
Pants, and Dress Shoes as someone who would be unable to run. He stated, “Because if you 
need to run you can’t.”  
 
Participant comments, such as these help to point out that when teachers are teaching physical 
education, the clothes that they choose to wear impacts elementary school children’s 
perceptions toward their teachers’ ability to be an active participant in the lesson.  
 
Mobility/Comfort 
 
Resulting from the participants’ written comments, it can be stated that some elementary 
school children believe that what a teacher wears while teaching physical education may impact 
his/her mobility and comfort level. For example, a Grade 2 student commented by stating, “they 
can fall” when considering a teacher dressed in a Dress Shirt, Tie, Dress Pants, and Dress Shoes. 
This same Grade 2 student further remarked, “they won’t fall” when considering a teacher 
dressed in the exact same clothes but with Running Shoes on as opposed to Dress Shoes.   
 
The statements above concerning Mobility and Comfort are supported by other participants. 
For example, a Grade 4 student commented when considering a teacher dress in a Dress Shirt, 
Skirt, and Dress Shoes by stating “because if she has to run she will hurt her feet.” A Grade 5 
student stated “great to run in” when considering a teacher wearing a Golf Shirt, Sweat Pants, 
and Running Shoes while a Grade 6 student expressed an opinion when viewing a teacher 
wearing a Dress Shirt, Tie, Dress Pants, and Dress Shoes by stating “because he wouldn’t be able 
to demonstrate.” 
 



Participant comments, such as these help to illustrate that when teaching physical education, 
the clothes being worn by a teacher, can impact an elementary school child’s perceptions 
toward their teacher.  
 

 

Discussion and Implications 
 

The results from this research study indicate that a high percentage of elementary school 
children perceive teachers, who wear running shoes while teaching physical education, as being 
“good teachers”. These same children perceive teachers, who wear dress shoes while teaching 
physical education, as being “not so good teachers”. The results also demonstrate that the 
participants of the study perceive teachers, who wear traditional athletic style attire, such as; 
sweat pants, sweat shirt, and running shoes while teaching physical education, as being “good 
teachers” to a much higher degree than those who only change into running shoes.  
 
The results suggest that what a teacher wears while teaching physical education does make a 
difference in the manner that they are perceived by elementary school children. Those teachers 
who take a couple minutes to change their shoes in order to teach physical education are likely 
to be perceived as “good teachers”. When elementary school children perceive their teachers 
as “good teachers”, those perceptions could lead to higher student learning, motivation, and 
self-efficacy.  
 
Results from this research study may assist educators with a greater understanding toward 
effective teaching practices. The overall results could help answer the question: Does what we 
wear when we are teaching in the gymnasium affect student learning? This area of research has 
the potential to make a contribution to Physical Education, especially at a time when there is so 
much emphasis on obesity, inactivity, and low self-efficacy. If elementary school children’s 
perceptions can be explored and analyzed, we may be able to help increase their potential to 
live active, healthy lifestyles by engaging in quality physical education programs. It is hoped to 
continue this line of research and to investigate this issue to develop a greater understanding of 
such issues as whether boys and girls differ regarding their perceptions toward teacher clothing 
and if student perceptions affect student learning.  
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This paper and presentation will explain how we design and create content for a studio course that 

provides an introduction to design thinking inquiry for master degree students in Environmental Design 

(we also have several students from the Faculty of Fine Art and Computer Science).  This course is design 

to introduce foundational concepts in design and form making involving a sequence of progressive skill 

building, visual and spatial thinking, and problem solving exercises. 

It is very important to design this course with objectives that are effective in attaining the proper 

knowledge and skills to conduct further research in this area by the students. Therefore what I am 

proposing is : 

1‐To gain an understanding of design thinking and its application in environmental design. 

2‐ To develop an understanding of basic three dimensional design principles and their application in 

space and form. 

3‐ To develop an ability to use design as an approach to generate, develop and implement ideas. 

4‐ To gain an understanding of design methodologies. 

5‐ To introduce and develop 2D and 3D design skills as tools of design thinking. 

The teaching approach for this course is studio based and as such, students will complete a series of 

projects which will be reviewed within the studio and serve as a basis for class discussion.  Historically, 

the learning by doing in design has always being the one to be more productive and effective (Bauhaus). 

The course is structure in such a way that it favors the inclusion of design elements in a thesis that will 

not have been possible without this exposure to the course content. Therefore the following content is 

crafted to address these issues: 

1‐ aspects of design thinking (e.g. the wicked problem, figure/ground relationship, ambiguity in the 

design problem, establishing design intent and understanding consequence as a result of ‘doing’) 

are included 

2‐ Aspects of design methodologies (e.g. the design brief, iterative design, programming, mapping, 

brainstorming, etc.) are lectured and exercise are provided 

3‐ Introduction to 2D and 3D spatial design principles. 

4‐ Introduction to 2D and 3D visual presentation and drawing/modeling techniques. 

This expertise in developing this kind of course is the result of over 20 years or interdisciplinary teaching 

in the Faculty of Environmental Design at the University of Calgary by the writer.  It is often a pivoting 

factor in influencing design approach through a series of very simple exercises (figure/ground) and short 

lectures.  The course will be offer for the first time in the fall 2011 and student examples given during the 

presentation. 
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Abstract 

 Classroom action research can be conducted in either formal or informal form.  It is both 
practical and simple and can easily be carried out during the teacher’s daily routine. During the first 
decade of the implementation of educational reform policy in Thailand (1999-2009), teachers were 
trained by many organizations in the concept of classroom action research and methodology. However, 
previous research has indicated that the results of the implementation have not met the objectives of the 
reform policy. Learning outcomes have not reached the standard required partly due to the ineffective 
class management.   

The purpose of this study is to investigate teachers’ understanding of classroom action research 
and subsequent actions. Questionnaires were sent out to 3,929 school teachers in Thailand. The results 
showed that approximately 9% of teachers perceived classroom action research as a full-scale academic 
research (formal research), and merely 36% of teachers had correct understanding of the concept.  
Although most teachers perceived classroom action research as an informal research, they did not feel 
comfortable doing classroom research due to their limited research knowledge and skills.   

The findings also showed that nationwide seminars were organized by the central authority to 
provide teachers with the concept of classroom action research and methodology. Given the 
aforementioned outcomes, one needs to question the effectiveness of the strategy used. Feedback from 
Thai teachers indicated that they would prefer a more hands-on approach to just learning the concept 
and methodology—for example, learning from a successful pilot study in selected schools around the 
country.  They anticipate that this approach will be a real-life challenge and a feasible solution at local 
level which can later be turned into best practice model for a larger-scale implementation of the 2nd 
phase strategy for the classroom action research.  

 

Keywords: classroom action research, conception, misconception 
 
  



Introduction 

 A classroom Action Research is an important approach to developing the teaching profession. 
Besides, the results will help improve the students’ learning developments. As the concepts of            
the research operations emphasizing the reflection of the outputs, such researches promote 
democratically working atmosphere which all parties exchange their experiences and together agree 
with the findings. (Suwimon Wongwanich, 2010)         

            A Classroom Action Research is, therefore, directly useful towards all practitioners.  
Unfortunately, there are many teachers feeling discouraged against processing these researches due to 
their complication and specified academic knowledge. As a result, pictures of lectures focusing only on 
teaching activities are always seen without any good data-collecting systems which can be used for            
a teaching development. On a daily basis, the Classroom Action Researches can be done as informal 
research which does not has the strict pattern like academic research However, in the first decade 
(phase) of the education reform, the teacher’s developments for the capability in the Class Action 
Research seemed various. Besides, some scholars or organizations focused on delivering the research 
knowledge in a formal style whereas others operated vice versa. As a result, some confusion occurred to 
those teachers. Moreover, one of the key criteria in teacher promotion is conducting academic 
documents, mostly education researches, will increase teachers’ worry. The low proportion of teachers 
who can pass this criterion came partly from the low quality researches they bring in. 

          This research needs to analyze teachers’ concept of Classroom Action Research and their 
research results. The findings are expected to support the design of the Education Reform driving 
strategies in the 2nd decade, especially on supporting to the Classroom Action Research for the teachers. 
 

The purpose 

         To study the visions on the Classroom Action Research and their research results. 
 

Research background         

Bassey (1986) said that recent academic researches have their limitations, resulting in the usage 
in  two ways. First most researches were exaggerated in reports. Second such researches seemed so 
broad that they caused teachers to spend too much time conducting academic researches. In addition, 
the findings did not ensure an absolute solution for all class challenges or a right answer to the problems 
in the classes. These difficulties affect the teachers in many ways.  

          First, the knowledge receiving from trainings was not good enough for teachers to be able to 
conduct formal researches by themselves. Second, to complete formal research, it required a great deal 
of related literature review in order to ensure a strong reliability of research conceptual framework and 
reasonable research design. Unfortunately, the time limitation, as a result of everyday job routine, draws 
teachers’ attention away from studying all related documents. Third, as a result of the process difficulty, 
teachers are unlikely to further carry out new research upon completion of the previous one and feel too 
exhausted to maintain all their necessary motivation to constantly undertake new research. However, 
they may wish to conduct research perhaps in the hope of being promoted in their professions. Next,      
the research problems that teachers formulated went too well with those of the academic researchers but 
not with their own present problems. Therefore, the answers cannot be utilized in the classrooms. Next, 
the previous researches always required too much time to complete and the results could not apply in 
time to those challenges. Lastly, the nature of the research methodology required a lot of training. 
Because most research training courses were too short for teachers to really understand the concept,                 
it would limit teachers’ abilities to conduct research on their own. Moreover, without mentors to help 
carry out researches, all these aforementioned factors are the reasons that most teachers cannot properly 
conduct research, reflecting through the report’s quality 



Research Methodology  

This study is a descriptive research in which a sample of 3,926 teachers from nationwide 
schools under the Office of Basic Education Commission was sent questionnaires to complete.                    
The research tool was a 24-item questionnaire. Ten of the items are concerned with the concept of 
classroom action research. If teachers tick ‘strongly agree’, ‘moderately agree’, or ‘slightly agree’,               
they are given a score of 3, 2, or 1 respectively. The remaining items ask about teachers’ feeling 
towards the conduct of research, the application of research, and the approach through which teachers 
were trained in the past. 

 

Results 

 In respect of sample characteristics, 69.18% of respondents were female teachers, 35.19 %   
were teachers of age 51 and upwards, and 47.13% had professional experience for 20 years and above. 
Most of the teachers obtained a bachelor’s degree (73.71%), followed by a master’s degree (23.96%). 
Over half of the teachers are at Professional Level (49.18 %), followed by Senior Professional Level 
(40.25%).  

With respect to teachers’ classroom research notion, the research result revealed that teachers 
had a proper understanding of classroom research (item no. 1-4), accounting for approximately 49.91 
percent, whereas those who had an improper understanding of formulating research questions (item no. 
5-6) account for about 20.45 percent. 

Overall (item no. 1-6, 36.79%), teachers properly understand that doing research needs to give 
and provide feedbacks during the research process and should also come up with research issues that 
can help develop, protect or correct students rather than carrying out research merely on problem area 
or casual analysis whose findings have not yet let to the development of students. 

In addition, as can be seen form table 1, it was found that the teachers’ viewpoints on classroom 
research were based on formal and scholarly research (item no. 7-10, 9.38 %). 

Table 1. 
Teachers’ notion regarding classroom action research  

Item Question 

Percentage of 
teachers who 
strongly agree 

Notion of research on 
average (full score of 3) 

n % M SD translated 
result 

1 Classroom research can be conducted with some students. 1782 45.88 2.35 0.67 Strong 
2 The important aspect of classroom research is there must be 

the development and protection of students rather than only 
analyzing problems or their causes. 1803 46.36 2.38 0.63 Strong 

3 To do effective classroom research, teachers have to have 
colleagues to feedback or check idea during the process.  1907 49.16 2.43 0.60 Strong 

4 Though teachers can help students develop better by their 
own innovations, they have not explained “why” students can 
develop as such by their innovations. This indicates that 
research has yet to yield enough empirical findings. 1341 34.59 2.27 0.59 Moderate 

5* All students’ problems can be solved through classroom 
research. 531 13.74 1.79 0.66 Moderate 

6* The study question that “what is the family background of 
students who are most absent from school?” is suitable for 
classroom research.  706 18.15 1.89 0.68 Moderate 

  Teachers with proper notion (total score from 4 items, more than 9 points) are about 49.91 
 Teachers with improper notion (total score from 2 items, more than 4 points) are about 20.45% 
 Teachers with overall proper notion (total score from 6 items, more than 14 points) are about 

36.79% 



1-6 Teachers with overall proper notion(36%) 

Teachers who have the notion of  
non formal (63%) and formal research (9%)

Item Question 

Percentage of 
teachers who 
strongly agree 

Notion of research on 
average (full score of 3) 

n % M SD translated 
result 

7** Doing classroom research containing five chapters is more 
effective than doing a report having only a small number of 
pages. 642 16.52 1.81 0.69 Moderate 

8** To make research reliable, statistics should be used to test 
hypothesis so that the result can be generalized to the 
population. 428 11.03 1.71 0.65 Moderate

9** Classroom research is conducted with a small sample size, 
which weakens the generalization to the population. 577 14.91 1.87 0.64 Moderate 

10** The data about learners’ quality in classroom research should 
be collected by means of an already-piloted tool. 492 12.66 1.70 0.68 Moderate 

  Teachers who have the notion of formal research (4 items more than 9 points) are about 9.38 percent 
*Items reflecting a misleading concept of classroom action research **Items showing the conduct of classroom action research in formal form 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
 
 
 

FIGURE 1. Teachers with notion 
 

 
As regards teachers’ classroom research result, it can be seen form table 2 that teachers 

moderately agree in terms of the happiness of doing research, the consistency of doing research, the 
application of research findings, and the application of previous findings to other students having some 
problems. However, teachers still plan to conduct the future researches in strong level. 
 
  

1-4 Teachers with proper notion 
5-6 Teachers with improper notion 



  Teacher feels happy with conducting the classroom research.  
   In Education Reform period, teacher conducts the classroom 

researches on an ongoing basis.  
  The results of  classroom researches can develop students.  
  Teacher brings the previous experience in developing students.   
  Teachers still plan to conduct the future researches 

Table 2. 

Teachers’ classroom research result 

Item Question Min Max M SD CV Sk Ku 
translated 

result 
1 Teacher feels happy with conducting 

the classroom research.  
1 3 1.96 0.56 27.65 -0.01 0.15 Moderate 

2 In Education Reform period, teacher 
conducts the classroom researches on 
an ongoing basis.  

1 3 1.94 0.65 33.60 0.06 -0.66 Moderate 

3 The results of  classroom researches 
can develop students.  1 3 2.28 0.61 26.60 -0.23 -0.60 Moderate 

4 Teacher brings the previous experience 
in developing students.   

1 3 2.25 0.61 27.26 -0.20 -0.58 Moderate 

5 Teachers still plan to conduct the 
future researches  

1 3 2.35 0.59 25.16 -0.30 -0.68 Strong 

Note: full score of 3 

 
 
 

 
FIGURE 2. Teachers’ classroom research result 

 
 
The approach whereby teachers were developed and that enabled them to have the most 

practical knowledge was the participation in informational meetings to inform policies by related 
parties, followed by the support to field trip activities and attending academic conferences. as can be 
seen form table 3. 
 
Table 3. 
Knowledge level of teacher’s works classified by past methods of teacher development  
 

Item Past methods of teacher development Min Max M SD 
translated 

result 
1 Distributions of documents/ books in developing                   

teachers work. 1 3 2.07 0.62 Moderate 

2 Attend the meeting to clarify the policy.  1 3 2.18 0.64 Moderate 
3 Supporting to field trip activities. 1 3 2.12 0.71 Moderate 
4 Attend the workshop by Ministry of Education /    

Educational Service Area or related agencies.  
1 3 2.06 0.70 Moderate 

5 School-based training.  1 3 2.05 0.69 Moderate 
6 Seminars in pilot research projects. 1 3 1.89 0.71 Moderate 
7 Communicate in teacher’s society. 1 3 1.98 0.69 Moderate 
8 Attend the academic conference. 1 3 2.09 0.66 Moderate 
9 Paying for conference attendance.    1 3 1.92 0.67 Moderate 

 
 
 
 



 

 
FIGURE 3. Past methods of teacher development 

 

Discussion 

Overall teachers tend to have a proper notion of classroom action research which is formal in 
form. This is probably because, in recent years, classroom action research has been widely adopted and 
of great interest to a lot of teachers. This is obvious by the fact that a lot of books and journals                  
were published with regard to classroom action research. Besides, many academic institutions                     
have consistently launched training programs on classroom action research, enabling teachers to 
understand more of classroom action research. However, it was found from the study that certain 
teachers had a misleading concept of classroom action research and formal classroom action research. 
This is probably due to the previous methods used to develop teachers by focusing on the participation 
in the informational meetings by related parties. Most of the training programs on classroom action 
research were held by higher education institutes where scholars and educators form different institutes 
may have different principles or concepts based upon the research process design or pattern set by their 
own institutes. Therefore, in terms of imparting knowledge of classroom action research, emphasis may 
be put on conducting academic research and some teachers still have an unclear understanding of 
classroom action research as a result. 

As regards teachers’ classroom action research result, the findings suggested that teachers were 
happy at a moderate level but they planned to carry out research in the future at a high level.                       
This indicated that although unhappy to conduct research, teachers still realized they have to do 
research probably because doing classroom action research was the duty for teachers to carry out in 
conjunction with teachers’ learning and working processes as mentioned in National Education Act of 
B.E. 2542 and because of education assessment system specified of The office for National Education 
Standards and Quality Assessment (Public Organization) that the research success is a criteria for 
evaluating the educational institutions.  This made teachers become more aware of the importance of 
doing classroom action research. It was also found that only 9.38 % of teachers viewed classroom 
action research as formal research, which is relevant to education reform policy intending teachers to do 
research so as to develop instruction regularly.  

The result demonstrated, however, that only 36.79% of teachers had an accurate notion of 
research. This reflected that even though teachers thought it was unnecessary to do research in                       
a scholarly manner, they still didn’t have proper understanding of doing research. This finding would 
explain why teachers feel happy in conducting the classroom research at the moderate level and                       
be unwilling to conduct the classroom research on an ongoing basis. The solving of these problems                
is knowledge know-how sharing about research practice that can be carried out during daily routine.

  Distributions of documents/ books in developing teachers. 
  Attend the meeting to clarify the policy.  
  Supporting to field trip activities. 
  Attend the workshop by Ministry of Education /  
     Educational  Service Area or related agencies.  
  School-based training.  
  Seminars in pilot research projects. 
  Communicate in teacher’s society. 
  Attend the academic conference. 
  Paying for conference attendance.    



Conclusion 

The research result indicated that most teachers know how to conduct classroom research and 
also realize they have to do it. However, some teachers are unclear and unhappy to do research. This is 
due to the way by which teachers were informed in the past which focused teachers on attending the 
informational meetings as to how to conduct classroom action research. However, teachers also 
suggested that there should be more practices in the meetings rather than simply learning concepts and 
methods, for example, learning from a successful pilot study in selected schools around the country.  
They anticipate that this approach will be a real-life challenge and a feasible solution at local level 
which can later be turned into the best practice model for a larger-scale implementation of the 2nd 
phase strategy for the classroom action research. 

 Finally the research team wishes to thank Thailand Research Fund (TRF) for funding most of 
the expenses in carrying out this research. The fund I.D. is RTA5380011; topic “Research and 
Development of Driving Strategies for the Second Decade of Education Reform Policy.”   
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Abstract 

 The purpose of this research is to study the role of the press media, i.e. newspaper, in 
supporting the first decade of education reform policy in Thailand since 1999.  The sample 
consists of 18,848 educational articles in Thai daily newspapers from 1998 to 2010. The 
analysis was categorized into 5 areas; namely, 1) coverage duration; 2) presentation format; 3) 
direct/indirect relevance; 4) information source; 5) newspaper roles; and 6) viewpoints.  
Descriptive Statistics methodology was utilized in the content analysis and can be summarized 
as follows: 

It was observed that most of the articles related to education reform were under 
education section, with 16,314 articles (86%), and mostly published in 2010.  The majority of 
presentation format has been in the form of press release, followed by scoop and editorial, 
respectively.  More often than not education reform gets more indirect support from the press. 
In newspapers, topics of 1) the policies and practices for education reform and 2) the 
educational conferences and activities were mostly published; however topic of the job 
rotation of educational government officers was at least. The press gets their insights from 
both the policy-maker level, such as the Ministry of Education, institution executive and the 
academics, and ground level, such as field reporters, teachers and students.  As for their 
viewpoints, the press tends to take only an informative role more often than opinion-leading or 
forum-facilitator roles.  While most of the opinions from the press can be categorized as 
neutral, there are some evidence of supportive and mixed viewpoints. 

Keywords: press media role, education reform 

Research Background   

The new decade in communication enables everyone to connect to each other and to 
the media.  Today the media’s ability to reach everyone anywhere on earth has increased its 
influence on people in the society.   Apart from its basic check and balance role, the media 
also lead people’s opinion.  A specific characteristic of the media is that the recipient or the 
audience is very large in size, background and often very diverse. (Wright,1986 cited in 
Harris, 2009).   The media can be categorized by its application into the press and electronics 
media (Harris, 2009:6).  The media directly presents movements in the societies by conveying 
information that is called “the news” through various means.   Newspapers create value by 
passing fresh and updated useful information to readers who are not part of the (Morledge, 
2009: 25).  The press in Thailand recognizes the importance of education and provides 
coverage on activities related to the Thai education system.  The Thai education system has set 
the direction for the Thai educational reform during the first decade (1999-2009) and the 
implementation has continued into the second decade (2009-2019).  From the aforementioned 

                                                  
1
 Professor of  Educational Research and Psychology Program, Faculty of Education, Chulalongkorn 

University, Thailand 



 

2 
 

background, the researcher sees the need to carry out this research with the objective to 
understand the press’ participation in and support of education during 1998–2010. 

Conceptual Framework 

 The researcher has set the Conceptual Framework in analyzing the press coverage on 
education during 1998-2010 by focusing on: 1) news Coverage format; 2) education support 
activities; 3) Source of information; and 4) the role of the press media. 

Research Methodology  

The methodology used during this research is document based analysis.  The samples are 
the education news coverage posted in Thai daily newspapers.  The sample selection criteria are 
based on 1) the category of newspapers and 2) the market share of the newspaper.  Matichon 
Newspaper represents the qualitative sample and Thai Rath Newspaper represents is the 
quantitative sample.  The period during which the research work focuses on is from January 1st, 
1988 to December 31st, 2010, a period of 13 years. The total press articles related to education that 
were analyzed were 18,848 news, of which 16,314 news were related to Thai education reform.  
The tools used were coding sheet designed for content analysis and the analysis was categorized 
into 7 issues.  The tools were qualified for validity and reliability that the test results ranged 
between 0.77 to 0.87.  Descriptive statistics were used in the content analysis with frequency and 
percentage measures being the main formats in describing and presenting the information. 

Results 

1) Descriptive statistic 

  From the total 18,848 education news sample, the Thai education reform had the biggest 
share of 16,314 news (86.56%), of which 78.41% were covered in  Matichon Newspaper and 
21.59% in Thai Rath Newspaper.  The highest coverage was in 2010 (12.08%) 

2)  The Role of the Press Media in supporting and promoting Thai Education Reform 

 2.1 News Coverage Format  The majority (77.71%) of the education reform news 
coverage  were in press release format and only 0.54% were Photo releases.  

2.2 Education Reform Support Most of the news coverage related to the Thai 
education reform is in the form indirect support (52.15%).  The majority of the indirect 
support for education reform is news coverage on policy and implementation (44.25%).  
Personnel movement and postings had the least news coverage (5.95%).  From yearly 
analysis, throughout the period from 1998-2010 policy and implementation had most coverage 
except for the year 2008 during which education activities had most coverage.   

The majority of direct support for education reform is news coverage on Curriculum 
and Instruction (16.30%).  Occupation promotion had the least coverage (3.07%).  From 
yearly analysis, there were wide variation on the coverage, with year 2000, 2001 and 2010 
having most coverage on Curriculum and Instruction and year 1998, 2003 and 2005 having 
most coverage on the government and education.  
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Table 1: Direct Support for Education Reform vs News coverage format 

Direct Support 
Press 

Release 
Article/Scoop Editorial 

Photo 
Release 

Total 

 n % n % n % n % n % 

Alternative education 159 3.66 108 5.80 8 2.91 2 3.57 277 4.23 
Curriculum and 
Instruction 

809 18.61 218 11.70 28 10.18 11 19.64 1066 16.30 

educational information 408 9.39 231 12.40 47 17.09 2 3.57 688 10.52 
teaching profession 
development 

577 13.27 175 9.39 20 7.27 3 5.36 775 11.85 

government and education 560 12.88 196 10.52 45 16.36 7 12.50 808 12.35 
the educational public 
relations 

504 11.59 95 5.10 3 1.09 6 10.71 608 9.30 

source of information 224 5.15 88 4.72 16 5.82 7 12.50 335 5.12 

Academics 121 2.78 201 10.79 19 6.91 3 5.36 344 5.26 

Occupation promotion 163 3.75 29 1.56 5 1.82 4 7.14 201 3.07 

role of social group 357 8.21 196 10.52 26 9.45 6 10.71 585 8.94 

collaboration 239 5.50 213 11.43 37 13.45 4 7.14 493 7.54 

people and education 226 5.20 113 6.07 21 7.64 1 1.79 361 5.52 

Total 4347 100.00 1863 100.00 275 100.00 56 100.00 6541 100.00 

 
 
Table 2: Indirect Support for Education Reform vs News coverage format 
 

Indirect Support 
Press 

Release 
Article/Scoop Editorial 

Photo 
Release 

Total 

 n % n % n % n % n % 

corruption 588 7.97 56 5.93 22 14.47 1 3.23 667 7.84 

Personnel movement 448 6.07 45 4.77 12 7.89 1 3.23 506 5.95 

Conflict 758 10.27 95 10.06 23 15.13 1 3.23 877 10.31 
the educational 
activities 994 13.47 198 20.97 24 15.79 8 25.81 1224 14.39 
the educational 
conferences 1354 18.35 98 10.38 9 5.92 8 25.81 1469 17.27 
policy and 
implementation 3238 43.88 452 47.88 62 40.79 12 38.71 3764 44.25 

Total 7380 100.00 944 100.00 152 100.00 31 100.00 8507 100.00 
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Chart 1: Education Reform Support vs News coverage format 
 

2.3 Source of information The majority for newspaper information source is from policy 
making level (67.02%) and to a lesser extent (22.04%) from ground level.  While the Ministry of 
Education had the highest share of reference among the high-level source (69.58%), it was also the 
source of information in all the roles that the press media played in education reform coverage.    The 
most referred source at ground level is field reporters (83.70%), with NGO being the least (2.36%).   
 

Table 3: High-level information source vs News coverage format 

Source of Information 
Press 

Release 
Article/Scoop Editorial 

Photo 
Release 

Total 

 n % n % n % n % n % 
the Ministry of 
Education 6,821 72.33 659 50.97 79 53.02 48 78.69 7,607 69.58 

institution executive 1,599 16.96 205 15.85 14 9.40 6 9.84 1,824 16.68 

Academician 745 7.90 373 28.85 49 32.89 4 6.56 1,171 10.71 

private sector 265 2.81 56 4.33 7 4.70 3 4.92 331 3.03 

Total 9,430 100.00 1,293 100.00 149 100.00 61 100.00 10,933 100.00 
 
 

Table 4: Ground-level information source vs News coverage format 

Source of Information 
Press 

Release 
Article/Scoop Editorial 

Photo 
Release 

Total 

 n % n % n % n % n % 

NGO 62 3.54 22 1.46 1 0.31 0 0.00 85 2.36 
Parents 82 4.69 11 0.73 1 0.31 0 0.00 94 2.61 
Students 143 8.17 52 3.45 1 0.31 3 15.00 199 5.53 
Teachers 156 8.91 47 3.12 3 0.94 2 10.00 208 5.78 
field reporters 1,307 74.69 1,376 91.25 312 98.11 15 75.00 3,010 83.70 
Total 1,750 100.00 1,508 100.00 318 100.00 20 100.00 3,596 100.00 

direct support indirect support other

Press Release

Article/Scoop

Editorial

Photo Release
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Chart 2: Information source vs News coverage format 
 
2.4 The role of press media : The role of the press media is heavily inclined toward informative 

role (67.99%), throughout the research timeframe. The following are Opinion Leading Role. When 
considering in yearly or monthly perspective, the role of the press media is similar. 

  

Table 5: the role of press media vs News coverage format 

the role of press 

Press 
Release 

Article/Scoop Editorial 
Photo 

Release 
Total 

n % n % n % n % n % 

Informative Role 9,663 76.22 1,230 40.22 136 27.70 63 71.59 11,092 67.99 

Clarification Role 743 5.86 547 17.89 61 12.42 7 7.95 1,358 8.32 

Forum Provider  Role 949 7.49 421 13.77 96 19.55 4 4.55 1,470 9.01 

Opinion Leading Role 1,058 8.35 807 26.39 177 36.05 11 12.50 2,053 12.58 

Review & Evaluation Role 264 2.08 53 1.73 21 4.28 3 3.41 341 2.09 

Total 12,677 100.00 3,058 100.00 491 100.00 88 100.00 16,314 100.00 

 

Chart 3: the role of press media vs News coverage format 

policy-maker level operational level other

Informative Role

Clarification Role

Forum Provider  Role

Opinion Leading Role

Review & Evaluation Role

the Ministry of
Education

institution
executive

academician pivate sector NGO parents students teachers field
reporters

Informative
Role

Clarification
Role

Forum
Provider  Role

Opinion
Leading Role

Review &
Evaluation Role

Press Release

Article/Scoop

Editorial

Photo Release
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Discussion  

1)  News coverage format:  Press release was the most often used format.  This is in line 
with Suh (2001) who said that press release coverage has more in-depth information than 
other media. 

2)  Education reform support: The majority of press media coverage was in the form of 
indirect support.  This finding agrees with Wanida (2002) who had the same conclusion.  The 
indirect promotions of the education reform by newspapers mostly present the Policy and Action 
Plan, consisting to Thai Education Act, 1999 and Thai Education Reform frameworks, of 
governmental organizations. (Education Reform Operation Center, 1999)  

3)  The source of information: The finding that high-level source of information, who are 
directly involved in Thai education system, had the highest share information source is 
consistent with Wright (1986 referred in Harris, 2009) who claim that the information sources are 
institutions and organizations; and is also consistent with Nakhon Sawan Rajabhat University 
(2007) who said that beats (regular sources) are the agents of congress, government house, ministries 
and governmental departments.  

4) The role of the Press Media: Functions of newspapers are the presentation of what 
events happen on. This is in line with Satawedin (1997) who said that those functions will 
have some effect on society and also corresponds with Wilbur Schramm & Charles R. Wright 
(cited in Satawedin, 1997) who said that newspapers’ duties are granting the correct and real 
news. 

5) News coverage for Education Reform:  Press media news coverage mostly show in natural 
styles. Whereas negative news coverage are the least because they may built bad attitudes 
about education system. This is in line with Satawedin (1997) who said about press media 
news coverage influence people and society.  

Recommendations  

1. Press media coverage on education has been rather inconsistent.  This may have 
resulted from the government fiscal cycle that tends have major activities such as strategy 
formulation, budgeting and review toward the year end which in turn drives the coverage up 
during the same period.  Therefore, it would be best if relevant organizations disseminate 
information on a regular basis to keep the recipient well aware throughout the year.  This 
would not only increase the level of awareness among the recipients, but will also increase the 
level of recall, positive attitude and the right behaviors to Thai education system, eventually. 

2. The academic institutions and relevant organization should release information on a 
continual basis.  Even when there is no change in policy, it is beneficial to update the progress 
of previous coverage so to ensure the public is aware and understand the importance of Thai 
education system  

3. The fact that the majority of support from press media is indirect even when Thailand is 
undergoing education reform indicates that the press media has not yet given priority to Thai 
education reform.  It is recommended that both governmental agencies and private institutions 
should raise the profile and put more focus on promoting education reform agenda, both 
directly and indirectly, to stimulate public interest. 

4. While the education reform strategy promotes involvement among stakeholders at all 
levels, the information source has been very heavily skewed toward high-level personnel.  It is 
recommended that ground-level personnel should be provided more opportunity to share their 
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Abstract 

 The implementation of education reform policy based on the National Education Act 
in Thailand since 1999 has shown that the quality management has not been achieved. The 
education reform in the second decade, therefore, needs to focus on more effective strategies 
for the policy implementation.  At present, Thailand is in the time to upraise the quality of 
education after the failure from the first reform, and it needs to prepare students for stepping 
towards ASEAN community in 2015. Duties of teachers are expected to be changed and 
better perform. Crucial abilities teachers need to possess are divided into 3 groups: necessary 
qualification of teachers for current society, instructional management capability, and 
knowledge and skills to teach topics that students need to know in the globalization.  The 
objectives of this research are (1) to study teachers’ awareness of their expected duties; and 
(2) to determine teacher ability needs for their self development. The samples are 3,929 
teachers from 4 regions in Thailand. Modified Priority Needs Indexes (PNImod) are 
calculated to determine and to prioritize teachers’ needs. The research results are as follows: 
 The survey results show that teachers are aware in all three expected duties.  The first 
group includes the self improvement in foreign language skill, ICT skill, and quality 
assurance design. The second group comprises instructional design of multicultural 
classroom, student development in scientific literacy, counseling ability, differentiated 
instruction design, and out-of school learning resources management. The third group 
consists of ability to teach, manage or develop students in civic education, sex education, 
social skills, and vocational skills.  The duties that teachers perceived as the most important 
are ability to teach civic education, sex education, and vocational skills. They also need to 
develop themselves in ICT skill, out-of school learning resources management, and 
counseling skill. 
  Based on PNImod index, the teachers’ needs that are in the top five are foreign 
language skills, instructional design for multicultural classroom, ICT skill, ability to teach sex 
education, and ability to design differentiated instruction, respectively. The study 
recommends that the education reform in the second decade needs to focus on more effective 
strategies for teachers’ professional development. 
 
Keywords: teacher  needs, modified PNI, education reform 
 
1. Introduction 

 “Teacher” is considered as a respectable profession and plays an important role in 
the development of children which are the future of the country so that they are able to 
develop well in every aspect and become good citizens in society. As such, teachers need to 
fully realize the responsibility that is upon them, including upgrading themselves consistently 
(Surachai Srimenway, 2008). On top of this, one of the important requirements for 
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individuals who seek to be teachers is the responsibility to develop their effectiveness and 
their abilities so that they can be academic leaders (The Office of the Secretary General for 
the Teachers’ Council of Thailand, 2006). When teachers realize their true responsibilities, it 
will result in their professional development (Gupta, 2007) which will create more efficiency 
in teaching, including the ability to impart knowledge and understanding to students in a 
systematic way that creates knowledge (Hong and council, 2008). The development of 
teachers’ quality in the new era is part of the scope covered by the Educational Reform in the 
second decade (2009-2018). As such, the development of teachers should be carried out in a 
systematic, continuous, thorough and efficient process. In the past, teachers do receive 
training, but there is no clarity that the syllabus used is in-line with the need of the teachers 
and is able to be applied in actual situation (Office of the Education Council, 2009). In order 
to systemize and ensure the continuity in the development of teachers, there needs to be a 
teachers’ development plan by surveying the needs for teachers’ self development, so that the 
content and development methods are truly relevant to the needs and potentials of the 
teachers. This research seeks to assess the needs for the development of teachers for the 
Education Reform in the second decade.  

2. Conceptual Framework 
 

  
FIGURE 1. Conceptual Framework 

 
3. Research Methodology  

This research is a survey research. The representative samples are teachers from the 
Basic Educational Institutes affiliated with the Office of the Basic Education Commission, 
the Office of the Private Education Commission, schools under the care of the Municipal 
Government, and schools under the care of Bangkok from the 4 geographical regions totaling 
3,929 people. The researchers are personally responsible in the gathering of information 
through teachers who joined the Seminar for Research Development. The information were 
distributed through the teachers’ network to the various provinces throughout the regions, 
using survey forms that focus on what teachers do in relation to the Education Reform, 
through creating and sourcing for quality handbooks, checking content validity, through 
experts and documenting and reliability as 0.868. The quantitative data were assessed using 
Descriptive Statistical analysis and Inferential Statistics analysis.  
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4. Results 

  Background of teachers who provided information for this research are mostly 
females  (69.12%), above 50 years of age (5.39%), completed bachelor degree (73.5%) 
Expert Academic standing (48.84%), located in Central Thailand (42.77%), affiliated with 
the Office of the Basic Education Commission (86.46%), teaches in a medium size school 
(43.79%), and teaches in Primary schools (54.65%) 
 Teachers’ awareness of their expected duties. The overall score is high (2.85). On 
average, the responsibility to teach about the privilege and responsibility of being good 
citizens that practice democracy, equipping students with living and social skills have the 
highest score (2.92). This is followed by using technology to enhance the learning abilities of 
students (2.91). The preparation of lessons for students coming from different cultures has the 
lowest score (2.69).  
 
Table 1.  
Teachers’ awareness of their expected duties classified according to teaching experiences 

  

Less than 6 
yrs 6-10 years 11-15 years 16-20 years More than 21 yrs Total 

N x S.D N x S.D N x S.D N x S.D N x S.D N x S.D

Knowledge of foreign 
language in order to prepare 
students for stepping towards 
ASEAN community 

731 2.86 0.40 434 2.78 0.49 452 2.80 0.47 435 2.80 0.47 1829 2.83 0.46 3881 2.82 0.46 

Using technology to enhance 
the learning abilities of the 
students 

731 2.93 0.29 434 2.83 0.45 452 2.87 0.43 435 2.91 0.33 1829 2.94 0.28 3881 2.91 0.33 

Quality assurance of one’s 
lesson plans  

731 2.79 0.49 434 2.72 0.53 452 2.72 0.57 435 2.75 0.54 1829 2.76 0.57 3881 2.76 0.55 

Preparing lessons for students 
coming from a different 
culture  

731 2.73 0.58 434 2.70 0.59 452 2.67 0.61 435 2.68 0.60 1829 2.69 0.62 3881 2.69 0.61 

Teaching students to be well-
versed in Sciences  

731 2.85 0.44 434 2.83 0.45 452 2.87 0.39 435 2.90 0.36 1829 2.93 0.31 3881 2.89 0.37 

Able to guide and counsel 
students even without 
teachers with counseling 
training 

731 2.90 0.34 434 2.80 0.49 452 2.88 0.38 435 2.89 0.37 1829 2.93 0.28 3881 2.90 0.35 

Preparing lesson plans for 
students with differing 
learning abilities 

731 2.86 0.40 434 2.77 0.51 452 2.80 0.49 435 2.86 0.41 1829 2.88 0.40 3881 2.85 0.43 

Teaching using learning 
sources both within and 
outside the school 

731 2.89 434 434 2.79 0.47 452 2.85 0.43 435 2.90 0.35 1829 2.94 0.29 3881 2.90 0.36 

Preparing lessons to help 
students understand about sex 
education 

731 2.80 0.47 434 2.71 0.58 452 2.77 0.54 435 2.79 0.49 1829 2.84 0.45 3881 2.80 0.48 

Preparing students to have 
the attributes and skills 
needed for the working world 

731 2.89 0.36 434 2.81 0.46 452 2.89 0.37 435 2.90 0.36 1829 2.92 0.31 3881 2.90 0.35 

Equipping students with life 
and social skills 

731 2.91 0.34 434 2.84 0.46 452 2.90 0.36 435 2.91 0.34 1829 2.94 0.28 3881 2.92 0.33 

Teaching students about their 
privileges and responsibilities 
to be good citizens 

731 2.92 0.31 434 2.83 0.42 452 2.88 0.39 435 2.93 0.32 1829 2.96 0.24 3881 2.92 0.31 

Average Score 731 2.86 0.29 434 2.78 0.39 452 2.82 0.35 435 2.85 0.29 1829 2.88 0.26 3881 2.85 0.3
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Teachers’ abilities. The overall score is moderate (2.18). The average score for 
teaching students about their privileges and responsibilities to be good citizens that practice 
democracy has the highest score (2.49). This is followed by equipping students with life and 
social skills (2.42), and guiding and counseling students (2.39). Ability to prepare lessons for 
students coming from a different culture has the lowest score (1.86). 

 
Table 2.  
The abilities of the teachers to teach classified according to teaching experiences 

 
Less than 6 

yrs 6-10 years 11-15 years 16-20 years 
More than 21 

yrs Total 
n X SD n X SD n X SD n X SD n X SD n X SD 

Knowledge of foreign 
language in order to 
prepare students for 
stepping towards 
ASEAN community 

716 1.85 0.55 424 1.82 0.56 442 1.80 0.57 421 1.74 0.56 1788 1.69 0.59 3791 1.75 0.58 

Using technology to 
enhance the learning 
abilities of the students 

717 2.19 0.54 427 2.14 0.55 437 2.12 0.52 422 2.15 0.54 1781 2.07 0.52 3784 2.12 0.53 

Quality assurance of 
one’s own lesson plans  

718 2.04 0.57 426 2.09 0.54 443 2.16 0.55 418 2.21 0.55 1772 2.19 0.58 3777 2.15 0.57 

Preparing lessons for 
students coming from a 
different culture  

708 1.94 0.60 426 1.94 0.58 440 1.93 0.64 414 1.89 0.64 1756 1.78 0.65 3744 1.86 0.63 

Teaching students to be 
well-versed in Sciences  

714 2.15 0.61 422 2.21 0.58 439 2.28 0.61 420 2.27 0.58 1779 2.25 0.61 3774 2.23 0.61 

Able to guide and 
counsel students even 
in the absence of 
teachers with 
counseling training 

712 2.3 0.60 424 2.35 0.58 441 2.40 0.57 419 2.46 0.60 1786 2.41 0.59 3782 2.39 0.59 

Preparing lesson plans 
for students with 
differing learning 
abilities 

714 2.05 0.58 425 2.09 0.57 442 2.14 0.60 418 2.15 0.59 1782 2.11 0.61 3781 2.11 0.60 

Teaching using 
learning sources both 
within and outside the 
school 

714 2.17 0.63 426 2.23 0.59 440 2.30 0.58 420 2.35 0.56 1778 2.33 0.57 3778 2.29 0.59 

Preparing lessons to 
help students 
understand about sex 
education 

707 2.03 0.58 420 2.05 0.58 437 2.09 0.58 417 2.06 0.57 1758 2.00 0.61 3739 2.03 0.59 

Preparing students to 
have the attributes and 
skills needed for the 
working world 

716 2.28 0.57 425 2.28 0.57 442 2.34 0.55 417 2.36 0.60 1768 2.29 0.58 3768 2.30 0.58 

Equipping students 
with life and social 
skills 

716 2.36 0.60 427 2.35 0.57 441 2.47 0.57 422 2.48 0.56 1782 2.43 0.58 3788 2.42 0.58 

Teaching students 
about their privileges 
and responsibilities to 
be good citizens 

718 2.39 0.59 426 2.43 0.56 442 2.53 0.56 422 2.56 0.54 1783 2.52 0.56 3791 2.49 0.57 

Average Score 722 2.15 0.35 429 2.16 0.33 444 2.21 0.34 424 2.22 0.34 1799 2.17 0.36 3818 2.18 0.35 
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6. Recommendations  
1. Teachers should facilitate work and activities for the students to work together, so 

as to create interaction between students coming from different culture, including delegating 
local students to lead and guide the students coming from a differing culture.  The teacher has 
the responsibility to check on the interactions through reports, or summaries that the students 
compile. On top of this, relevant institutions and organizations should train and impart basic 
knowledge for preparing suitable lessons and activities for students coming from a different 
culture, especially the preparedness of the directors, related personnel and environment. 

2. Educational institutes and organizations should stimulate or motivate teachers in 
order to create their awareness of their duties to ensure quality in their lesson plan. They 
could motivate by giving awards in the manner of rewards, positions, including the 
advancement of the teacher’s academic standing. This should be done through internal 
assessing, following-up and checking the educational quality and standard of the educational 
institutes through personnel from their own institutes or through the affiliation which has the 
responsibility to supervise that educational institute, and specifying in section 47 a system to 
ensure quality assurance in education in order to improve the quality and standard of teaching 
at all levels. 

3. There should be the reinforcing of knowledge and skills for teacher through major 
educational institutions and organizations, or there should be policies to rectify problems 
relating to the teacher’s language skill. The teachers should also engage in self study and 
learning, so as to revise and reinforce the skills learned to create efficient learning. 

4. Educational Institutes should have directions and strategies in the creating of 
awareness and the developing of the teacher’s abilities, including the necessity to develop 
teachers through emphasizing that it be done in accordance to the purpose, and direction of 
the Education Reform in the second decade. Considerations have to be taken about the 
differing backgrounds of the teachers so that the syllabus could be designed according to the 
personnel that are coming for training, in order to achieve the best result.  

 
7. Suggestions for Future Research 
 The Education Reform in the second decade has specified policies and strategies that 
are varied. As such, future researches should study the abilities, other areas that teachers need 
to develop in accordance with the Education Reform in the second decade, especially areas 
that are not covered in this research, in order to implement the result of the researches to 
propel the developing of the standards of teachers in the future.  
 
Note: 

Finally the research team wishes to thank Thailand Research Fund (TRF) for funding 
most of the expenses in carrying out this research. The fund I.D. is RTA5380011; topic 
“Research and Development of Driving Strategies for the Second Decade of Education 
Reform Policy.”  
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ABSTRACT  
 

 
The purpose of this study was to understand the perspectives of special educators’ roles, 
benefits, and challenges within the Response to Intervention (RTI) model. The 
implementation of RTI has brought about many concerns and challenges, and may shift 
the role of special educators. In this study, fifty-seven special educator participants 
teaching in preschool and elementary schools across southern California were asked to 
complete a twenty-eight-item questionnaire. Participants taught in either special day 
classes or resource centers. Results indicated that while special educators did not perceive 
themselves as the primary implementers or the designated person to determine general 
education students’ responsiveness to interventions, they did believe collaboration with 
general educators was important. Results of this study also determined that no consensus 
could be reached regarding special educators implementing interventions with general 
education students; only being responsible for students with individual educational plans 
(IEPs); and being the specialists on research-based interventions and data collection for 
general educators to seek information. Special educators’ perceived improved instruction 
for all students and collaboration with general educators as the most beneficial aspects of 
the RTI model and found the lack of professional development and specific guidelines as 
the largest challenges of RTI. Implications for the future call for more professional 
development and training for teachers and creation of more specific guidelines of the RTI 
model. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
 



INTRODUCTION 
 
 

With the reauthorization of the Individuals with Disabilities Education Act 

(IDEA, 2004) and The No Child Left Behind Act (NCLB) of 2001, the Response to 

Intervention (RTI) process began to be used as a model by schools around the country. 

As an alternative to the intelligence quotient (IQ)-achievement discrepancy determination 

of identifying students with specific learning disabilities, IDEA has indicated that local 

governments may use a process that determines if a child responds to scientific, research-

based intervention as part of an evaluation procedure (P.L. 108-446 614(b)(6)(A and B). 

“Both IDEA and NCLB call for improving the outcomes for all students by using 

scientifically based instructional practice” (Cummings, Atkins, Allison & Cole, 2008, p. 

24). The processes of identifying students in need of special services through RTI will 

require a paradigm shift as schools examine contextual issues of quality of instruction 

and shift focus from identifying students with a deficit to identifying students at risk 

(Ardoin, Witt, Connell, & Koenig, 2005).  

The Response to Intervention model has not only shifted the way students are 

being examined by schools, but also brought about many concerns and challenges and 

has shifted the role of special educators. Critics of the RTI model discuss concerns that 

include mistakenly diagnosing students as having a disability (Barrera, 2009; Berkeley et 

al., 2009; Samuels, 2009; Wiener, Leslie, & Soodak, 2008), students not be diagnosed 

until upper elementary grades (Ardoin et al., 2005; Danielson, Doolittle, & Bradley, 

2007; Samuels, 2008), there being no set of specific implementation processes (Samuels, 

2008), and that the data collection process in RTI will cause some teachers to refer just as 

many student to special education as in the past (Samuels, 2008).  



In addition, the role of the special education was shifted. Special educators are not 

only case managers of students with IEPs, but they are now collaborators, professional 

development providers, consultants, and implementers. In order to better understand the 

challenges and benefits of the RTI model, as well as the changing role of special 

educators, two studies were conducted in which special education administrators were 

surveyed about their perceptions of RTI. The studies found little consensus regarding the 

roles of educators, time on interventions, and the implementation process and also called 

for a need of staff professional development in how to use and execute the RTI model.  

Statement of Problem 

More research was necessary in order to better understand how special educators 

perceived their roles, benefits, and challenges within the Response to Intervention model. 

While studies had been conducted on the perspectives of special education administrators 

regarding the roles of educators, interventions, and procedures within the RTI model, 

there was a void of research on the perspectives of special educators. 

Statement of Purpose 

The purpose of this study was to investigate the perspectives of special education 

teachers’ in order to better understand their roles, and opinions of the benefits and 

challenges of the Response to Intervention model. No research had been published on the 

perspectives of special educator’s view on RTI. This information gives other special 

educators, administrators, general education teachers, and parents the much desired incite 

on better ways to serve all students in their school within the Response to Intervention 

model. 

Research Questions 



 During the review of research and literature regarding Response to Intervention, it 

became apparent that there was a need for research regarding the perspectives of special 

education teachers on their role in RTI, as well as their opinions of the benefits and 

challenges of the RTI model. The questions guiding this study were: 

1. What is the role of special educators within the Response to Intervention model, 

especially in the areas of involvement with general education teachers and 

students? 

2.  What benefits and challenges do special education teachers feel have arisen 

through the implementation of the Response to Intervention model? 

3. Have special education teachers been formally trained in using a Response to 

Intervention model and would they be interested in more training? 

Summary of Introduction 

As an alternative to the IQ-achievement discrepancy determination for identifying 

students with specific learning disabilities, the reauthorization of the Individuals with 

Disabilities Education Act (IDEA, 2004) and The No Child Left Behind Act (NCLB) of 

2001 have indicated that local schools may implement the Response to Intervention 

model. The Response to Intervention model has shifted the role of the special educator 

and has brought about both benefits and challenges. Within the RTI model, special 

educators will retain their role as case managers of students that have IEPs but will also 

expand their role across all tiers, playing unique functions and key features within the 

RTI model (Simonsen et al, 2010). While studies had explored the perspectives of special 

education administrators,’ no studies explored the perspectives of special education 

teachers. The purpose of this study was to investigate the perspectives of special 



education teachers’ in order to better understand their roles, and opinions on the benefits 

and challenges of the Response to Intervention model. 

REVIEW OF RESEARCH 
 
 

The History of Response to Intervention 

In 1977, the U.S. Office of Education formalized that a discrepancy between a 

student’s IQ and achievement should be used as the primary criterion for identifying 

students with specific learning disabilities (Berkeley, Bender, Peaster, Saunders, & 

Saunders, 2009). However, the IQ discrepancy model came under debate when students 

with specific learning disabilities (SLD) were often unidentified until the upper grades 

leaving many students struggling academically until a discrepancy became significant 

enough for special education service eligibility; when the model provided limited 

information for educators developing special education plans; and when a 200% increase 

of students identified for SLD services since 1977 showed concern for misdiagnoses 

(Berkeley et al., 2009). With the increase of students identified as SLD, about 50% of the 

special education population and over 5 % of all students in school were identified as 

having a specific learning disability (Kavale & Spaulding, 2008). As a result of these 

increasing concerns of the IQ-achievement discrepancy model, the 2004 reauthorization 

of the Individuals with Disabilities Education Improvement Act (IDEA) made Response 

to Intervention (RTI) an alternative means to identifying students with specific learning 

disabilities. According to Ardoin, Witt, Connell and Koenig (2005), RTI evolved out of 

the work of Heller, Holtzman and Messick (1982), and Fuchs and Fuchs (1998) as a 

result of a critique of the IQ-achievement discrepancy model. “Rather than relying on 

static test-based measures or a student’s response to single interventions, the RTI 



decision making is based upon direct assessments of students’ response to varying levels 

of intervention intensity” (Ardoin et al., 2005, p.362).  

In addition to the reauthorization of IDEA, the No Child Left Behind Act (NCLB) 

of 2001 mandated an improvement in the outcomes of all students and thus created a 

need for change in education systems. With the recent legislation of the NCLB Act of 

2001, all educators are responsible for their students’ adequate yearly progress and are 

being held accountable for the outcomes of all students, including students with 

disabilities (Simonsen et al., 2010). The recent legislation has called for schools to 

implement a model that will promote the success of all students and minimize the 

likelihood that a student at-risk for learning or behavior difficulties will require special 

education (Simonsen et al., 2010). The model must be formally in place throughout a 

school and as a result can be used to predict at-risk students, provide all struggling 

students with educational supports, and ensure success in the general education setting 

(Berkeley et al., 2009; Bryant & Barrera, 2009). RTI has come to be this teaching model 

that not only strives to identify students with learning disabilities but also attempts to 

prevent all students from failing.  

Features of Response of Intervention 

Mellard (2004) of the National Research Center on Learning Disabilities states 

that, “RTI is a valuable model for schools because of its hypothesized utility in 

identifying students with [learning disabilities] and preventing academic failure among 

all students” (p. 1).  The process of RTI hopes to prevent academic failure among all 

students by providing a close match of student current skill and ability level and the 

instructional and curricular materials provided in the classroom (Mellard, 2004). 



Students that do not learn at the same rate as their peers need to be identified and 

provided appropriate instruction. “Identifying students who are not achieving at the 

same level and rate as their peers and providing appropriate interventions are two 

features that RTI advocates emphasize” (Mellard, 2004, p.1). As a result of RTI 

emphasizing strong core curriculum and intervention of all students, the model must be 

formally in place throughout a school (Berkeley et al., 2009).  

The core features of RTI involve (a) high quality classroom instruction in the 

general education setting that can be assessed through the comparison of students’ 

learning rates and achievement in different classrooms at the same grade level; (b) 

researched-based instruction that assures that classroom practices are efficient and valid; 

(c) classroom performance that emphasizes the role of the classroom staff in designing 

and completing student assessment rather than relying on state or nationally developed 

tests; (d) universal screening of all students in academics and behavior and the use of the 

information gained from the screenings to determine closer monitoring or intervention; 

(e) continuous progress monitoring so that staff can quickly and easily identify struggling 

students; (f) research-based interventions that the staff uses to increase the intensity of the 

student’s instructional experience;  (g) progress monitoring during interventions to 

determine the effectiveness of the interventions or needed modifications; and (h) fidelity 

measures that focus on providing the instruction insuring that the intervention was 

completed consistently (Mellard, 2004).   

Response to Intervention Tiers 

According to Mellard (2004), the attributes common to RTI implementation 

include (a) the concept of multiple tiers, (b) implementation of a differentiated 



curriculum, (c) instruction delivered by staff other than the classroom teacher, (d) varied 

duration, frequency, and time of interventions, (e) categorical or noncategorical 

placement decisions. In all RTI models, there is implementation of multiple tiers. 

Therefore if a student’s progress is unsatisfactory, then a more intense intervention is 

considered or provided at a secondary level or tier (Mellard, 2004). 

Tier 1 is commonly known as the preventive tier and involves whole-group 

instruction and universal screening. It provides high-quality instruction provided for all 

students in general education (Kavale & Spaulding, 2008). This tier addresses the needs 

of approximately 80% of students (Bender & Shores, 2007). During this tier all students 

are monitored in terms of their response to the core curriculum or normal classroom 

instruction (Ardoin et al., 2005). It is essential that during this tier the adequacy of 

classroom instruction is evaluated and data is collected because schools cannot determine 

that a student has a learning issue without the student previously being exposed to quality 

instruction and are compared with the growth of either local or national norms (Ardoin et 

al., 2005). 

Tier 2 is commonly referred to as the secondary intervention tier and involves 

small-group tutoring for students whose performance and rate of progress continues to 

lag behind peers (Kavale & Spaulding, 2008). This tier addresses the needs of 

approximately 15% of the student population (Fuchs & Fuchs, 2007). At this level 

students who are at-risk are served more intensive, research-based interventions with 

close progress monitoring (Berkeley et al., 2009). Students that do not respond to more 

intensive interventions or supplemental instruction of tier 2 are provided with tier 3 

intervention. 



Tier 3 is commonly referred to as the tertiary intervention tier and provides high-

intensive individualized interventions in special education, frequent progress monitoring, 

and initiation of processes to determine special education eligibility (Berkeley et al., 

2009; Kavale & Spaulding, 2008). Tier 3 serves approximately 5% of the student 

population (Berkeley et al., 2009). Data collection taken on the students at each tier and 

how the student responds to the increasingly more focused interventions are used to help 

make special education determination (Ardoin et al., 2005). 

Response to Intervention Models 

 Response to Intervention has been implemented in a number of different versions 

or models in schools across the country. The model varies by its number of levels, who is 

responsible for delivery of the interventions, and the process of evaluating students for 

special education services (Berkeley et al., 2009). Three commonly used frameworks of 

the RTI model are the problem-solving model (Berkeley et al., 2009), standard protocol 

model (Berkeley et al., 2009), and outcomes-driven model (Cummings, Atkins, Allison, 

& Cole, 2008). 

Berkeley et al. (2009) define the problem-solving model as an approach that 

addresses student deficits by implementing a research-based intervention that is specially 

designed for that individual student. “Problem-solving models evolved from the work of 

curriculum-based measurement researcher who sought to develop systems of decision-

making that would promote effective use of the data collected through curriculum-based 

measurement and enhance outcomes for children” (VanDerHeyden, Witt, & Gilbertson, 

2005, p. 226). Decision-making teams often include teachers, administrators, school 

psychologists, and parents who all follow a four-step process. The process includes: (a) 



defining the problem appropriately, (b) planning an intervention that is likely to be 

effective, (c) implementing the intervention, and (d) evaluating the student’s progress and 

making needed change (Berkeley et al., 2009; VanDerHeyden et al., 2005).  

 In comparison to the problem-solving model, the standard protocol model 

provides students with given research-based interventions that have been standardized 

and proven effective for students with a similar deficit areas for a predetermined amount 

of time (Berkeley et al., 2009). This model requires the use of the same empirically 

validated interventions for all students with similar problem in a given area (Kavale & 

Spaulding, 2008). Interventions chosen in this model are often selected from a bank of 

research-proven interventions bases on school resources (Berkeley et al., 2009).  

 Finally, the outcomes-driven model was designed to preempt early learning 

difficulties and ensure step-by-step progress toward important outcomes (Cummings et 

al., 2008). Cummings et al. (2008) discuss that the outcomes-driven model involves 

following four educational steps. The first step is to identify a need for support. At this 

step students are universally screened and identified for needing additional instruction or 

evaluation. The second step is validating the need for support. At this step a student’s 

performance is discussed and reviewed through a variety of assessment to ensure that a 

student really needs additional support. The third step is to plan, implement, evaluate, and 

modify support. At this step student progress is monitored towards a goal and 

interventions are continuously evaluated according to a 3-point rule. Finally, there is a 

review of outcomes as refinement or programs and interventions are continued. This final 

step sustains until a student reaches a set of goals (Cummings et al., 2008).     

The Changing Role of the Special Educator 



Due to the recent legislation of the NCLB and IDEA, and the implementation of 

RTI the role of special educators has expanded from its historical context. Within the RTI 

model, special educators will retain their role as case managers of students that have 

Individualized Education Plans but will also expand their role across all tiers, playing 

unique functions and key features within the RTI model (Simonsen et al, 2010). Bryant 

(2009) discusses that the role of special educators providing services to students with 

disabilities that have been identified through the IEP process needs to remain intact, but 

special educators will also need to serve other students in a variety of capacities including 

through models of co-teaching and inclusion. According to Cummings et al. (2008), the 

role of special educators has changed from its historical context in the areas of 

assessment, testing instruments, intervention, and professional environment.  

Historically, special educators’ assessment started when a student was referred for 

special education (Cummings et al., 2008). However within the RTI model, assessment of 

students by special educators starts before learning problems are suspected through 

universal screening and the continuation of data collection through all tiers. In the area of 

testing instruments, historically special educators primarily used single summative 

assessments, while in the RTI model multiple formative assessments are used over time 

(Cummings et al., 2008). Multiple forms of assessment used within the RTI model 

include formal, informal, general outcome measures, curriculum based measures, and 

observation. Interventions used by special educators have also greatly changed within the 

RTI model. Historically, intensive instruction was provided to a stable group of students, 

whereas differentiated instruction and flexible grouping is used in the RTI model 

(Cummings et al., 2008). Finally the professional environment of isolation from general 



education has seriously changed to a collaborative environment with special educators 

playing key roles in the general education setting (Cummings et al., 2008).  

The Role of the Special Educator in RTI 

Special educators play a key role in the RTI model, assisting other staff members 

in the planning, implementation, and evaluation of students and interventions (Cummings 

et al., 2008). “Special educators with expertise in assessment, instruction, behavior 

management, curriculum modification, and accommodation, have critical skills needed to 

fulfill” the needs of all students and staff in the RTI model (Simonsen et al., 2010, p. 20). 

Special educators are valued in the RTI model by how they align themselves in helping 

staff provide intervention. Cummings et al. (2008) explain that special educators provide 

support within the RTI model by working to answer the following four basic questions: 

 What is the student’s problem and why it is happening? 

 What is the best instructional plan for the student given the analysis of the 

concerns? 

 How can the plan be implemented as it was conceived and data collected 

for analysis of performance? 

 Are the desired results being achieved as expected or do changes need to 

be made? 

One key role of special educators within the RTI model is in the area of 

collaboration with general education teachers, administrators, staff, and service providers. 

The RTI model necessitates a change in how special and general educators respond to the 

needs of all students (Bryant & Barrera, 2009). As a result of the RTI model emphasizing 

prevention of at-risk students from developing chronic academic or social problems, 



special educators are required to work with general educators to activity collect data, 

make data-based decisions, and implement appropriate interventions (Simonsen et al., 

2010). The RTI model increases the need for the general and special educator to work 

collaboratively with each other ensuring that validated practices and progress monitoring 

procedures are being implemented. Bryant (2009) states that special educators will also 

need to increase their time spent on student study teams (SST’s) to help general education 

teachers implement and adapt their practices to prevent student failure.  Special educators 

work in all three RTI tiers collecting and interpreting data, delivering instructional to all 

students, collaborating with general educators, administrators, service providers, and 

support staff, and ensuring fidelity of evidence-based instructional methods (Simonsen et 

al., 2010, p. 20).  

At each tier of the RTI model, special educators collaborate with others as 

professional development providers and consultants. At Tier 1, special educators 

collaborate with regards to universal supports. They may provide professional 

development on evidence-based, systematic, and explicit instruction; consult on 

increasing valid evidence-based practices; or collaborate to implement universal 

academic and behavioral screening procedures for all students (Simonsen et al., 2010). At 

Tier 2, special educators collaborate with regards to the implementation of secondary 

systems of support for target groups. They may provide professional development on 

implementation of evidence-based Tier 2 interventions; consult with teachers and 

administrators about behavior interventions; collaborate to monitor progress of students 

receiving targeted-group support; and implement small-group instruction, interventions, 

and supports for targeted students (Simonsen et al., 2010). Special educators will help 



analyze the gap between target students’ performance and the accepted standard of 

success by helping define, validate, and analyze problems; assist in the development and 

implementation of scientifically based instructional strategies; and establishing goals for 

target students (Cummings et al., 2008). Finally at Tier 3, special educators collaborate 

with regards to individualized supports, progress monitoring, and high-intensity 

interventions. They may provide professional development on individualized positive 

behavior plans and interventions; consult about the implementation of prescriptive and 

systematic academic instruction or strategies for students with significant deficits; 

collaborate about IEP programs and services; or implement Tier 3 interventions and 

supports for specific students with instructional and environmental needs (Simonsen et 

al., 2010). In additional, special educators provide modeling, support, and feedback on 

interventions, formative and summative assessment, data collection, data analysis and 

decision making procedures (Cummings et al., 2008).  

Concerns/Challenges of RTI 

Although the Response to Intervention model has indicated effectiveness in 

decreasing the number of students in special education it does have a variety of concerns 

and challenges. Positively, according to Ardoin et al. (2005) studies regarding the RTI 

model have indicated a decrease number of children who would be considered for special 

education and has great accuracy in differentiating children who are merely low 

achieving or who have not been provided with adequate instruction from children with 

disabilities. In addition, while the IQ-achievement discrepancy model had 5-7% of 

students identified as needing special education services; the RTI model had 2- 7% of 

students identified as needing intensive intervention showing that the RTI model can be 



effective (Ardoin et al., 2005). However, contrary to these statistics, critics have concerns 

about the issues of misdiagnoses, the identification of upper elementary students for 

special education, and the implementation process of the RTI model.  

One criticism of the RTI model is that students may be mistakenly diagnosed as 

having a disability (Barrera, 2009; Berkeley et al., 2009; Samuels, 2009; and Wiener, 

Leslie, & Soodak, 2008). The RTI model “excludes unexpected failure as part of 

identifying specific learning disabilities (SLD) because the presence of average or above-

average cognitive ability would not be documented and as a result, the designation of 

SLD could be given to those who may simply be slow learners (Berkeley et al., 2009, p. 

86). The RTI model also does not differentiate between disabilities such as mental 

retardation, emotional or behavioral disorders, attention-deficit/hyperactivity disorder 

(Berkeley et al., 2009) or neurological based disabilities (Samuels, 2008). The results of 

the RTI model may also result in students’ non-responsiveness to interventions, not true 

underachievement (Berkeley et al., 2009). One group of students that may be non-

responsive to interventions is English language learners, who may be inadvertently 

placed in special education when their instructional needs require something different 

(Barrera, 2009). 

Another criticism of the RTI model is that students will not be diagnosed until 

upper elementary grades (Ardoin et al., 2005; Danielson, Doolittle, & Bradley, 2007; 

Samuels, 2008). The goal of the RTI model is to identify students early, before second 

grade. However some students in need of special education will not be identified until 

upper grades (Ardoin et al., 2005). Students in upper grades that are far below grade level 

cannot have scores or assessments compared with their peers because the interventions 



and skills taught to those students are not taught to classmates at their grade level. Thus, 

upper elementary students’ progress monitoring only answers the question of whether or 

not an intervention is effective (Ardoin et al., 2005).  

Another criticism of the RTI model is the implementation process. RTI models do 

not have specific sets of processes that all schools and teachers need to follow, which 

makes the implementation of the RTI model a very challenging and concerning that has 

many critics extremely worried. Teachers have different skills, working styles, 

instructional variation, and preparation styles that will produce different student results 

(Samuels, 2008). “What constitutes scientific, evidence-based practices is not quite 

uniform, especially when applied to different groups” (Barrera, 2009, p.75). An added 

concern of the RTI model involves the data collection process. Critics are concerned that 

teachers will be ‘swimming’ in data and the data collection process and that data will be 

arbitrary and thus cause some teachers to refer just as many student to special education 

as in the past (Samuels, 2008). Finding time and resources to provide appropriate 

interventions to students is also an issue that remains challenging (Ardoin et al., 2005) as 

well as the question of who will provide instruction and at which level (Werts, Lambert, 

& Carpenter, 2009).   

Special Education Administrators’ Perceptions of the RTI Model 

The RTI model can be implemented in a variety of ways through a variety of 

models. In order to better understand issues related to the RTI model, two studies have 

been conducted regarding the perspectives of special education administrators. Werts et 

al. (2009) asked special education directors from school districts in North Carolina 

questions related to roles of personnel, time needed, and considerations about 



implementation with the RTI model. Similarly, Wiener, Leslie, and Soodak (2008) 

surveyed special education administrators apart of the Council of Administrators of 

Special Education across the United States trying to better understand their perspectives 

of personnel roles, implementation, and the benefits and challenges within the RTI 

model.   

 Werts et al. (2009) asked two questions related to the roles of personnel, in which 

little consensus was found. In response to “Who should collect instructional data?,” 

87.5% of special education administrators said school psychologists; 85% said general 

education teachers; 80% said special education teachers; and 75% said related service 

person el ( p.248). In response to “Who should determine students’ nonresponsiveness or 

responsiveness?,” 92.9% of special education administrators said general education 

teachers; 92.9% said special education teachers; 92.9% said reading teachers; 88.1% said 

school psychologists; and 71.4% said parents (Werts et al., 2009, p.248). Similarly, 

Wiener et al. (2008) asked special education administrators who would be primary 

responsible for the implementation of RTI. Thirty-three percent of special education 

administrators felt that general education have primary responsibility for implementation; 

42.1% said it would involve collaboration between special education and general 

education teachers; 10% said special education teachers; 6.2% said administrators; and 

8.8% said other personnel (Wiener et al., 2008, p. 41). 

 In addition, the studies asked questions focused on time spent on instruction. 

When asked about the length of sessions, 47.5% of special education administrators said 

sessions should last 30 minutes, while 20% said sessions should last 1 hour per day 

(Werts et al., p.248). When asked about the frequency of sessions, 61% of special 



education administrators felt that instruction should last once a day; 19.5% said twice a 

week; 12.2% said once a week; and 7.3% said every other day (Werts et al., 2009, p.248). 

Finally on a question relating to how long the testing phase should last there was no 

consensus at all found.  

 Special education administrators were also asked three questions related to 

decisions about implementation. When asked how curriculum programs should be 

determined 81% of special education administrators said through the educational 

literature; 76.2% said curriculum committees; 61.4% said teacher evaluation; 59.5% said 

the state; and 42.4% said experience (Werts et al., 2009, p.248).  When asked in an open-

ended question regarding how the fit of instruction should be determined, the majority of 

respondents said that instruction should be established by student performance using 

progress monitoring, curriculum measures, and a variety of data sources (Werts et al., 

2009). Finally, when asked whether the discrepancy model should be abandoned, there 

was no major opinion with 45% saying yes, and 35.2% saying no. Wiener et a. (2008) 

found that special education administrators felt that in order to better facilitate the 

implementation of the RTI model there is a need for professional development, research-

based materials and adequate funding for materials, and a need for guidelines for 

implementation.  

  In additional to questions related to personnel, time, and implantation of RTI, 

special education administrators were asked about their perspectives of the benefits and 

challenges that they face within the RTI model. Special education administrators felt that 

the benefits of the RTI model include the following in rank order: improved instruction 

for all students (91%), improved collaboration between general education and special 



education teachers (89%), a greater link between assessment and instruction (88%), a 

decreased number to special education referrals (70%), greater accuracy in diagnosis 

(65%), increased annual yearly progress scores (64%), improved test scores for classified 

students (64%), decreased rate of due process (40%), decreased cost (33%), and 

reduction in the number of individualized education plan team members(19%) (Wiener et 

al., 2008, p.42). Special education administrators also cited many challenges associated 

with the RTI model. Special education administrators felt that the challenges of the RTI 

model include the following in rank order: lack of teacher preparation (95%), 

professional development (92%), lack of specific guidelines (87%), lack of support from 

general education teachers (85%), funding (78%), lack of support from administrators 

(68%), lack of scientific-based interventions (64%), lack of materials (36%), lack of 

support from parents (34%), and lack of support from special education teachers (33%) 

(Wiener et al., 2008, p.42). 

 These two studies that explored the perspectives of special education 

administrators show a need for specific guidelines for implementing the RTI model and a 

great need for future staff professional development on the execution of the RTI model. 

Both studies found no strong consensus regarding personnel, time, or implementation of 

the RTI model. “Little consensus on procedures may signal a need for more discussion, 

sharing of results of the RTI processes on multiple measures, and a honing of best 

practice recommendations” (Werts et al., 2009, p.252). The results of the administrator 

perspectives also suggest a need for effective professional development (Wiener et al., 

2008). With proper training, some consensus of views on the implementation of RTI may 

be reached (Werts et al., 2009).  



Summary  

 As a result of the reauthorization of the Individuals with Disabilities Education 

Act (IDEA, 2004) and The No Child Left Behind Act (NCLB) of 2001, the Response to 

Intervention (RTI) process is a new model that many schools around the country are 

using in order to identify students for special education services as well as improve the 

teaching for all students. The implementation of the RTI model has brought on a new 

multiple-tier, school-wide program that has brought up debate about its concerns and 

challenges. Critics of the RTI model state that it may lead to misdiagnosis of students, 

prevention of upper elementary students from being diagnosed, and express a lack of 

implementation guidelines. 

 The RTI model has also shifted the role of special educators. Special educators 

not only act as case managers of students with IEPs, as they did in the past, but they have 

also taken on more of a role collaborating with general education teachers and students, 

being professional development providers, acting as consultants to school staff, and have 

become implementers of the RTI model. In order to better understand the challenges and 

benefits of the RTI model, as well as the changing role of special educators, two studies 

were completed in which special education administrators were surveyed about their 

perceptions of RTI. The studies found little consensus regarding the roles of educators, 

time on interventions, and the implementation process and called for a need of 

professional development. These studies also point to a need of more research.  

METHODS 

 
Participants 



The study was designed to collect data about the perspectives of the Response to 

Intervention model from special educators. Participants in the study were fifty-seven 

elementary and preschool level special education teachers from schools in southern 

California (see Table1). Eleven of the teachers were male and forty-six of the teachers 

were female. The special education teachers ranged between ages of twenty and fifty-

nine. Twenty-six of teachers were in their 20s; fifteen were in their 30s; thirteen were in 

their 40s; three were in their 50s; and zero were 60 plus. Participates teaching experience 

ranged from one to twenty years. Forty-three of the teachers had 1-5 years of experience; 

six had 6-10 years of experience; six had 11-15 years of experience; and two had 16-20 

years of experience. The participants designated themselves as either special day class 

teachers or resource teachers. Forty-seven of the special education teachers were special 

day class teachers and ten were resource teachers. Finally, the participants designated 

themselves as either teaching at the elementary or preschool level. Thirty-nine of the 

teachers were elementary special educators, and eighteen were preschool special 

educators.  In addition, all participants were also graduate students at the California State 

University, Fullerton obtaining Master of Science degrees in Education with a 

concentration in Special Education.  

Instrument 

A twenty-eight-item questionnaire (see Appendix 1) regarding Response to 

Intervention was designed for special education teachers. The questionnaire was divided 

into four parts. The first part of the questionnaire asked about the participants’ gender, 

age, years of experience, position title, and grade level. The second part of the 

questionnaire contained 7 items pertaining to special education teachers’ perspectives on 



their personnel roles and implementation of the RTI model. The 7 items were given in 

Likert scale format with numbers 1-7 ranging from strongly agree to strongly disagree. 

The third part of the questionnaire consisted of rank-order format with two sections. 

Participants were asked to rank from 1 to 7 in terms of their importance (1= most 

important factor; 7  = lease important factor).  The first rank-order section focused on the 

perceived benefits of RTI. Perceived benefits of RTI included improved instruction for 

all students, improved collaboration between general education and special education 

teachers, improved test scores for students, decreased number of referrals to special 

education, greater accuracy in diagnosis of students, increased annual yearly progress 

scores, and greater link between and assessment and instruction for students. The second 

rank-order section focused on the perceived challenges of RTI. Perceived challenges of 

RTI included lack of professional development/teacher preparation, lack of specific 

guidelines, lack of support from general education teachers, lack of support from 

administrators, lack of support from parents, lack of time, and lack of 

materials/intervention resources. Finally, the fourth part of the questionnaire consisted of 

two yes or no questions regarding whether the teachers have received formal training in 

RTI and would like to have further training in the RTI model.   

Procedures 

Participants were asked to complete the questionnaire during two graduate special 

education courses. A letter of consent was attached to the front of the questionnaire, 

giving respondents information about the purpose of the study, risks, confidentially, right 

to refuse, researcher contact information, and consent clause. Participants were asked to 

sign and date the consent letter and return it with the questionnaire. Once all participants 



were finished completing the questionnaire, all questionnaires were passed to the front, 

where the researcher collected them.   

Data Analysis 

Once all questionnaires were completed and turned in the researcher, they were 

coded and then imputed into Microsoft Office Excel. The information from the Excel 

document was then imputed into SPSS, creating twenty-eight different charts. Each chart 

consisted of the participants’ coded response, frequency of response, percentage of 

response, valid percentage of response, and cumulative percentage of response.  

The first part of the questionnaire asking about the participants’ demographics 

was charted by gender, age, years of experience, position title, and grade level (see Table 

1). The second part of the questionnaire that contained 7 general items pertaining to 

special education teachers’ perspectives on the personnel roles and implementation of 

RTI was charted by each of the seven questions and then asserted into a bar graph (see 

Figure 1). The third part of the questionnaire consisted of rank-order format with two 

sections. The first rank-order section focused on the perceived benefits of RTI and was 

charted by each of the seven statements and then imputed into a bar graph (see Figure 2). 

The second rank-order section focused on the perceived challenges of RTI and was also 

charted by each of the seven statements and imputed into a bar graph (see Figure 3). 

Finally, the fourth part of the questionnaire consisted of two yes or no questions 

regarding formal training in RTI, and was charted by each of the two questions and 

converted into two pie graphs (see Figure 4 & 5).   

Summary of Methods 



Participants of this study included fifty-seven special education preschool and 

elementary level teachers. They were given a twenty-eight-item questionnaire asking 

about their demographic information, roles in RTI, benefits of RTI, challenges of RTI, 

and training in RTI. The questionnaires were completed during two graduate special 

education courses. A letter of consent was attached to the front of the questionnaire. The 

results of the questionnaires were coded, imputed into Microsoft Office Excel, and then 

imputed into SPSS. The SPSS program created twenty-eight different charts, which 

included the frequency of response, percent of response, valid percent of response, and 

cumulative percent of response which were imputed into one table and five figures. 

RESULTS 

 
Demographic Information of Participants 

The study was designed to collect data about the perspectives of the Response to 

Intervention model from special educators. Participants in the study were fifty-seven 

elementary and preschool level special education teachers from schools in southern 

California (see Table 1). Thirty-nine of the teachers taught at the elementary level and 

eighteen taught at the preschool level. The participants were all special educators that 

taught in either special day classes or resource centers (47 were special day class teachers 

and 10 were resource teachers) with one to twenty years of experience. Forty-three of the 

teachers had 1-5 years of experience; six had 6-10 years of experience; six had 11-15 

years of experience; and two had 16-20 years of experience. All participants were also 

graduate students at the California State University, Fullerton seeking Master of Science 

degrees in Education with concentrations in Special Education.  

Response to Intervention General Questions 



The second part of the questionnaire contained 7 items pertaining to special 

educators’ perspectives of their roles within the RTI model and the implementation 

process. The 7 items were given in Likert scale format from 1-7 ranging from strongly 

agree to strongly disagree. All responses were charted by the percentage of participants 

that ranked each question (see Figure 1). In response to the first question, “Special 

education teachers are the primary implementers of RTI,” 8.8% of the participants ranked 

this a number 1; 10.5% ranked it a number 2; 8.8% ranked it a number 3; 14% ranked this 

a number 4; 15.8% ranked this a number 5; 12% ranked it a number 6; and 12% ranked it 

a number 7. Thus, 28% of participants agreed with the question ranking between 1-3; 

14% were neutral ranking a 4; and 58% disagreed with this question ranking between 5-

7. Therefore, 58% of the participants disagreed that special education teachers are the 

primary implementers of RTI. 

In response to the second question, “Special education teachers should determine 

general education student’s responsiveness to intervention,” 5.3% of participants ranked 

this a number 1; 7% ranked it a number 2; 7% ranked it a number 3; 15.8% ranked it a 

number 4; 26.3% ranked it a number 5; 15.8% ranked it a number 6; and 22.8% ranked it 

a number 7. Thus, 19.3% of the participants agreed with the question ranking between 1-

3; 15.8% were neutral ranking a 4; and 64.9% disagreed with this question ranking 

between 5-7. Therefore, 64.9% of the participants disagreed that special educators should 

determine general education student’s responsiveness to intervention. 

In response to the third question, “General education and special education 

teachers should start collaborating about general education students at Tier1,” 42.1% of 

participants ranked this a number 1; 15.8% ranked it a number 2; 10.5% ranked it a 



number 3; 14% ranked it a number 4; 14% ranked it a number 5; 1.8% ranked it a number 

6; and 1.8% ranked it a number 7. Thus, 68.4% of the participants agreed with the 

question ranking between 1-3; 14% were neutral ranking a 4; and 17.6% disagreed with 

this question ranking between 5-7. Therefore, 68.4% of the participants agreed that 

general education and special education teachers should start collaboration about general 

education students at Tier 1. 

In response to the fourth question, “Special education teachers should implement 

interventions with general education students,” 17.5% of participants ranked this a 

number 1; 5.3% ranked it a number 2; 17.5% ranked it a number 3; 12.3% ranked it a 

number 4; 17.5% ranked it a number 5; 24.6% ranked it a number 6; and 5.3% ranked it a 

number 7. Thus, 40.3% of the participants agreed with the question ranking between 1-3; 

12.3% were neutral ranking a 4; and 47.4% disagreed with this question ranking between 

5-7. Therefore, since there was only a difference 7.1% between those that agreed and 

disagreed with this statement no consensus can be made regarding special education 

teachers implementing interventions with general education students.  

In response to the fifth question, “Special education teachers should only be 

responsible for students that have IEPs,” 8.8% of participants ranked this a number 1; 

17.5% ranked it a number 2; 12.3% ranked it a number 3; 12.3% ranked it a number 4; 

8.8% ranked it a number 5; 21.1% ranked it a number 6; and 19.3% ranked it a number 7. 

Thus, 26.3% of the participants agreed with the question ranking between 1-3; 12.3% 

were neutral ranking a 4; and 49.2% disagreed with this question ranking between 5-7. 

Therefore, while more participants disagreed with the statement, there is no consensus 



that can be made regarding special education teachers only being responsible for students 

that have IEPs. 

In response to the sixth question, “Special education teachers should be the 

specialists on research-based interventions for general education teachers to seek 

information,” 12.3% of participants ranked this a number 1; 14% ranked it a number 2; 

15.8% ranked it a number 3; 22.8% ranked it a number 4; 12.3% ranked it a number 5; 

15.8% ranked it a number 6; and 7% ranked it a number 7. Thus, 42.1% of the 

participants agreed with the question ranking between 1-3; 22.8% were neutral ranking a 

4; and 35.1% disagreed with this question ranking between 5-7. Therefore, while more 

participants agreed with the statement, no consensus can be made regarding special 

education teachers being the specialists on research-based interventions for general 

education teachers to seek information.  

Finally, in response to the seventh question, “Special education teachers should be 

the specialists on data collection for general education teachers to seek information,” 7% 

of participants ranked this a number 1; 14% ranked it a number 2; 17.5% ranked it a 

number 3; 17.5% ranked it a number 4; 15.8% ranked it a number 5; 15.8% ranked it a 

number 6; and 12.3% ranked it a number 7. Thus, 38.5% of the participants agreed with 

the question ranking between 1-3; 17.5% were neutral ranking a 4; and 43.9% disagreed 

with this question ranking between 5-7. Therefore, with the difference between 

disagreement and agreement only being 5.4%, no consensus can be made about special 

education teachers being the specialists on data collection for general education teachers 

to seek information.  

Perspectives of the Benefits of RTI 



The third part of the questionnaire consisted of rank-order format with two 

sections. Participants were asked to rank from 1 to 7 in terms of their importance (1= 

most important factor; 7 = lease important factor). The first rank-order section focused on 

the perceived benefits of RTI and was charted in a bar graph by each of the seven 

statements (see Figure 2). When asked how much RTI “Improved instruction for all 

students,” the majority (54.4%) of participants ranked the question a number 1, while 

26.3% ranked the question a number 2. This shows that most participants found that 

improved instruction for all students was the most important benefit of the RTI model. 

When asked how much RTI “Improved collaboration between general education and 

special education teachers,” number 2 was ranked most 24.6% and number 3 was ranked 

22.8% with no one number being a majority. This shows that almost half of the 

participants believe that collaboration between general education and special education 

teachers as a great benefit of the RTI model. When asked how much RTI “Improved test 

scores for students,” the number 7 was ranked 33.3% of the time, and number 6 was 

ranked 19.3% of the time, showing that improved test scores were among the least 

important benefits of RTI. When asked how much RTI, “Decreased the number of 

referrals to special education,” number 4 was ranked most with 19.3% while both 2 and 3 

were ranked by 17.5% of the participants. Thus, special educators found decreased 

referrals to special education at the middle of the beneficial aspects of the RTI model. 

When asked how much RTI affected a, “Greater accuracy in diagnosis of students,” 

number 5 was ranked by 22.8% of participants, and number 6 was ranked by 21.1% of 

participants, showing that accuracy in diagnosis was found to be among the less 

important benefits of RTI. When asked how much RTI, “Increased annual yearly 



progress (API) scores,” number 7 was ranked 38.6% times, and number 6 was ranked 

28.1% times, showing that increased API scores were among the less important benefits 

of RTI. Finally, when asked how much RTI showed a, “Greater link between assessment 

and instruction for students,” number 4 was ranked by 24.6% of participants, number 5 

was ranked by 19.3% of participants, and number 3 was ranked by 17.5% of participants. 

Therefore, special educators ranked there being a greater link between assessment and 

instruction for students within the RTI model towards the middle of important beneficial 

aspects of RTI.    

Perspectives of the Challenges of RTI 

The second rank-order section focused on the perceived challenges of RTI and 

was also charted in a bar graph by each of the seven statements (see Figure 3). 

Participants were asked to rank from 1 to 7 in terms of their importance (1= most 

important factor; 7 = lease important factor). When asked how much RTI had a “Lack of 

professional development/teacher preparation,” 33.3% of participants ranked this a 

number 1 and 33.3% ranked it a number 2. Therefore, special educations found having a 

lack of professional development on the RTI model as the most significant challenge. 

When asked how much RTI had a “Lack of specific guidelines,” 29.8% ranked this a 

number 1, while number 3 was ranked the next most by 17.5% of participants, showing 

that a lack of specific guidelines for the RTI model is also a great challenge. When asked 

how much RTI had a “Lack of support from general education teachers,” most 

participants ranked this with a number 3 with 29.8% and 26.3% ranked it with a number 

4, thus support from general education teachers was ranked in the middle of the challenge 

statements. When asked how much RTI had a “Lack of support from administrators,” 



22.8% of participants ranked this a number 6, while 19.3% ranked it a number 4, showing 

that lack of support from administrators was again ranked at of middle of the challenges 

of the RTI model. When asked how much RTI had a “Lack of support from parents,” 

49.1% of the participants ranked this a number 7, while 17% of participants ranked it a 

number 6. Therefore, lack of parent support is among the least challenging aspects of 

RTI. When asked how much RTI had a “Lack of time,” 19.3% of participants ranked this 

a number 5 and number 6, thus lack of time was among the lesser challenge of the RTI 

model. Finally, when asked how much RTI had a “Lack of materials/intervention 

resources,” 19.3% of participants ranked it a number 5 while 15.8% ranked it a number 6, 

ranking lack of materials and intervention resources among the lesser challenging aspects 

of RTI.  

Training in RTI 

Finally, the fourth part of the questionnaire consisted of two yes or no questions 

regarding formal training in RTI, and was charted in two pie graphs by each of the two 

questions (see Figure 4 & 5).  When asked if the participants have had any formal 

training in RTI, only 28.1% said yes and 71.9% said no. Next, when asked if the 

participant would be interested in more training in RTI, 80.7% said yes, and 19.3% said 

no, showing that the majority of the special educator participants crave more training 

regarding the Response to Intervention model.  

Summary of Results 

Fifty-seven special education teachers that teach in preschool and elementary 

schools in southern California participated in the study. Eleven of the teachers were male 

and forty-six were female. The special education teachers ranged between ages of twenty 



and fifty-nine. The participates’ ranged in years of teaching experience from one to 

twenty. Forty-seven of the special education teachers were special day class teachers and 

ten were resource teachers. Finally, thirty-nine of the teachers were elementary special 

educators, and eighteen of the teachers were preschool special educators. 

In three out of seven of the questions regarding general implementation of 

Response to Intervention the majority of the special educators came to an agreement, 

while in four of the questions no consensus was reached. The majority of the participants 

(58%) disagreed that special education teachers are the primary implementers of RTI; 

64.9% of the participants disagreed that special educators should determine general 

education student’s responsiveness to intervention; and 68.4% of the participants agreed 

that general education and special education teachers should start collaboration about 

general education students at Tier 1. However, no consensus was reached regarding 

special education teachers implementing interventions with general education students; 

only being responsible for students that have IEPs; being the specialists on research-

based interventions for general education teachers to seek information; and being the 

specialists on data collection for general education teachers to seek information.  

When asked about their perceived benefits of Response to Intervention, special 

educators found that improved instruction for all students was the most important benefit 

of the RTI model, with collaboration between general education and special education 

teachers ranked as the second best benefit of the RTI model. Benefits perceived in the 

middle of importance included decreased referrals to special education and there being a 

greater link between assessment and instruction for students within the RTI model. 



Finally, benefits perceived as less important aspect of RTI included accuracy in 

diagnosis, increased API scores, and improved test scores.  

When asked about their perceived challenges of Response to Intervention, special 

educations found having a lack of professional development on the RTI model as the 

most significant challenge of RTI with a lack of specific guidelines ranked as the second 

largest challenge. Challenges ranked in the middle of importance were support from 

general education teachers and lack of support from administrators. Finally, challenges 

ranked as a lesser importance included lack of time, lack of materials, and lack of parent 

support.  

Finally, special educators were asked about formal training that they have 

received on the Response to Intervention model. When asked if the participants have had 

any formal training in RTI, only 28.1% said yes and 71.9% said no. In addition, 80.7% of 

the special educators stated that they would like more training in Response to 

Intervention.  

DISCUSSION 

 
Special Educators’ Perspectives of their Role in RTI 

Review of research discuss the shifted the role of special educators within the RTI 

model. Special educators not only act as case managers of students with IEPs, as they did 

in the past, but they have also taken on more of a role collaborating with general 

education teachers and students, being professional development providers, acting as 

consultants to school staff, and have become implementers of the RTI model. In order to 

better understand the role of special educators within the RTI model, two studies were 

completed by Werts et al. (2009) and Wiener, Leslie, and Soodak (2008) in which special 



education administrators were surveyed about their perceptions of RTI. The studies found 

little consensus regarding the roles of educators, time on interventions, and the 

implementation process and called for a need of professional development. The 

information gained from these two studies as well as a void in research about special 

educators perceives of their role in RTI, guided further research. As a result a 

questionnaire was given to fifty-seven special education elementary and preschool level 

teachers. 

When asked about the primary implementer within the RTI model, the majority of 

the participants (58%) in this study stated that the primary implementation of the RTI 

model is not the role of the special educator. These results are similar to that of Wiener et 

al. (2008). When asked who is the primary implementer of RTI,  33 % of special 

education administrators felt that general education are primary responsibility for 

implementation; 42.1% said it would involve collaboration between special education 

and general education teachers; 10% said special education teachers; 6.2% said 

administrators; and 8.8% said other personnel (Wiener et al., 2008, p. 41). Thus, special 

educators and special education administrators (Wiener et al., 2008) do not perceive 

special educators as the primary implementers of RTI.  

Although special educators did not see themselves as the primary implementers of 

RTI, the majority (68.4%) felt that general education and special education teachers 

should start collaboration about general education students at the Tier 1 level. This shows 

that collaboration between special education teachers and general education teachers is a 

clear role with the RTI model and should take place in all tiers.   



Despite special education teachers’ belief in collaboration with general education 

students, the majority (64.9%) of the special education participants stated that special 

education teachers should not determine general education students’ responsiveness to 

interventions. These results are not consistent with results found by Werts et al. (2009). 

In response to “Who should determine students’ nonresponsiveness or responsiveness?,” 

when administrators were able to check all that apply, 92.9% of special education 

administrators said general education teachers; 92.9% said special education teachers; 

92.9% said reading teachers; 88.1% said school psychologists; and 71.4% said parents 

(Werts et al., 2009, p.248). Therefore, while special education participants in this study 

felt that they should not make any core decisions regarding general education student’s 

responsiveness to interventions, special education administrators (Werts et al., 2009) felt 

that special educators should play a key role in these decisions. This difference points to a 

lack of consistence between schools and implementation processes.  

Unfortunately, no consensus in this study was reached in many areas regarding 

the role of special education teachers in RTI. Slightly less than half of the participants 

(49.2%) felt that special educators should also be responsible for students in the general 

education population, while 26.3% of the participants felt that special education teachers 

should only be responsible for students with IEPs. This difference in opinion among 

special education teachers points to difference practices happening at schools. In 

addition, special educators did not have any agreement on whether or not they should be 

the specialists on research-based interventions or data collection in which general 

education teachers would seek information. Finally, although results reveal importance of 

collaboration between general and special education teachers, there was only a difference 



of 7.1% between those that agreed and those that disagreed with special education 

teachers implementing interventions with general education students. This lack of 

consensus as well as differing results found in the Weiner et al. (2008) and Werts et al. 

(2009) shows a lack of specific guidelines for the RTI model between schools.  

While special educators in this study agreed that they did not perceive themselves 

as the primary implementer of RTI or the designated person to determine general 

education students’ responsiveness to interventions in RTI, they did believe that 

collaboration between general and special education teachers should happen at the Tier 1 

level. Results of this study determined that no consensus could be reached regarding 

special education teachers implementing interventions with general education students, 

only being responsible for students that have IEPs, and being the specialists on research-

based interventions and data collection for general education teachers to seek 

information. Results from this study as well as the studies completed by Weiner et al. 

(2008) and Werts et al. (2009) showed a lack of consensus about special educator roles 

and call for more specific guidelines of implementation of Response to Intervention in 

order for better consistency across schools.  

Special Educators’ Perspectives of the Benefits and Challenges of RTI 

In a study completed by Weiner et al. (2008), special education administrators felt 

that the most beneficial aspects of the RTI model are improved instruction for all 

students, and improved collaboration between general education and special 

education teachers. Similarly the majority of special education participants in this 

study perceived that the most important benefit of the RTI model was improved 

instruction for all students.  The next most important benefit perceived by special 



educators in the RTI model is collaboration between general education and special 

education teachers. This shows that special education teachers believe that RTI is a 

valuable model that benefits all students. In addition, special education teachers agree 

that instruction can be more successful when there is collaboration between general 

and special education teachers. Improved instruction and better collaboration are two 

of the core features of RTI. Therefore, special educators are really identifying and 

practicing two of Response to Intervention’s core features. In regards to the 

challenging aspects of the RTI model, Wiener et al. (2008) found that special 

education administrators felt that the most challenging aspects of the RTI model 

involve lack of teacher preparation, professional development, and lack of specific 

guidelines. Similarly, this study found that lack of professional development and 

specific guidelines were ranked most. Lack of professional development/teacher 

preparation was ranked as the number one challenge of RTI, showing a significant 

need for future training. In addition, the second highest ranked challenge was a lack 

of specific guidelines to implementing RTI. These challenges of having a lack of 

professional development and specific guidelines in RTI are an underlining theme in 

the research findings and call for a change in the future. 

Special Educators’ Perspectives of Training in RTI 

Results from this study as well as studies completed by Wiener et al. (2008) and 

Werts et al. (2009) indicate a need for professional development in the implementation of 

RTI. Special educator participants are not receiving professional development training in 

RTI and crave to obtain training in the future. Special educators not only ranked lack of 

professional development as their number one challenge of implementing RTI, but only 



28.1% of the participants had been formally trained in how to implement RTI. In 

addition, 80.7% of the participants said that they would be interested in Response to 

Intervention training in the future. With proper training, some consensus of views on the 

implementation of RTI may be reached (Werts et al., 2009). With the improvement of 

proper professional development consistency among schools and staff roles will develop 

so that all students will receive the education and intervention needed to succeed.  

Limitations of the Study 

Although the results of this study provide useful information regarding how 

special educators perceive their roles in Response to Intervention and call for professional 

development and specific guidelines, there were limitations of the study. The first 

limitation was a small sample size. Only fifty-seven people participated in the study. In 

addition to sample size, the study was limited to only some schools in southern 

California. Another limitation was that only preschool and elementary teachers were 

studied. It would be beneficial to also understand the perspectives of high school special 

education teachers. Therefore, the research would be a better representation of special 

education teachers with a larger group of participants, from different areas of the United 

States, and within more grade levels. In addition, the study did not include outcome data 

regarding student progress or identification for of students for special education services. 

It would be very helpful to understand research data that describe how students in both 

general education and special education progress when involved within the RTI model. 

The current study also did not involve specifics about the process of identifying students 

as needing special education services. Student outcome data would also better support the 

perceived benefits and challenges associated with the RT model.    



Further Research 

 Future research on the Response to Intervention model involves a need for 

specific guidelines and also data collection of student outcomes. In order for the 

Response to Intervention model to truly improve instruction for all students, improve 

collaboration between general and special education teachers, improve test score for 

students, decrease the number of referrals to special education, produce greater accuracy 

in diagnosis of students, increase annual yearly progress scores, provide a greater link 

between assessment and instruction, and better identify students for special education 

services there needs to be better guidelines for the implementation of the model and more 

professional development. Studies targeting administrators and special educators show 

that little consensus is being reached about the roles of teachers and the implementation 

of instruction, assessments, interventions, and student responsiveness. If the Individuals 

with Disabilities Act and The No Child Left Behind Act are promoting the use of the 

Response to Intervention model throughout the United States in identifying students for 

special education services, then a clear framework of the model needs to be created. 

Specific guidelines for RTI would help outline the roles of administrators, general 

teachers, special education teachers and staff, as well as alleviate concerns of 

misdiagnosis of student, missed identification of upper elementary students for special 

education, and data collection. 

Implications for Practice 

 Response to Intervention is a growing model that is practiced by schools around 

the United States that has promise and benefits as well as critics and challenges. While 

special educator participants of this study felt that RTI is beneficial in improving 



instruction for all students and also improving collaboration between general education 

and special education teachers, they also felt that having a lack of professional 

development on the RTI model as well as lack of specific guidelines was very 

challenging. Guidelines for the model should clearly be created, especially in regards to 

decisions of student of eligibility for special education services. Specific guidelines for 

the implementation of RTI model would best be written by the federal government since 

special education is a federally mandated program. Schools need to follow consistent 

guidelines when deciding what services a student needs. Consistent guidelines will also 

allow students to receive the same services no matter where they live in the country. 

Following the creation of guidelines, all members in the RTI model should participate in 

multiple professional development trainings to ensure validity and reliability of the 

program. It is extremely important that a framework to the Response to Intervention 

model is created so that all schools throughout the nation can reach a common 

understanding and meet the needs of all students.  



APPENDIX 1 

Questionnaire	
 

Response	To	Intervention	(RTI)	Questionnaire	
 
Gender:   Male           Female 

 
Years of Experience 

 
Position Title Grade Level 

Age Group:     
20s     30s     40s     50s     60+ 

General Education    

Special Education    

 

 Strongly             Strongly  
Agree                  Disagree 

1. Special education teachers are the primary implementers of RTI. 
 

1    2    3    4    5    6    7 

2. Special education teachers should determine general education student’s responsiveness to 
interventions?  1    2    3    4    5    6    7 

3.  General education and special education teachers should start collaborating about general 
education students at “Tier 1.” 1    2    3    4    5    6    7 

4.  Special education teachers should implement interventions with general education 
students. 
 

1    2    3    4    5    6    7 

5. Special education teachers should only be responsible for students that have IEPs.  
 

1    2    3    4    5    6    7 

6. Special education teachers should be the specialists on research-based interventions for 
general education teachers to seek information. 1    2    3    4    5    6    7 

7. Special education teachers should be the specialists on data collection for general 
education teachers to seek information. 

1    2    3    4    5    6    7 

 
    Listed below are two seven-factor rank-order lists to consider about RTI. 

 Please examine these and rank-order them from 1 – 7 in terms of their importance.  
 (1 = Most important factor    2 = second most important    3 = third most important, etc.) 

Benefits of Response to Intervention 

_______ Improved instruction for all students 
_______ Improved collaboration between general education and special education teachers 
_______ Improved test scores for students  
_______ Decreased number of referrals to special education 
_______ Greater accuracy in diagnosis of students 
_______ Increased annual yearly progress scores 
_______ Greater link between assessment and instruction for students 
 

Other: ___________________________________________________________________    

Challenges of Response to Intervention 

_______ Lack of professional development/teacher preparation 
_______ Lack of specific guidelines 
_______ Lack of support from general education teachers 
_______ Lack of support from administrators 
_______ Lack of support from parents 
_______ Lack of time 
_______ Lack of materials/intervention resources 
 
Other: ___________________________________________________________________________________________ 

 



 
 

Table 1 
 
 
Gender, Age, Years of Experience, Position, and Grade    
 
Demographic Characteristic    Total 
        N=57(100%) 
 
Gender 
Male        11 
Female        46 
Total        57 (100%) 
 
Age 
20s        26 
30s        15 
40s        13 
50s        3 
60s        0 
Total        57(100%) 
 
Years of Experience 
1-5        43 
6-10        6 
11-15        6 
16-20        2 
Total        57(100%) 
 
Position 
Special Day Class      47 
Resource Center      10 
Total        57(100%) 
 
Grade 
Elementary       39 
Preschool       18 
Total        57(100%) 

 
Have you had any formal training in Response to Intervention?  Yes/No                                                      
    If yes explain: __________________________________________________________________________________    
  
Would you be interested in more training in Response to Intervention                 Yes/No 
     If yes explain: __________________________________________________________________________________    
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INTRODUCTION 

 

The Aim of the Research Paper 

The initial question of the research paper is simple: How can victims forgive and live 

with those who have violated them and their families? Every day the media bombards us with 

stories of injustice, intolerance, hatred and oppression. The public constantly hears about 

suffering and oppression, whether it is taking place in Darfur, Bosnia or Canada. What the media 

often fails to portray is how these people and societies manage to move forward and rebuild their 

lives and communities. 

This simple initial question leads to many broader questions: How do societies rebuild 

after long periods of oppression? How does a government achieve not only political healing, but 

also restore harmony and morality in its people? More importantly, is restorative justice a 

realistic goal in all countries? Countries facing this predicament include Bosnia, Rwanda, Sierra 

Leone, and South Africa, among others. South Africa stands out because of the unique formula it 

has chosen to deal with the effects of apartheid. 

Since 1995, South Africa has had a post-apartheid government. This government chose 

two mutual inclusive methods to deal with the legacy of apartheid: a Truth and Reconciliation 

Commission and legal prosecution. The Truth and Reconciliation Commission was used to 

uncover the horrors of the apartheid system, to give victims details of the crimes and in some 

cases the locations of deceased relatives. The Truth and Reconciliation Commission emphasizes 

truth telling, full disclosure and amnesty. However, South Africa did not simply adopt a “forgive 

and forget” model; it also kept the option of legally prosecuting any perpetrators who did not 

give full disclosure or was denied amnesty.  
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The Truth and Reconciliation Commission serves as a launch pad for our investigation 

into the theology of reconciliation. Although the Commission focuses on public and political 

healing and secular restorative justice, the chairman appointed to it was Archbishop Desmond 

Tutu.  He serves as an important link between the political and theological dimensions of 

reconciliation in this paper. 

Archbishop Tutu was an important figure in the fight against apartheid. In light of his 

work with the Truth and Reconciliation Commission, our initial question now takes on a 

theological dimension: How can a victim discover the mercy of God and begin the process of 

reconciling their lives? How does Christian reconciliation restore the humanity of both 

perpetrator and victim? For Archbishop Tutu, the answers lie in divine restorative justice, which 

he hopes would reconcile all parties affected by South Africa’s apartheid regime. 

Archbishop Tutu’s work also draws heavily on Ubuntu theology, a uniquely African 

reconciliation theology. Christian Ubuntu theology blends South Africa’s spiritual heritage with 

Christian teachings of reconciliation. It delivers a powerful message of God’s mercy, justice and 

grace to the people of South Africa—not just to the victims but also the perpetrators. 

 

Definitions 

Before we proceed, it would be instructive to examine some definitions pertinent to our 

discussions: 

1. Ubuntu: Archbishop Tutu defines Ubuntu as the healing of breaches, the redressing of 

imbalances, the restoration of broken relationships and the rehabilitation of both the 
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victim and perpetrator.  It gives the perpetrator an opportunity to reintegrate into the 

community which he or she injured1.  

2. Reconciliation: Robert Schreiter defines Christian reconciliation as the work of God2. He 

explains that in order for Christian reconciliation to happen, we have to understand that 

God takes the lead in the process. The acknowledgement of pain and anger in the 

reconciliation process allows the victim and the perpetrator to construct a new narrative. 

The victim is helped by God’s reconciling grace to forgive the perpetrator and the 

perpetrator is prompted to repent and engage in rebuilding his or her humanity.  

3. Divine Restorative Justice: Archbishop Tutu reconstructs divine restorative justice by 

using elements of Ubuntu and Christian reconciliation3. He states that restorative justice 

is the divine healing of relationships. When the victim and perpetrator both make an 

effort to forgive, heal and reconcile, then society is doing the work of restorative justice.  

4. Political Restorative Justice: For Marian Liebmann political restorative justice means 

seeing crime as more than just breaking the law – it also causes harm to people, 

relationships and the community4. Restorative justice addresses these issues by bringing 

together the parties involved to discuss the harm done and bring about resolution. The 

South African Truth and Reconciliation Commission is one such example. Restorative 

justice is often contrasted with retributive justice which focuses mainly on punishing the 

offenders. 

                                                            
1 1 Tutu, Desmond. No Future without Forgiveness (New York: Doubleday, 1999), 90. 

2 Schreiter, Robert J. Reconciliation: Mission and Ministry In A Changing Social Order (New  
York: Orbis Books, 1992), 41. 

3 Tutu, Desmond. No Future without Forgiveness (New York: Doubleday, 1999), 90. 

4 Liebmann, Marian. Restorative Justice:  How it works (London: Jessica Kingsley Publishers, 2007) 25. 
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5. Imago Dei: Imago Dei is the belief that every human being is created in the image of 

God and has an inherent value in God’s eyes5. 

 

Main Sections of the Paper 

Section I presents a brief history of South Africa, from its colonization to the 

establishment of the apartheid regime to the formation of the post-apartheid government. The 

historical context is crucial to understanding the on-going challenges faced by South Africa 

today. We will look at the apartheid system and its impact on the people of South Africa. We 

will also trace the major changes in its political system and look at landmark events such as the 

release of Nelson Mandela. This section introduces the historical context that led to the 

formation of the Truth and Reconciliation Commission. 

In Section II, the focus is on the Truth and Reconciliation Commission. What is its 

purpose and aims? How can it be a tool for restorative justice? This section looks at the legal 

standing of the Truth and Reconciliation Commission and its plans to implement truth telling, 

full disclosure and amnesty. It looks at the options available to the new government in 1995 and 

the process of selection it used to determine its course of action. By way of comparison, we will 

also examine other forms of justice used to recover from collective injustice, including the case 

of Chile. The last part of Section II is concerned with the societal changes and choices made by 

South Africa to create a new political memory for itself.  

Section III focuses on the theological connection between the Truth and Reconciliation 

Commission and Archbishop Tutu’s Christian Ubuntu theology. It shows how the Truth and 

                                                            
5 Battle, Michael. The Ubuntu Theology of Desmond Tutu (Ohio: The Pilgrim Press, 1997) 5. 
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Reconciliation Commission opened the gate to this uniquely African reconciliation formula. By 

drawing from South Africa’s mixed heritage, Christian Ubuntu theology appeals to a broad 

segment of the emergent South African society. Archbishop Tutu believes it can help reconcile 

the deep rooted divisions within South African society, particularly between Blacks and Whites. 

Central to Archbishop Tutu’s vision is the balancing of the needs of both victims and 

perpetrators. In addition to support for the victims, he emphasizes that true reconciliation can 

only occur if there is forgiveness and support for the perpetrators also. He believes this is the key 

to beginning South Africa’s process of healing. 

 

Methodology 

This paper uses both the historical and organic methods6. The historical method is used to 

provide the historical context in South Africa. These historical details help the reader better 

appreciate the need for the Truth and Reconciliation Commission and Christian Ubuntu 

theology. Once the historical foundation of South Africa is established, the question of 

reconciliation and the challenges faced by South Africa becomes clearer. 

The historical method also opens up questions of personal and political forgiveness. The 

issue of forgiveness is very important in a society that has undergone so many years of 

oppression. Personal forgiveness is a difficult topic to research. It is almost impossible to 

evaluate whether and how a person forgives. In South Africa, the new government is focused 

mainly on political forgiveness through the work of the Truth and Reconciliation Commission.  

                                                            
6 Ward, Graham. Theology and contemporary critical theory. (MacMillan Press Ltd: Great Britain, 1996) 41. 
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The second method used in this paper is the organic method, which takes into account 

multiple variables and their interactions. This approach goes beyond a single variable such as 

history. Instead, it looks at how a range of variables—including the political, religious and 

social—shaped South Africa’s problems and influenced the choices made by South African 

society. 

The organic approach shows how reconciliation in South Africa needs to take place on 

many different levels—spiritual, political, religious, and social. The Truth and Reconciliation 

Commission addresses the political level and is complemented by religious and spiritual ideas 

introduced by Archbishop Tutu. He draws on different cultural and religious traditions to create a 

theology that can appeal to South Africa’s mixed population. 
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I – THE HISTORY OF SOUTH AFRICA AND APARTHEID 

 

South Africa was colonized by the English and the Dutch in the seventeenth century. 

English domination of the Dutch descendents known as Afrikaaners resulted in the Dutch 

establishing the new colonies of Orange Free State and Transvaal. In the 1900’s, diamonds were 

discovered in these lands, leading to the Boer Wars. As a result, the Dutch sought their 

independence from the English and the South Africa Union—predecessor of present-day South 

Africa—was established in 1910.  

Apartheid is an Afrikaans word meaning “separation.”  The National Party government 

of South Africa first introduced the apartheid policy in 1948. Its leader, D.F. Malan, coined the 

term “apartheid” to mobilize the white population against the perceived “black menace.” 

Apartheid policies impacted every aspect of life. Segregation was institutionalized first in the 

economic sphere then moved into the private sphere also. Interracial relationships became 

forbidden. Segregation was enforced in all public institutions and offices. Public transportation 

and even public toilets became segregated. The education system too was segregated, with black 

children relegated to the substandard Bantu education system. 

Maylamexplains that racial tensions intensified in the 1950’s with the introduction of the 

new “Grand Apartheid” plan, which increased police repression and introduced the territorial 

separation of the different races7. The important Population Registration Act (1950) required all 

South Africans to be classified into one of three racial categories: white, Bantu (Black African), 

or colored. Classification was based on physical appearance, linguistic differences and behavior. 

                                                            
7 Maylam, Paul. South Africa's racial past: the history and historiography of racism,  
segregation, and apartheid. (Aldershot: Ashgate, 2001) 49. 
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For example, a white person was defined as “in appearance obviously a white person or 

generally accepted as a white person.” Maylam points out that a person could not be considered 

white if one of his parents was non-white8. The determination that a person was “obviously 

white” would take into account “his habits, education, and speech and deportment and 

demeanor.” The category of colored was used for people who did not fall under either the white 

or Bantu label. The Department of Home Affairs was responsible for the classification of the 

citizenry and enforced strict compliance by requiring Blacks to carry “pass books” containing 

fingerprints, photos and information on access to non-black areas. 

Myers elaborates on apartheid laws in South Africa. The Bantu Authorities Act, which 

passed in 1951, established a system of governance based on “homelands9.” These homelands 

were independent states to which each Black South African was assigned by the government 

according to its record of origin, which was frequently inaccurate. All political rights, including 

voting, held by an African were restricted to the designated homeland. From 1976 to 1981, four 

of these homelands were created. In the process, nine million South Africans lost their 

citizenship and their right of involvement with the national Parliament, which exercised ultimate 

control over the homelands. Although the homeland administrations tried to exert their rights vis-

à-vis the national government, Africans living in the homelands needed passports to enter South 

Africa. They were aliens in their own country. Ironically, the white government could call its 

elections free and general since the majority of the black population was no longer “citizens” of 

South Africa. 

                                                            
8 Maylam, Paul. South Africa's racial past: the history and historiography of racism,  
segregation, and apartheid. (Aldershot: Ashgate, 2001) 52. 

9 Myers, J.C. Indirect rule in South Africa: tradition, modernity, and the costuming of political power. (Publisher 
Rochester, NY: University of Rochester Press, 2008) 56. 
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Myers also describes the passage of the Public Safety Act and the Criminal Law 

Amendment Act in 195310. These legislations gave the government unprecedented power to 

maintain its apartheid regime. They empowered the government to declare states of emergency 

and use severe penalties to quell political protest. Penalties included fines, imprisonment and 

whippings. In 1960, when a large group of Blacks in Sharpeville refused to carry their pass 

books, the government declared a state of emergency which lasted 156 days and left 69 people 

dead and 187 wounded.  

In 1958, South African president H. F. Verwoerd approved limited self-administration in 

the homelands, declaring the following regions semi-autonomous: the Transkei, Ciskei, 

Bophuthatswana, Venda and KwaZulu. The national government was in effect trying to 

eliminate its economic and social responsibilities to these regions. 

By the 1960’s, the political climate had become extremely repressive, with the 

government frequently enacting states of emergency and banning resistance groups such as the 

African National Congress (ANC). Nelson Mandela, then leader of the armed wing of the ANC, 

was apprehended in1962 after CIA agents tipped off South African authorities. On April 20, 

1964, Mandela was convicted on charges of sabotage and treason. The South African 

government’s case against Mandela was not difficult—Mandela never denied the charges; 

instead he explained his motivation and the necessity of armed struggle in the face of extreme 

injustice. Mandela was found guilty and sentenced to life imprisonment in the notorious Robben 

Island Prison. 

During Mandela’s term in prison, the government tried to win his support for their 

agenda with the promise of clemency. The first was an attempt to gain his support for the 

                                                            
10 Myers, J.C. Indirect rule in South Africa: tradition, modernity, and the costuming of political power. (Publisher 
Rochester, NY: University of Rochester Press, 2008) 58. 
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Bantustan Policy, which forcefully resettled Blacks to homeland territories, which he vehemently 

rejected. The second involved asking Mandela to make a call to Blacks to renounce violence, an 

offer which he also rejected. His reason in both cases was that he could not enter into any 

contract with the government as he was a prisoner; he could do so only as a free man. While in 

prison, Mandela became a prominent icon for the anti-apartheid struggle. South Africa came 

under increasing international pressure for his imprisonment and its apartheid policies. 

After being in place for over 30 years, the apartheid system was becoming untenable with 

the mounting domestic and international pressure. The South Africa economy was particularly 

hard hit by international trade embargo imposed on the country and the global divestment 

campaign. In 1989, F.W. de Klerk, the last president of the old South African government, 

openly admitted the failures of the apartheid policies. He proceeded to give a historic speech in 

Parliament in February 1990 where he declared the end of apartheid and his wish to see a 

democratic South Africa. The ban on the ANC was also lifted. Nelson Mandela was released in 

1991, after being imprisoned for 27 years. He then became president of the ANC. 

Prior to his release, the government and ANC had already reached a secret agreement to 

refrain from violence and work towards a peaceful transition and a new constitution. In April 

1994, the first democratic elections were held in South Africa. As expected, the ANC won with 

an overwhelming majority. Nelson Mandela was inaugurated as the first black president in South 

Africa on May 10, 1994. Thus ended the brutal chapter of apartheid in South Africa’s history. 

But the journey had just begun for the enormous task of healing the nation and reconciling a 

divided people. 
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Christianity in South Africa 

The previous section briefly retraced the political history of South Africa through the 

period of apartheid. This section examines the history of Christianity and Christian churches in 

South Africa. Together these two sections provide the larger context in which reconciliation is 

taking place in present-day South Africa. 

Christianity is the predominant religious in South Africa today. About 79% of the 

population subscribes to the Christian faith in one of its many forms. Christianity was first 

introduced to South Africa by the Dutch settlers and subsequently by the British. Kinghorn 

explains that the Dutch Reformed Church (NGK) was established in 1652 and the Dutch 

Reformed Missionary Church (NGSK) was later founded in 188111. Elphick notes how 

nineteenth-century missionaries became implicated in politics as they expanded their work in the 

region12. In the twentieth century, Christian doctrine was used to both justify and oppose racial 

segregation and apartheid. As Elphick explains, many Christians found it difficult to assert a 

Universalist message at a time when South Africa was afflicted with systematic segregation. 

Kinghorn believes the religious element is as important for understanding South African 

society as the political, ideological and economic13. In particular, she draws a connection 

between Christianity and Afrikaanerdom, the sense of Afrikaaner nationalism based on their 

language, culture, and common roots in conservative Calvinism. Kinghorn points out that the 

                                                            
11 8. Jonathan Kinghorn "Modernization and Apartheid: The Afrikaaner Churches," in Christianity in South Africa: 
A Political, Social and Cultural History, eds. Richard Elphick and Rodney Davenport (Berkeley: University of 
California Press, 1998), 135-139. 

12 23. Richard Elphick "The Benevolent Empire and the Social Gospel: Missionaries and South African Christians in 
the Age of Segregation," in Christianity in South Africa: A Political, Social and Cultural History, eds. Richard 
Elphick and Rodney Davenport (Berkeley: University of California Press, 1998), 1-13. 
 
13 8. Jonathan Kinghorn "Modernization and Apartheid: The Afrikaaner Churches," in Christianity in South Africa: 
A Political, Social and Cultural History, 137. 
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history of South African churches overlaps largely with the history of South Africa itself. From 

its inception, NGK has always been the most dominant Afrikaaner church. Both it and the NGSK 

supported the development of the apartheid public policy. In a statement entitled “The Holy 

Calling of the Church,” the NGK clearly rejected the idea of racial mixing. Kinghorn explains 

that the NGK effectively mobilized Afrikaaners behind segregationist policies that prohibited 

mixed marriages such as the Mixed Marriage Act14. The role of the Afrikaaner churches went 

deeper than simple political activism. They shaped the fundamental values that guided people’s 

political decisions. Therefore, the secular apartheid policies were elevated to the status of 

religious dogma for some people. 

The Afrikaaner community often views itself as a chosen people under God. 

Klaarendescribes Afrikaaner theology as heavily influenced by the myth of the Great Trek15. The 

Great Trek was a long journey made by over 12,000 Boers (the Afrikans word for “farmers”) in 

1835 when they left the Cape Colony to seek out lands outside the sphere of British control. The 

move was also motivated by the search for more fertile farmland and the wish to escape regions 

plagued by warfare. The Great Trek resulted in the founding of various new republics, including 

the Boer republics, the Natalia Republic, the Orange Free State Republic and the Transvaal. The 

Great Trek is significant in theological terms because the Afrikaaners see it as the equivalent of 

the Jews’ exodus from Egypt, as recounted in the Bible. Thus, many Afrikaaners feel they are a 

chosen people under God because of the Great Trek myth. 

                                                            
14 8. Jonathan Kinghorn "Modernization and Apartheid: The Afrikaaner Churches," in Christianity in South Africa: 
A Political, Social and Cultural History, eds. Richard Elphick and Rodney Davenport (Berkeley: University of 
California Press, 1998), 140-143. 

15 24. Eugene M. Klaaren "Creation and Apartheid: South African Theology since 1948,"  in Christianity in South 
Africa: A Political, Social and Cultural History, eds. Richard Elphick and Rodney Davenport (Berkeley: University 
of California Press, 1998), 370-373. 
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Klaaren points out that there are a number of memorial sites across South Africa, 

particularly in Pretoria, which celebrates the Great Trek16. These sites symbolize God’s covenant 

with His people, the White Afrikaaners. This myth permitted a formal Afrikaaner theology to 

crystallize and develop into a systematic theology. The Afrikaaner theology began to categorize 

itself along traditional divisions such as biblical, historical, systematic, missionary and practical 

theology. This myth is so embedded in the Afrikaaner identity that both government and Church 

financially support Afrikaaner seminars. 

Klaaren further explains that the White English speaking community also has its own 

unique theology which differs from Afrikaaner theology17. The English theology stems from an 

earlier community and is influenced by the British imperial heritage. This theology focuses on a 

God who creates the world and de-emphasizes the nature of original creation. It also places an 

emphasis on the history and social meaning of the Gospels and contains both conservative and 

liberal ideas. 

There was active debate between Afrikaaner and English theologians on the issue of 

apartheid. Klaaren recounts the exchanges between Stoker, an Afrikaaner separatist, and Box, a 

Presbyterian pastor and a Calvin scholar18. Stoker believed that the concept of racial freedom 

actually threatened an individual’s autonomy and that racial integration comes at the expense of 

group relations. Along with other Afrikaaner theologians and the NGK, Stoker believed 

                                                            
16 24. Eugene M. Klaaren "Creation and Apartheid: South African Theology since 1948,"  in Christianity in South 
Africa: A Political, Social and Cultural History, eds. Richard Elphick and Rodney Davenport (Berkeley: University 
of California Press, 1998), 371-372. 

17 24. Eugene M. Klaaren "Creation and Apartheid: South African Theology since 1948,"  in Christianity in South 
Africa: A Political, Social and Cultural History,), 372. 
 
18 24. Eugene M. Klaaren "Creation and Apartheid: South African Theology since 1948,"  in Christianity in South 
Africa: A Political, Social and Cultural History,), 372. 
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justification for apartheid can be found in the Biblical story of the Tower of Babel, where God is 

seen to divide people by making them not understand each other’s languages.  

Box and other English theologians often spoke out against this Afrikaaner theological 

position. They argued that this interpretation was historically uncritical and incompatible with 

the core message of the New Testament – to love your neighbour as you love yourself (Matthew 

23:37-40). Box in particular argued that the Afrikaaner interpretation introduced a natural 

theology that was demeaning to the sufficiency of Jesus Christ. 

In addition to Afrikaaner and English theologies, there were also other currents in South 

Africa with their own positions on apartheid. It is interesting to note the high number of Black 

Catholics in South Africa. Presently, it is estimated that there are more Black Catholics than in 

all the Protestant churches combined. Pretorius and Jafta see the main reason for this as the 

Catholic Church’s unwavering position against apartheid19.  The Catholic Church has always 

maintained an anti-apartheid stance and distanced itself from the Afrikaaner churches. Since the 

Catholic Church did not practice racial segregation, there exists a large number of Black clergy 

among its ranks. 

Pretorius and Jafta also outline the development of the African Initiated Churches. These 

churches are unique in that they focus on their distinctly African origins20. The philosophy of the 

African Initiated Churches promoted the establishment of self-supporting, self-governing, and 

self-propagating African churches. By the 1990’s, there were 6000 African Initiated Churches. 

These churches have no links with the membership or administration of the Afrikaaner churches. 

                                                            
19 12. Hennie Pretorius and Lizo Jafta "A Branch Springs Out: African Initiated Churches," in Christianity in South 
Africa: A Political, Social and Cultural History, eds. Richard Elphick and Rodney Davenport (Berkeley: University 
of California Press, 1998), 209-212. 

20 12. Hennie Pretorius and Lizo Jafta "A Branch Springs Out: African Initiated Churches," in Christianity in South 
Africa: A Political, Social and Cultural History, 211. 
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They represent a truly African form of Christianity that in not modeled after any European 

churches and can be seen as one of the major positive developments in the history of Christianity 

in South Africa. 

The African Initiated Churches played a crucial role in the development of a Black 

theology with a strong message of liberation. The rise of Black liberation theology coincided 

with many similar movements worldwide by subjugated peoples in the 1970’s. Klaaren describes 

it as a theology of struggle – struggle in the townships, churches and universities21. Black 

liberation theology opposed apartheid by challenging the Afrikaaner theology of creation with 

the existential question: “Why am I created Black?” It emphasized that all people are created in 

the image of God. Klaaren outlines the arguments of Simon Maimela, a professor at the 

University of South Africa. Maimela points out the flaw in applying the notion of subjugation in 

law to Christology, since subjugation does not satisfy the criteria for a just law in the first place. 

Maimela argues that South Africa is overdue for a theology of justice and power. Within Black 

liberation theology, Klaaren draws particular attention to a uniquely South African strand which 

emerged in rural and traditional settings, in the ministries of informally educated African 

preachers. This theology is oral, prophetic, and expressed in worship. 

As Klaaren explains, liberation is more than just a theme in Black theology; it lies at the 

very core of that theology. The Biblical paradigm for Black liberation theology is the story of 

Exodus as well as the ministry of Jesus Christ. Black liberation theology calls for resistance 

among oppressed people. In the South African context, this means the redistribution of land 

stolen from Africans by colonists, among other things. Although Black theology has the potential 

                                                            
21 24. Eugene M. Klaaren "Creation and Apartheid: South African Theology since 1948,"  in Christianity in South 
Africa: A Political, Social and Cultural History, eds. Richard Elphick and Rodney Davenport (Berkeley: University 
of California Press, 1998), 371-378. 
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to be a powerful unifying force, its work is made more difficult by the extremely pluralistic 

nature of South Africa society, which consists of many different tribes with different needs. 

Nevertheless, the impact of Black liberation theology continues to be felt in post-apartheid South 

Africa. 
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II – POLITICAL TRANSITION AND THE TRUTH AND RECONCILIATION 

COMMISSION 

 

Approaches to Reconciliation  

In 1994, upon the historical election of Nelson Mandela as South Africa’s president, 

South Africa began to deal with its troubled past. Throughout history, countries such as 

Yugoslavia, Chile, North Ireland and Rwanda have undergone reconciliation processes.  South 

Africa was aware of the need to face up to its apartheid past. It had to carefully weigh its options 

on how to deal with the gross human rights violations that have occurred. 

South Africa ultimately settled on a mixed approach to reconciliation based on the Truth 

and Reconciliation Commission and also prosecution.  Before discussing the actual process of 

reconciliation in South Africa, let us first examine the range of political options it had available. 

Alejandra Vicente outlines three approaches to political reconciliation: 1) trial and prosecution, 

2) truth commissions, and 3) a combined approach22. The trial and prosecution approach is 

primary retributive. Within this approach there are several variations: amnesty, military tribunals, 

national courts, special courts, ad hoc tribunals and the International Court of Justice.  

William Safire defines amnesty as governmental pardon for past criminal offenses for 

individuals who are subject to trial but not convicted23. Amnesty may be limited or conditional. 

Although amnesty has a reputation for facilitating a smooth transition from a repressive regime 

                                                            
22 Alejandra Vicente. “Justice Against Perpetrators: The Role of prosecution in peacemaking and  
reconciliation.” Badil – Resource Centre for Palestinian Residency and Refugee Rights, Working Paper N.2 (2003), 
http://www.reliefweb.int/rw/lib.nsf/db900SID/LHON696EGL/$FILE/Peace_Justice_BADIL_April_2003.pdf?Open
Element. 
 
23 Safire, William. Safire’s Political Dictionary (New York: Oxford University Press, 2008) 56.  
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to a democracy, Vicente argues against this option as it is often subject to abuse. It allows for the 

possibility of corrupt officials granting themselves amnesty after a regime change. The United 

Nations Commission on Human Rights supports this position. Its research indicates that amnesty 

is a major reason human rights violations and abuses continue, because amnesty often works 

against accountability. 

In contrast, Vicente believes truth commissions such as South Africa’s Truth and 

Reconciliation Commission can be a creative alternative for the restoration of peace24. The 

purpose of these commissions is to document torture, murders and other human rights violations. 

They allow for proper disclosure of atrocities that might otherwise be denied or covered up by 

the repressive regimes. The truth commission option can be a creative way of addressing past 

injustices. It is an intermediate option that falls somewhere between amnesty and tribunals, and 

is often used in conjunction with these other two options. 

 

The Case of Chile 

Vicente argues that it is instructive to look at the example of the Truth and Reconciliation 

Commission in Chile25. Chile endured a 17-year military dictatorship under General Augusto 

Pinochet, from 1973 to 1990. On September 11, 1973, the Chilean Armed Forces staged a 

                                                            
24 Alejandra Vicente. “Justice Against Perpetrators: The Role of prosecution in peacemaking and  
reconciliation.” Badil – Resource Centre for Palestinian Residency and Refugee Rights, Working Paper N.2 (2003), 
http://www.reliefweb.int/rw/lib.nsf/db900SID/LHON696EGL/$FILE/Peace_Justice_BADIL_April_2003.pdf?Open
Element. 

 
25 Alejandra Vicente. “Justice Against Perpetrators: The Role of prosecution in peacemaking and  
reconciliation.” Badil – Resource Centre for Palestinian Residency and Refugee Rights, Working Paper N.2 (2003), 
http://www.reliefweb.int/rw/lib.nsf/db900SID/LHON696EGL/$FILE/Peace_Justice_BADIL_April_2003.pdf?Open
Element. 
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military coup to overthrow the constitutionally elected Popular Unity (UP) government of 

Salvador Allende, which proposed a peaceful transition to socialism. President Allende was 

killed in the presidential palace and his ministers and collaborators were arrested and sent to 

concentration camps. Many of them were later killed or “disappeared.” A decisive moment was 

when the Armed Forces declared the existence of an "internal war" in the country through the 

declaration of Decree Law No. 5, announced September 12, 1973. This had the important effect 

of redefining the existing social conflict in Chile as an “internal war” and granting authorities 

much greater powers to suppress dissent and opposition. 

The concept of internal war was supported by idea of the "enemy within." Enemies 

included Communists, Marxists, Socialists—indeed anyone perceived by the military regime to 

pose a challenge to the established order. According to Amnesty International and the United 

Nations’ Human Rights Committee, 250,000 Chileans had been detained for political reasons by 

the end of 1973. Summary executions, disappearances and killings in false armed confrontations 

became the norm. The military regime created a climate of fear where neighbors and colleagues 

would denounce and report on each other. 

In 1988, the military regime called a plebiscite after a period of negotiations with 

representatives from the opposition. The plebiscite was supposed to be a simple exercise to give 

the military regime a semblance of legitimacy. The regime had every belief it would win. 

However, against its expectations, Pinochet’s regime lost the plebiscite and was forced to call a 

presidential election. Patricio Aylwin, a Christian Democrat, won these elections and was sworn 

in as president on March 11, 1990. This marked the historic beginning of a new period of 

transition to democracy in Chile. 
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One of the greatest challenges faced by the subsequent democratic governments would be 

dealing with the repercussions of the extended human rights abuses that took places under the 

military dictatorship. The long list of abuses committed by the Chilean military included 

arbitrary arrest, imprisonment, torture, forced disappearances, the negation of the right to appeal, 

abductions, and death threats. The rights violated include the right to life, the right to personal 

integrity, the right to personal liberty, the right to personal security and the right to live in one’s 

country. 

Vicente states that a Truth and Reconciliation Commission was set up within months of 

Aylwin being elected to government26. This commission represented a compromise solution in 

many respects. First, Pinochet retained significant influence even after Aylwin assumed power.  

The composition of the commission consisted of about half Pinochet supporters and half 

Pinochet detractors. The work of the commission was also hampered by amnesty laws enacted 

by Pinochet in 1978 restricting the prosecution of prior crimes and the refusal of the military to 

fully cooperate with the investigations. The commission also did not have the power to name 

individual perpetrators or dismiss military officers found guilty of crimes. 

The commission investigated 3,400 cases in total and resolved all but 641.  In the 

majority of the cases, the commission found the military guilty. This strongly refuted the military 

dictatorship’s claim that it had to enforce order in the face of an “internal war.” The commission 

highlighted the category “victims of political violence” who died from repressive measures under 

the military regime. In terms of its impact, the commission extended significant government 

                                                            
26 Alejandra Vicente. “Justice Against Perpetrators: The Role of prosecution in peacemaking and  
reconciliation.” Badil – Resource Centre for Palestinian Residency and Refugee Rights, Working Paper N.2 (2003), 
http://www.reliefweb.int/rw/lib.nsf/db900SID/LHON696EGL/$FILE/Peace_Justice_BADIL_April_2003.pdf?Open
Element. 
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benefits to families of victims. About 5,000 family members of people killed or disappeared 

under the dictatorship were awarded a monthly government pension. But survivors of torture and 

illegal imprisonment failed to receive any reparations even though their numbers were far 

greater, because the commission’s mandate was limited to only crimes resulting in death. 

Although the work of the commission was limited by its restrictive mandate and public reaction 

was mixed, it marked an important first step for Chile to reconcile with its turbulent past. 

 

South Africa’s Choice: The Truth and Reconciliation Commission  

Even after apartheid was officially abolished in South Africa, its horror and violence still 

lingered in the minds of most South Africans. The key question for the new government was 

how to bring about national unity and reconciliation. The solution chosen was the establishment 

of a Truth and Reconciliation Commission (TRC), which was formed by the passage of the 

Promotion of National Unity and Reconciliation Act (1995). South Africa chose the TRC based 

on the belief that this is the best option to promote national unity and reconciliation. The new 

government believed that the TRC would deliver healing, rehabilitation and forgiveness to the 

long-suffering population of South Africa. It would provide the necessary social intervention to 

address some of the effects of apartheid and colonialism.  

Tutu argues that the main goals of the TRC were disclosure, truth telling and amnesty27. 

The initial TRC had 17 commissioners, chosen on the basis of their impartiality.  The 

commission was headed by the respected Archbishop Desmond Tutu, who brought much 

legitimacy to the commission with his reputation and work. As Archbishop Tutu explains, South 

Africa chose the TRC because it represented a third way between the extremes of  trial and 

                                                            
27 Tutu, Desmond. No Future without Forgiveness (New York: Doubleday, 1999) 67. 
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prosecution on one hand—as represented by the Nuremberg trials—and blanket amnesty or even 

worse national amnesia on the othe28r. The granting of amnesty by the TRC was conditional on 

1) a full disclosure of the crime, 2) the crime was politically motivated, and 3) the crime was 

proportionate. 

Archbishop Tutu points out that the trial and prosecution route could potentially be 

disruptive29. As the wounds were still fresh on the minds of most South Africans, relying on trial 

and prosecution could upset the fragile peace and stability. Whereas the TRC promoted full 

disclosure, trial and prosecution would encourage non-cooperation on the part of the perpetrators 

and also the destruction of evidence, which would not be conducive to healing and 

reconciliation. Amstutz (2005) also sees the benefits of the TRC over a trial and prosecution 

approach30. He argues that the TRC allows victims to give up their anger and resentment. It 

demonstrates how both victim and offender can become moral agents of change. Amstutz is 

against the idea of retributive justice because it goes against the rehabilitation and healing of 

both offender and victim. In contrast, the work of the TRC can be seen as mutually beneficial to 

both victim and offender. Victims can finally give voice to their suffering and receive state 

reparation and offenders can fully disclose their wrongdoings without fear of criminal or civil 

prosecution. 

The aim of the TRC was not to address structural violence or racial discrimination but to 

bear witness to gross violations of human rights such as killings, torture, abductions, 

“disappearances,” and conspiracy. Amstutz notes that the TRC provided an invaluable 

                                                            
28 Tutu, No Future, 72. 

29 Tutu, Desmond. No Future without Forgiveness (New York: Doubleday, 1999) 68. 

30 Amstutz, M. R. The healing of nations: the promise and limits of political forgiveness( Lanham, MD: Rowman & 
Littlefield Publishers, 2005) 59. 
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opportunity to restore and heal the relationship between offenders and victims. The TRC 

challenged the conventional wisdom of legal prosecution since its work was rooted in the three 

principles of full disclosure, truth and moral accountability. Amstutz further explains that the 

TRC relied on three core values of healing: 1) healing and reconciliation were only possible if 

the past is known and acknowledged; 2) prosecution is counterproductive to the development of 

democratic order and 3) truth telling will promote national peace and reconciliation31.  

Abuses and crimes from the apartheid era needed to be addressed before real progress 

could be made in South Africa. Although the ostensible mandate of the TRC was truth telling 

and amnesty, it also achieved the larger goals of national peace and reconciliation by bringing 

about transitional justice. Amstutz defines transitional justice as a government’s commitment to 

use its political resources to address issues of justice and human right32 s. In South Africa, this 

commitment opened up the possibility of forgiveness and the restoration of the broken 

relationships. 

The three main elements of the TRC’s work are amnesty, truth telling, and forgiveness. 

Amstutz  believes it is a combination of these elements that made the commission successfu33l. 

Let us now examine each of these elements in turn. Amstutz defines the element of amnesty as 

the offering of exemption from punishment to offenders for political and/or moral reasons while 

recognizing their wrongdoing. He believes amnesty helps to consolidate the new democratic 

order and promote national peace. Amnesty is well-suited to South Africa for another reason. 

Transitional states like South Africa have limited political, institutional and moral capital. Rather 

                                                            
31 Amstutz, M. R. The healing of nations: the promise and limits of political forgiveness (Lanham, MD: Rowman & 
Littlefield Publishers, 2005) 63. 

32 Amstutz, M. R. The healing of nations, 65. 

33 Amstutz, The Healing of Nations, 67. 
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than drain the already limited state resources by prosecuting offenders, amnesty provides a more 

effective means of achieving reconciliation. 

Truth telling is the second element of the TRC. Claire Moon believes truth telling is 

important because South Africa needs to first develop an official account of past state crimes 

before it can move forward34. Truth telling helps the nation come to terms with its painful past by 

letting people share and experience their collective trauma and guilt. Truth telling eases the 

trauma and guilt that affect all South Africans morally and psychologically, especially victims 

and their families.  

Amstutz outlines two main models of truth telling35. The first involves opening up 

previously classified government files to disclose wrongdoings and create a climate of greater 

transparency. This method was employed in many of the former Communist states such as 

Russia and East Germany which kept extensive files on their citizens. The second approach is 

through the use of truth commissions, as in the case of South Africa. These truth commissions 

aim to describe the scope and character of past human rights violations. This approach was taken 

by many transitional countries in the 1980s and 90s. 

Moon enumerates various obstacles in the way of truth telling36. It is difficult to uncover 

facts about detention, tortures, killings and disappearances. This is compounded by the fact that 

perpetrators often present a biased account of the facts. As Amstutz points out, objective facts 

are often hard to discern since they are contested by parties with opposing interests and 

perspectives. They are open to interpretation, depending on the social, political and cultural 
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context. In order to truly achieve national reconciliation, both victims and perpetrators have to 

develop an acceptable shared memory, which is often difficult. Otherwise, they are left in a state 

of impasse and conflicts remain unresolved. Nevertheless, Amstutzasserts that in spite of these 

obstacles, South Africa is still one of the most successful experiments with full disclosure and 

truth telling37. 

Canadian theologian Russell Daye believes one of the key achievements of the TRC was 

the exposure of the truth about what happened under the apartheid regime38. Truth is a 

cornerstone in reconstructing a society, and the TRC successfully began this process of truth 

telling. The disclosure of truth can help bring much-needed closure to victims and families of 

victims. Although the process of sharing past experiences can be painful, it can nevertheless 

contribute tremendously to restoring the dignity of a people scarred by history. Through the 

TRC, the truth becomes an instrument of understanding. 

The third element of the TRC is forgiveness. Amstutz states that forgiveness occurs when 

a victim gives up his anger and resentment to such a degree that they no longer dictate the 

relationship between victim and offender39. For offenders, it is a chance to free themselves from 

their wrongdoing. Forgiveness restores moral self-worth for both victims and offenders; it is the 

start of the renewal of community bonds. Amstutz sees forgiveness as having Judeo- Christian 

roots. Divine forgiveness is available to anyone who acknowledges their sin and repents. 

                                                            
37 Amstutz, M. R. The healing of nations: the promise and limits of political forgiveness (Lanham, MD: Rowman & 
Littlefield Publishers, 2005) 101. 
 
38 Daye, Russell. Baptizing the nation with tears: political forgiveness in South Africa (Quebec: Dept. of Religion, 
Concordia University, 2001) 34. 
 
39 Amstutz, The Healing Nations, 72. 
 



28 

 

Gibson also believes that a forgiveness rooted in the Christian tradition prevailed in 

South Africa40. The people collectively confronted and overcame the past and reconciled through 

forgiveness. Forgiveness was achieved through recalling and redeeming the past, which is 

necessary in order to heal and restore broken relationships. Accountability and truth telling are 

necessary prerequisites for authentic forgiveness to occur. Cochrane asserts that in South Africa, 

forgiveness was unconditional and unlimited because of Jesus’ sacrifice for humanity41. 

Forgiveness was attainable because it was an unmerited gift available to all regardless of their 

sins. Christian forgiveness is a release from bondage, guilt, and punishment for moral 

wrongdoing. 

Archbishop Tutu explains that forgiveness is a high priority for the TRC42. Forgiveness 

does not consist of a simple apology on the part of the offenders; it also requires their genuine 

repentance. For Archbishop Tutu, the South African restorative model is rooted in the concepts 

of redemption and salvation and requires confession, repentance and the promise not to commit 

the same sins again. 

Meredith believes South Africa’s main challenge lies in the promotion of forgiveness and 

the restoration of national harmony43. Regarding the TRC, Meredith contends that forgiveness is 

more an implicit goal of the commission than an explicit one. He views forgiveness more as a 

personal option than an institutional goal. Chapman and van der Merwe extends the critique of 
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the TRC by stating that it falls short in the areas of public responsibility and its concept of 

forgiveness44. They point out that despite the commission’s findings, no Afrikaaner organization 

offered any public apology or acknowledged their role in the violations against Black South 

Africans. 

Chapman and van der Merwe believe the main challenge facing the TRC is balancing 

truth telling with reconciliation45. Truth-telling is a pre-requisite for achieving accountability, 

meaningful reconciliation and a new common future. Reconciliation is taken to mean coming to 

terms with the abuses and problems of the past. As with other writers we have discussed, 

Chapman and van der Merwe (2008) believe it is difficult for the TRC or any single body to 

successfully establish a widely accepted version of the truth, since the truth is so highly 

contested. Even if truth telling succeeds, there is the additional problem of assigning 

responsibility and guilt. In short, Chapman and van der Merwe do not think the TRC process was 

entirely conducive to the promotion of short-term reconciliation. 

Another problem Chapman and van der Merwe  finds with the TRC is that it did not 

develop a clear conception of the nature of reconciliation46. The TRC was mandated to pursue 

both truth-finding and reconciliation, but reconciliation was never adequately defined. Because 

the TRC is based on a vague notion of reconciliation, there was significant divergence in the 

individual commissioners’ understanding of the term. Chapman outlines two general positions on 

reconciliation within the TRC: 1) a politico-judicial view that describes reconciliation as the end 

of overt conflict in South Africa and 2) a Christian-based reconciliation, as held by Archbishop 
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Tutu and other Christian clergy, which insisted on an explicitly religious approach to 

reconciliation. The TRC never resolved these different perspectives and consequently different 

commissioners pursued different approaches to reconciliation.  

Archbishop Tutu was responsible for linking reconciliation with interpersonal 

forgiveness47. He is a strong advocate for the therapeutic benefits of forgiveness. Therefore he 

naturally linked forgiveness to the aim of TRC. He states that forgiveness is a commitment that 

must be made by the victims without preconditions. This link is problematic for scholars such as 

Chapman and van der Merwe who argue that it is necessary to separate political forgiveness 

from interpersonal forgiveness48. While they applaud the TRC for the national reconciliation it 

achieved, they also believe that forgiveness and healing of wounds is an individual process that 

cannot be handled by a government body. Forgiveness is good only if it is of one’s own accord; 

imposed forgiveness may give the appearance of progress but imparts no real benefit. Lastly, 

Chapman and van der Merwe believe that the TRC did not provide the appropriate setting for 

victims and offenders to come together. Testimonies were given in open forums, which are not 

always conducive to the disclosure of information of a private nature. 

 

The Truth and Reconciliation Commission: Set-up, Process and Obstacles 

Archbishop Tutu gives the following account of how the TRC was set up49. In September 

1995, the Synod of Bishops met and elected Archbishop Tutu as a candidate for the TRC panel. 

In December 1995, he was elected to the TRC. The TRC met for the first time on December 16, 
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1995. The members of the TRC consisted of 15 members of the Human Rights Violations and 

Reparations and Rehabilitation Committee, two lawyers, and numerous bishops.  Although there 

were occasional differences in philosophies and values among its members, what unified the 

commission was the common goal of promoting national unity and healing, as set out in the 

interim South African Constitution. The TRC and its commissioners had to balance the 

requirements of justice, accountability, stability, peace and reconciliation. With the limited 

resources available in South Africa, it was imperative that the commission used them in the most 

effective manner. The TRC set up four offices in Durban, East London, Johannesburg and Cape 

Town. 

Tutu states that as expected, there was a high number of filings with the TRC from 

offenders seeking amnesty50. Therefore, standards had to be put in place to ensure that amnesty 

was granted only to the appropriate applicants. For amnesty to be granted, there had to be full 

disclosure of the facts, the crimes in questions had to have taken place between 1960 and 1994, 

and the crimes had to be politically motivated. In addition, amnesty was a possibility only if the 

applicant first pleaded guilty. Even when these conditions were met, amnesty was not 

guaranteed, for victims could oppose the application by presenting their side of the case. 

Amnesty was not automatic and individuals had to make individual applications. The applicants 

would then appear before the panel. In cases where the applicant has committed gross violations 

of human rights, the application was dealt with at a public hearing. 

A major problem faced by the TRC was lying on the part of the applicants. People guilty 

of this ranged from low-ranking police officers all the way to cabinet ministers. It became 

apparent that participants in the apartheid system were prepared to go far to defend themselves 
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and their failed regime. The TRC had to remain highly vigilant in the face of constant and brazen 

lying. The TRC needed demonstrate the highest integrity to avoid being associated with the 

highly corrupt judicial system that existing during apartheid. The former system was plagued by 

frequent perjury on the part of police and army officers and judgments rarely favored the victims. 

The TRC needed to prove its impartiality and integrity in order to regain the trust of a 

disillusioned population. 

An important part of the TRC process is hearing evidence provided by the victims. The 

TRC is different from most criminal courts in that it aimed at rehabilitating the human and civil 

dignity of the victims. To do so, it let victims tell their stories in their own words. It was 

important that all parties involved had a chance to tell their truths. Archbishop Tutu calls the 

victims’ disclosures the truth of “wounded memories51.” To help victims move forward, it was 

necessary to prevent further trauma and create a space for therapeutic healing. Archbishop 

believes one of the key achievements of the TRC was the creation of a space where Ubuntu—the 

restoration of broken bonds—could take place. 

 

Creating a New Political Memory   

The end of apartheid and the release of Nelson Mandela signaled new hopes for a free 

and democratic South Africa. The creation of the TRC was only one step in the reconstruction of 

the country.  As Schreiter explains, the creation of new memories and narratives are integral to 

the project of creating a new South Africa52. While apartheid was in effect, South Africa’s life 
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narrative was dominated by oppression and violence. Violence was used to maintain control and 

suppress certain groups. It ensured the population’s obedience to the ruling regime. Schreiter 

believes creating a new life narrative in South Africa will help this transitional society heal and 

move forward, but it takes time and collective work to disengage from the old memories and 

narratives. 

The South African elections of 1996 not only made Mandela the first black South African 

president, it also introduced a new multi-party parliamentary system with democratic 

representatives. In contrast, many oppositional parties were banned during the apartheid years, 

including Mandela’s party, the ANC.  

Another important milestone was the introduction of a new interim constitution in 1994. 

The main features of this interim constitution include the Promotion of National Unity Act which 

established the TRC and the expansion of democratic freedoms. This interim constitution was 

replaced in 1996 by a new Constitution and Bill of Rights. They declared the new South Africa 

to be a democratic, independent republic based on the principles of protecting dignity, human 

rights and the rule of law. 

New holidays were also introduced to facilitate the creation of a new political memory. 

Archbishop Tutu describes how December 16 was originally celebrated by Afrikeners as the Day 

of the Vow, which commemorated the Afrikaaner victory over the Zulus at the Battle of Blood 

River in 183853. Black Africans also celebrated December 16 before apartheid ended, but for 

them, it was a celebration of the armed wing of the ANC known as Umkhonto We Siwze, or 

Spear of the Nation. With such loaded cultural meaning, Archbishop Tutu found December 16 to 
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the perfect day to introduce a new holiday—the Day of Reconciliation—with hopes of bridging 

the divides of the past and fostering reconciliation and a new unity. 

Tutu describes other holidays were also created in the spirit of national unity54. March 21 

now marks Human Rights Day and is a celebration of the new South African Human Rights 

Commission. It also promotes respect for human rights and commemorates the Sharpeville 

Massacre which took place on the same day. In 1994, the transitional South African government 

designated April 27 as Freedom Day to honor the struggle for a free South Africa. Youth Day is 

celebrated on June 16 to celebrate the end of the controversial Bantu education and the beginning 

of equal rights to education for all races. August 9 is National Women’s Day in celebration of all 

the women who played a role in the struggle to end apartheid, especially the women who 

protested en masse against the pass laws in 1956. September 21 is South Africa’s Heritage Day, 

which celebrates all of South Africa’s diverse cultures.  

 

 

Figure 1 – Flag of new South Africa 

 

Tutu  also introduces the new flag for the new republic of South Africa (Figure 1) 55. It 

was officially adopted in 1994 to represent the country’s new democracy. The colors symbolize 

the unity of the ANC (represented by black, green and yellow) and Dutch and English 
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descendents (represented by blue, red and white).  The flag is meant to be a synopsis of the 

principal elements in the country’s history. There is no universal symbolism attached to any 

particular community. The symbolic Y shape represents the convergence of diverse elements 

within South African society on the road to unity. 

Tutu believes that symbolic reconciliation also took place when the new national anthem 

was created56. It is formed with elements from Nkosi sikelel’ iAfrika, a hymn associated with the 

struggle against apartheid, and Die Stem van Suid-Afrik, the South African national anthem from the 

apartheid years. Its lyrics are written in five of the most widely spoken languages in South Africa: Xhosa, 

Zulu, Sesotho, Afrikaans and English. 

The effort to create a new political memory also involved changing geographic names. A 

committee known as the South African Geographical Names Council (SANGNC) was formed to address 

the injustices of the past. Its function is to oversee and evaluate applications for changes to geographic 

names. It consists of experts on place names, cultural history, and the official languages. Each province 

sends one representative to the SANGNC, which functions under the direction of the Ministry of Arts and 

Culture.  

Since 1994, South Africa has made several name changes. Geographical names must 

appropriately reflect culture, legends, heritages, geography and history. The first of these changes 

involves the names of the South African provinces. During apartheid, there were four provinces: Cape 

Province, Orange Free State, Transvaal and Natal. Under the new South African government, they were 

subdivided into eight provinces with new names. Cape Province was separated into three provinces: the 

Western Cape, the Eastern Cape, and the Northern Cape; the Orange Free State was renamed the Free 

State; Natal was renamed Kwa-Zulu-Natal; and Transvaal became Ganteng, Mpumlanga Nothwe and 
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Limippo. Similar changes took place with the names of cities, streets and airports as part of South 

Africa’s effort to disengage with its apartheid past and create a new political memory that celebrates unity 

and diversity at the same time. 
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III – CHRISTIAN UBUNTU THEOLOGY 

 

The TRC incorporates a central feature of South African society, Ubuntu. According to 

Archbishop Tutu Ubuntu refers to the connected nature of everyone’s humanity; no one can exist 

in isolation57. Ubuntu lies at the very heart of what it means to be human. A person with Ubuntu 

is open and available to others. That person tries to help others instead of hinder them because he 

realizes his own well-being is intimately tied to that of everyone around him. This is why 

Archbishop Tutu believes it is important to cultivate Ubuntu in the process of reconciliation and 

healing in South Africa. 

Just as Ubuntu lies at the foundation of the new South Africa, so does the concept of 

Christian reconciliation. Schreiter points out how South African churches were divided on the 

issue of apartheid58. He thinks that for reconciliation to occur, society needs to address the 

connected issues of violence, suffering and redemption. He believes Christian reconciliation can 

be very useful in restoring war-torn societies since it represents God’s offer to rebuild and heal a 

society. Schreiter makes it clear that political liberation from apartheid alone does not equate 

reconciliation; it is simply a pre-condition for reconciliation. 

Both Schreiter and Archbishop Tutu agree that Christian reconciliation—where God 

reconciles both parties—is necessary in South Africa. In societies where the social order has 

been upset, Christian reconciliation can bring a return to order—God’s order. Tutu credits the 

TRC for showing him how African beliefs and Christian theology can be successfully integrated 
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and deployed to heal society59. Together they restored his faith that human beings can be morally 

good and that we live in a moral universe. 

Schreiter examines the Scriptural basis for reconciliation and the related concept of 

atonement60. Paul is the principal resource in the Bible for this. Different forms of reconciliation 

can be found 13 times in the authentic and Deutero-Pauline writings. Schreiter cites examples 

from Romans, 2 Corinthians, Colossians and Ephesians. Jose Comblin expands on this by 

categorizing reconciliation within the Pauline writings into three levels: 1) the Christological 

level, where Christ is the mediator through whom God reconciles the world to God’s Self; 2) the 

ecclesiological level, where Christ reconciles Jew and Gentile; and 3) the cosmic level, where 

Christ reconciles all the powers in heaven and earth61.  

Archbishop Tutu draws parallels between Ubuntu theology and the Christological level 

of reconciliation62. Both he and Schreiter agree that Christological reconciliation is necessary in 

the reconstruction of South Africa. Schreiter quotes Romans 5:10-11 of the Pauline scriptures: 

“10For if, when we were God’s enemies, we were reconciled to him through the death of his Son, 

how much more, having been reconciled, shall we be saved through his life! 11Not only is this so, 

but we also rejoice in God through our Lord Jesus Christ, through whom we have now received 

reconciliation63.” He also cites 2 Corinthians 5:18-19: “18All this is from God, who reconciled us 

to himself through Christ and gave us the ministry of reconciliation: 19that God was reconciling 
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the world to himself in Christ, not counting men’s sins against them. And he has committed to us 

the message of reconciliation.” These two passages demonstrate the important role of God in the 

process of reconciliation. It is God who initiates and carries out the reconciliation by reconciling 

the people to God’s Self. 

Archbishop Tutu sees an important role for Christian reconciliation in the work of the 

TRC64. Borrowing from Christian theology, he draws the important distinction between the 

perpetrator and the deed, or, in Christian terms, between the sinner and the sin. Though a person 

may have committed a sin, he can be redeemed through the grace of God. This is why 

Archbishop Tutu emphasizes that while the new South Africa must condemn sin, it must also 

show compassion to the sinner. While witnessing the testimonies of both victims and 

perpetrators, Archbishop Tutu realized how much South Africans are the children of Adam and 

Eve. They are all creations of God made in his divine image, the imago dei. Because of this, each 

human being has inherent value. It is now time to reconcile these children of Adam and Eve with 

God and Christ. 

Michael Battle defines imago dei as the belief that human beings are created in the image 

of God65. Archbishop Tutu believes imago dei is one of the foundations of reconciliation. Since 

human beings are all created in God’s image, one should not demonize the perpetrator/sinner. 

Doing so would violate the divine principle of imago dei and also hurt the spirit of Ubuntu. 

Ubuntu connects everyone through their humanity while imago dei connects them through their 

divinity. Archbishop Tutu thus strategically combines elements from Ubuntu and Christian 

theology to facilitate the work of reconciliation. 
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Ubuntu connects people and communities to one another. In Ubuntu, what hurts one hurts 

all and, by extension, when one heals all heals. Ubuntu is concerned with the healing of breaches 

in relationship and the restoration of balance where imbalance exists. Thus, Ubuntu provides a 

genuine opportunity to rehabilitate both victim and oppressor. Ubuntu and Christian 

reconciliation mirror each another and strive for the same goal – to embark on the road to divine 

reconciliation.  Archbishop Tutu combines Ubuntu with the Christian belief in forgiveness and 

reconciliation to produce a unique theology – Christian Ubuntu theology66. 

In Christian Ubuntu theology, depicting perpetrators as monsters not only dishonors the 

principle of Ubuntu and the belief in imago dei, it also harms the notion of accountability. 

Monsters cannot be moral agents by definition. Therefore they cannot be held morally 

responsible for their crimes. Only by respecting the humanity of the perpetrators can they be held 

truly accountable. When a society chooses the easy option of demonizing the perpetrators, it is in 

fact abandoning hope – the hope that perpetrators could change for the better. Christian Ubuntu 

theology affirms everyone’s ability to repent and change no matter how grave their crimes, 

because we are all children of God. 

Archbishop Tutu explains how the belief in people’s ability to change lies at the very 

heart of the healing process67. People must be given the chance to confess, acknowledge their 

errors, and ask for forgiveness. These are the operating premises of Christian Ubuntu theology. If 

we simply dismiss some people as monsters, society as a whole will not be able to heal since 

forgiveness and reconciliation cannot take place. 
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Schreiter concurs with Archbishop Tutu’s on most points68. However, he places greater 

emphasize on God being the source of reconciliation. By finding the mercy of God in their own 

lives, victims can find the strength to forgive those who have violated them. Reconciliation takes 

place when both victim and perpetrator discover God through Christ. Schreiter believes victims 

can take the lead in the reconciliation process through their understanding of God69. Faith in God 

gives victims the courage to trust again. God also plays an important role for the perpetrators—

their humanity is restored through God’s love and mercy. One cannot demand reconciliation 

from God; it has to come freely from Him. With God’s help, we dwell not on antagonism and 

violence but instead acknowledge the depth of pain felt by both victim and perpetrator. Without 

acknowledgement of the suffering, there can be no healing. 

Both Schreiter and Tutu stress that reconciliation requires the participation of both victim 

and perpetrator. Schreiter states it is not enough for victims to demand that perpetrators repent; it 

is also necessary for the perpetrator to experience and discover God’s forgiveness for true 

repentance to occur70. The humanity of both victim and perpetrator is restored when the victim 

discovers God’s mercy and the perpetrator experiences God’s forgiveness. Both parties have to 

accept God’s gifts to reestablish trust on a fundamental level. 

Tutu elaborates on God’s relationship with sinners71. He explains that God does not give 

up on sinners and uses the parable of the Good Shepherd (John 10:11-18) to illustrate this point. 

This parable shows how Jesus is prepared to leave behind 99 well-behaved sheep to find the one 
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lost sheep. God is delighted if even one sinner repents in the midst of goodness. God is merciful 

and even forgives sinners and gives them the opportunity to repent even in the darkest times. He 

does not abandon anyone because His loves is unchanging and unconditional. He loves all his 

creations as just as they are, though they are all susceptible to sin. 

Archbishop Tutu explains that the process of reconciliation requires humility on the part 

of the oppressor so he can realize his wrong-doing, show remorse, and ask for forgiveness72. For 

their part, the victims need to ask for God’s mercy and ability to forgive. It is important to note 

that forgiveness does not mean forgetting, being sentimental or condoning the suffering incurred. 

Rather, the main function of forgiveness is to take away the sting of painful memories so they do 

not threaten the foundations of a transitional society. This is done when victims forgo their need 

for revenge. Then the perpetrators can accept the gift of forgiveness. 

Schreiter admits that Christian reconciliation can be difficult73. He explains that the effort 

required to bring about reconciliation will bring South Africans to their human limits. However, 

the process is made easier if one focuses on the ultimate goal—reconciliation with God. The 

whole society must call upon and turn to God in order to create a healed collective memory. 

God’s grace can make us all agents of reconciliation. The work is made easier since divine 

reconciliation already exists within God; we simply have to discover and believe in it.  

Schreiter explains that reconciliation is not a strategy but rather a way of life74. A 

reconciled person and community must live differently than they did before. Schreiter sees 

reconciliation as a vocation, a continuous calling towards forgiveness and repentance. Divine 
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reconciliation is more than the righting of wrongs or a simple restoration; it actually re-makes 

both victim and oppressor as new people—a new creation from God. 

Archbishop Tutu believes Ubuntu helps society realize God’s intention for humanity – to 

live in friendship and harmony75. When we are in conflict, we are essentially alienating ourselves 

from God. That is why Tutu insists that Ubuntu is essential to the healing and reconciliation 

process. True reconciliation exposes the divine truth covered up by sinful behavior and human 

suffering. Reconciliation is a long and difficult road. South Africans must remain vigilant of 

threats to genuine and divine reconciliation. In addition to bringing about the spiritual healing, 

divine reconciliation also lies at the root of solving socio-political problems such as disparity in 

wealth. 

Ultimately, Archbishop Tutu is hopeful that South Africa can rebuild itself and move 

beyond being a transitional society76. This can happen as long as the process of reconciliation is 

continued through negotiations and peace talks and the focus on forgiveness is maintained. 

Archbishop Tutu emphasizes that one does not have to be Christian to participate in Christian 

Ubuntu reconciliation, since it embraces our humanity as much as our divinity. He believes it is 

God’s wish for South Africa to be a shining example to the world of the power of divine 

reconciliation. South Africans and humanity at large must realize that they are all members of 

one family, connected by a divine network of interdependence. Reconciliation cannot be pursued 

for our own personal glory; it can only succeed in the name of God. Just as God has the power to 

resurrect the body and the spirit, He has the power to heal a nation afflicted with strife and 

conflict. 

                                                            
75 Tutu, Desmond. No Future without Forgiveness (New York: Doubleday, 1999) 263. 
 
76 Tutu, Desmond. No Future , 280. 
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CONCLUDING THOUGHTS 

 

After decades of heavy repression, South Africa began its journey of hope and healing in 

1994 when apartheid ended and her charismatic son, Nelson Mandela, was elected president. The 

nation needed to move beyond the pain of the past and start anew. The government had to take 

quick and decisive action to begin restoring people’s trust. At stake was more than just the fate of 

one country. The world looked on to see if the South Africa’s model of reconciliation could work 

and be used in other countries ravaged by conflict and war. South African leaders knew their 

country could serve as an important beacon of hope if their project succeeded. 

South Africa’s main solution to the problem of apartheid was the creation of the TRC. It 

chose this option because it best suited the needs of the country. The TRC was chosen over a 

trial and prosecution approach because the latter does not get to the bottom of the problem, 

which is the country’s painful collective memory and the high degree of distrust among different 

groups. Trial and prosecution provides only a superficial solution by putting away the “bad” 

people. In contrast, the TRC hopes to achieve lasting reconciliation and peace by bringing 

together victim and perpetrator together in the spirit of forgiveness. 

The TRC is unique in that it is not founded on retributive justice like most criminal courts 

which focuses on assigning guilt and meting out punishments. Instead, its emphasis is on truth-

telling and restoring relationships. This was necessary because the country needed to know and 

acknowledge the crimes of the apartheid regime before it could move forward. The TRC allowed 

perpetrators a chance at amnesty in exchange for full disclosure of the truth—a truth that might 

otherwise be buried and eventually forgotten. The TRC played the important role of bearing 

witness to the many injustices of the apartheid years. The idea here is that disclosure of the truth 
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can be as important to the victim as punishment of the perpetrator. The choice of using a truth 

commission shows South Africa’s deep conviction in the power of reconciliation. 

The TRC is founded on the principles of Christian Ubuntu reconciliation. This reflects a 

conscious decision on the part of TRC commissioners such as Archbishop Desmond Tutu to 

ground the commission in local traditions relevant to South Africa. Christian Ubuntu 

reconciliation combines elements of both Christian and Ubuntu theologies. It borrows from 

Christian theology concepts such as forgiveness, imago dei, the inherent worth of each 

individual, and the grace and mercy of God. On the other hand, Ubuntu theology provides the 

key concept of the interconnectedness of all people. In other words, the well-being of any one 

individual is intimately tied to the well-being of everyone around him. The imaginative solution 

based on Christian Ubuntu reconciliation provides a powerful example of healing to the rest of 

the world. Although personal forgiveness can never be instituted through decrees and sanctions, 

the TRC represents a sincere attempt to address past injustices so South Africa can one day 

realize its full potential as a unified people. 
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Abstract 

This workshop hopes to illustrate how to best optimize infants’ environments through focusing 

on one aspect: the materials. It defines materials as the objects that infants interact with and those 

that encourage physical exploration. The workshop will focus on addressing the following three 

questions: 1) What criteria should we base our selection of infant materials on; 2) what should 

they look, feel and sound like; and finally, 3) what is our goal in introducing these different 

materials to infants. The following criteria are used for considering whether materials are 

appropriate for infants: 1) developmental appropriateness, 2) participatory (active) vs. non-

participatory (passive) materials, 3) a variety of open-ended materials, 4) health and safety, and 

5) neutral non-biased materials. 
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Abstract 

The purpose of this review of the literature on women in higher education, and more specifically, 

women faculty members pursuing tenure, was to examine the barriers that female faculty in the United 

States must overcome in order to gain tenure and be promoted in the male-dominated field of higher 

education.  Fifteen recent journal articles on topics including the efforts or lack of efforts of higher 

education institutions to recruit and retain women and minority faculty members, student's perceptions 

of male vs. female professors, and difficulties faced by women faculty members pursuing tenure were 

analyzed.  The four main barriers to promotion faced by women faculty members identified were: 1) 

pay inequities that increase over time; 2) the isolation that comes from being vastly outnumbered; 3) 

discriminatory attitudes; 4) policies designed with only men in mind.  Several articles included 

suggestions for improving the situation for female faculty members and these potential solutions were 

discussed.  At the institutional level, Universities in the Netherlands have had success in increasing the 

ratio of women professors by actively seeking women applicants to fill professor vacancies.  These 

Universities have also started programs to attract more female applicants for tenure-track positions.  On 

the individual level, successful female faculty members suggest that women in higher education 

provide support for each other, establish a female mentor, and find safe places where they can voice 

their struggles. 

 

 

 

 

 

 

 



Introduction 

In their article on gender-specific trends in higher education, DiPrete and Buchmann (2006) 

analyze the possible reasons behind the rising number of women attending college in the United States.  

They state that in 1970, 58% of college students were men.  In 2000, however, 56% of college students 

were women.  They conclude that much of this rise is a result of a desire for an increased standard of 

living, and a desire to insure against poverty.  Their results showed a correlation between the rise in 

women attending college and an increased standard of living and an increased family income level for 

women.  Today’s women are not only getting their undergraduate degrees, but they are also beginning 

to pursue post-graduate degrees and careers in higher education at higher rates than ever before (Hart, 

2006).   

The rising number of women pursuing their PhD.’s and careers in higher education in recent 

years is becoming evident in a growing number of academic fields all over the world.  For example, in 

her article on women and feminism in higher education scholarship, Hart (2006) discusses the shifting 

postsecondary climate in the United States, citing that in 2003, women surpassed men in number of 

PhD.’s earned for the first time.  Despite these gains for women in secondary and postsecondary 

education, there remain many barriers for women who are pursuing a career in the still male-dominated 

field of higher education.  According to Arsher (2009), 75% of full-time faculty members are white 

male professors.  Additionally, as Tomkiewicz and Bass (2008) point out, most female professors are 

currently making about $12,000 less than their male counterparts. 

The combined effect of the barriers that women pursuing tenure and promotion in higher 

education face, such as receiving less pay than men and the imbalanced ratio of men to women faculty, 

can result in the additional barrier of feelings of isolation, insecurity and intimidation.  In their article 

on how race and gender affect the process and emotional stamina involved in becoming a professor, 

Johnson-Baily and Cervero (2008) discuss the discrimination faced by women.  Johnson-Baily speaks 



of her experiences while pursuing a career as a college professor.  She recounts one incident when, as a 

beginning doctoral student, in response to telling one of her professors of her intent to become a 

professor, he laughed and said that she had very high aspirations.  Johnson-Baily also explained that 

women professors spend more years as assistant and associate professors than their male counterparts, 

thus hindering their progression towards tenure status.   

Marschke, Laursen, Nielsen and Rankin (2007) found that the greatest shortage of women 

faculty occurs among tenure track professors.  Tenure is sometimes referred to as a “professional 

service” or “continuing contract” and gives professors the right to due process before being dismissed 

(Sawchuk, 2010).  Gaining tenure status is a significant advantage for professors because it provides 

job security and gives them the freedom to write research articles without having to worry about 

whether or not the school they work for agrees with their findings.  For this reason, it is important for 

female professors to be able to achieve tenure, as well as financial promotions, just as easily as male 

professors.  However, despite recent progress, it is still much more difficult for female professors to 

gain tenure and promotion than for male professors. 

Hellsten, Martin and Mcintyre (2010) verify the many challenges that women professors 

pursuing tenure and promotion have to overcome.  They state that achieving tenure within the first six 

years has been illuminated by research to discriminate against women.  These discriminatory practices 

include networking that excludes women, work-family conflicts and general environmental 

inequalities.  The researchers went on to describe possible solutions to the barriers that the three female 

professors selected for their study identified.  However, no studies could be found that seek to identify 

all of the barriers that female faculty face in one study in order to gain a more complete picture of the 

problem.  The purpose of this paper will be to examine the barriers that female faculty in the United 

States must overcome in order to gain tenure and be promoted in the still male-dominated field of 

higher education. 



 

Review of Literature 

 Before discussing the barriers that women in higher education face while pursuing tenure and 

promotion, we must first understand why this issue is so important.  In his study on student ratings of 

teacher effectiveness, Smith (2009) explains that student evaluations of professors are used by 

administrators for making personnel and administration decisions, such as who will receive 

promotions, tenure, and merit awards.  Tomkiewicz and Bass (2008) wanted to find out if male and 

female students would differ in their ratings of male and female professors, in order to uncover a male 

professor stereotype that may have negative effects on the careers of female professors because women 

professors do not fit the stereotype.  However, the 242 business students at this accredited eastern 

university who participated in the study seemed to favor female faculty members over male faculty 

members.  The students filled out a detailed questionnaire that revealed a perception that female 

professors are more nurturing, and this is a quality that is valued by students. 

Not all studies on student evaluations have found that students favor women professors (Smith, 

2009).  However, Tomkiewicz and Bass’ (2008) study strongly suggests that an increased female 

presence would likely give students a greater sense of support and care as they adjust to their newfound 

independence.  Additionally, women professors bring a different and necessary perspective, and an 

increased female presence would help to give students a more well-rounded education (Ingrid, 2010).   

The diversity that female professors bring to universities is discussed in Ingrid’s (2010) 

qualitative study that involved 44 women professors, five on tenure track, from five different 

institutions.  She states that the women professors in her study not only brought a much-needed 

diversity of perspective, but also contributed positively to the universities that employed them because 

of their great productivity and work ethic.  As Ingrid’s study supports, an increased female presence in 

all ranks of the professorship would likely decrease the old stereotypes and discriminatory attitudes that 



sometimes permeate the classroom and workplace of higher education institutions.  Furthermore, this 

would then decrease the feelings of isolation and marginalization that women professors, such as the 

women in Ingrid’s study, often experience.  However, in order for these benefits to begin, women in 

higher education must first overcome a number of barriers as they pursue tenure and promotion.  The 

first barrier is pay inequities between male and female faculty that can lead to feelings of 

discouragement. 

The problem of pay inequities between men and women has been well documented and 

commented on by academic journals and the national media in recent years.  In the field of higher 

education, this problem can cause women professors to feel less valued, which can lead to feelings of 

discouragement that can then hinder a woman’s progress towards tenure and promotion (Johnson-Baily 

& Cervero, 2008).  As Proter, Toutkoushinan and Moore (2008) report, the problem of pay inequities in 

general has existed for many years, but became more of a topic of interest starting in the 1970’s, when 

the number of women entering the workforce went through a massive increase.  Pay inequities 

persisted from the 1970’s, and did not change very much until 1999, when wage disparity began to 

decrease.  However, the difference in pay was still sizable and significant.  Many researchers have 

struggled to find an explanation for the origins of the pay differences and why institutions have not 

been able to eliminate the wage gap (Proter, Toutkoushian and Moore, 2008).   

In their study on the differences in pay between recently hired male and female faculty, Proter, 

Toutkoushian and Moore (2008) found that the difference in pay between recently hired male and 

female professors is not as large as it used to be, but is still significant.  The researchers gathered 

national data on faculty from four reports of the National Study of Postsecondary Faculty during the 

years of 1988, 1993, 1999 and 2004.  Only full-time tenured or tenure-track faculty members were 

included in the study.   



Proter, Toutkoushian and Moore (2008) found that wage disparity still exists, and it appears to 

increase as a woman’s career progresses.  This results in larger wage gaps between senior male and 

female professors than recently hired male and female professors.  Pay inequities have decreased since 

the 1970’s, as more women have begun pursuing careers in higher education, but the problem is still far 

from resolved (Proter, Toutkoushina & Moore, 2008).  It is important for female faculty members to be 

aware of this problem and to be assertive during discussions of pay so that this problem will not persist, 

causing women to become discouraged in their journey towards tenure and promotion. 

Another matter that has seen improvement, but not enough, is the issue of classroom 

environments.  Even though some studies, such as that of Tomkiewiez and Bass (2008), have shown 

that women professors receive favorable student evaluations, other studies have found that attitudes 

that discriminate against women still exist in many classrooms.  Building off of the studies of Hall and 

Sandler (1982) on the “chilly climate” of college classrooms towards women, Allan and Madden 

(2006) conducted a study that tested whether discriminatory behaviors and statements are still present 

in today’s college classroom. Such behaviors included calling on male students more frequently than 

female students, focusing on appearances rather than accomplishments, and attributing achievements to 

something other than abilities.  These types of behaviors can have the effect of creating lower self-

esteem, lower scores on assessments and lowered career aspirations for women.   

Some researchers have questioned whether these chilling behaviors still exist in college 

classrooms.  However, other researchers argue that chilling behaviors may go unnoticed because they 

reflect the norms in current trends and styles of speech.  Still others argue that another reason that 

chilling behaviors go unnoticed is because chilling behaviors are not accurately recorded when using 

quantitative methods.  Allan and Madden (2006) sought to answer the question of whether chilling 

behaviors do currently exist by conducting a study using both quantitative and qualitative methods. 



 The participants for the study included female graduate and undergraduate juniors and seniors 

from six different fields of study.  In order to have a comparison of data, both quantitative and 

qualitative methods of data collection were used.  Allan and Madden (2006) found that 25% of the 

female students identified chilling classroom behaviors that resulted in their feeling discriminated 

against as women.  This might help us to understand part of the problem for women pursuing careers in 

higher education.  Allan and Madden (2006) describe that when women experience discrimination in 

the classroom environment for many years, it can cause them to have lowered self-esteem and lowered 

career aspirations.  This lowered career aspiration can be seen in the small number of women faculty 

members among the upper ranks of the professorship.   

The study on classroom environments and gender conducted by Crombie, Pyke, Silverthorn, 

Jones and Piccinin (2003) confirms that many college classrooms may favor male students.  In a study 

involving 511 students from a medium sized university, with a composition similar to many other small 

to medium sized universities throughout the country, it was found that a significantly higher percentage 

of male students participated actively in classroom discussions.  Considering that past research has 

shown that classroom participation is a factor in effective learning, it is clear that many university 

classrooms may favor males (Crombie, Pyke, Silverthorn, Jones & Piccinin, 2003).  Moving forward, it 

will be important for male and female professors to recognize this tendency and work to monitor 

classroom climates in order to enhance learning opportunities and career aspirations for both male and 

female students. 

 Not only are women in higher education facing the barriers of pay inequities and chilly 

classroom environments, but they are also facing the imbalanced ratio of men to women that exists in 

the field of higher education that can cause feelings of intimidation and isolation.  Despite the 

advancements in undergraduate and PhD. completion, as Marschke, Laursen, Nielsen and Rankin 

(2007) state, women’s advancement through the faculty ranks, though it has been improving, is still 



excruciatingly slow.  They discuss three broad theories that have attempted to explain the lack of 

women among the faculty of higher education: human capital theory, unaccommodating cultures, and 

structural characteristics.  The researchers explain that human capital theory focuses on skills and 

abilities a person possesses that can be used to gain economic capital, and that little research has been 

able to support this as a strong explanation for the lack of women in academia.  However, 

unaccommodating cultures could partially explain why there are so few women in academia.  

Ultimately, the researchers chose to focus on structural characteristics for their study.  Structural 

characteristics refer to the continuing of behaviors that have happened in the past. 

 Marschke, Laursen, Nielsen and Rankin (2007) tested the demographic inertia hypothesis in 

which change occurs so slowly that there is little or no visible progress toward the goal of equal gender 

representation.  They tested their hypothesis at Mountain University, a four-year public institution with 

a student population of approximately 2800, and found that at the current rate of change, equality 

between full tenured professors would not occur until 2149.  The researchers conclude that there is a 

real need for policy changes in order to more effectively deal with the problem of inequality in the 

number of male and female professors who have gained tenure status. 

  The study conducted by Arsher (2009) underscores the need for policy changes in order for 

colleges and universities to attract and retain women professors.  Arsher’s study was informed by the 

studies of Trower and Chait (2002) that found social isolation, a chilly environment and hostility to be 

obstacles to achieving diversity and equal treatment among faculty members in higher education.  The 

goal of the study was to identify variables that influence the hiring and retention of faculty members, 

especially females and minorities.  Over 1,000 faculty members employed at different Christian 

institutions in North America were asked to complete a survey regarding their attitudes and opinions on 

the working environments in higher education.  The responses were compared based on gender and 

ethnicity regarding the overall importance and satisfaction in their employment. 



The results indicated that there were more white males in professor roles, and more minorities 

and women in the less significant instructor roles.  The results of this study also made it clear that 

women place significance on different factors than their white, male counterparts.  These factors 

included flexible work schedule, job security, reputation of the department/institution, and meaningful 

work.  From these results, it is clear that in order for institutions to attract and retain more female 

professors, policy changes need to be made so that the factors women place significance on are given 

consideration equal to those of their male colleagues.  For instance, institutions could create more 

flexibility within the job so that women could take time off to have a baby or care for children without 

having their progress toward gaining tenure unnecessarily hindered.   

 Another barrier for women professors pursuing tenure and promotion is that of discrimination 

in the form of inaccurate data.  According to Fowler, Arens, Gilbert, Payne, and Reichl (2004), 

understanding discrimination and what discrimination looks like is a challenge because sometimes it 

comes in the form of a study that seems to have good intentions.  These researchers looked into a study 

that was conducted at the University of Texas about the status of women in the 1999-2000 academic 

year.  The initial report of the findings appeared to be very positive, stating that the number of men and 

women professors was now essentially equal at the assistant professorship level.  However, the study 

failed to address the fact that the data revealed a point at which women had trouble progressing further, 

resulting in very few women in the upper ranks of the professorship. 

 From reanalyzing the University of Texas study, Fowler, Arens, Gilbert, Payne and Reichl 

(2004) discovered a much greater lack of female professors in the higher ranks of the professorship 

than in the lower ranks, such as assistant and associate professors.  The researchers who originally 

conducted the study stated that the lack of women in the upper ranks was a problem that would 

naturally solve itself over time.  However, on closer inspection this was deemed to be a very misleading 

statement, and one that could not be scientifically validated.  This erroneous presentation of data is 



troubling and presents yet another obstacle that women must overcome in order to further the cause of 

equality in higher education. 

As discussed, women faculty members pursuing tenure and promotion still face many barriers.  

However, there are some positive changes that are happening worldwide and in the United States in 

order to promote equality.  As Van Eerd, Van der Marel, Rudolf, and De Wolf (2009) mentioned in their 

article on recent developments for women in academia, many departments that have previously been 

almost exclusively male, such as physics, are attempting to increase the number of female faculty at 

their institutions.  In fact, the affirmative actions by the science faculties and the physics departments of 

many universities in the Netherlands have greatly increased the number of women professors in their 

physics program.  They have done this by actively searching for female applicants in filling professor 

vacancies and by starting programs to attract more female applicants for tenure track positions.  These 

actions have been very successful and can be seen as a guide for many Universities in the United States 

that are interested in reducing the barriers for women who are pursuing tenure and promotion. 

In an article by Hellsten, Martin, and Mcintyre (2010), a few more potential solutions to the 

problems women in higher education face in furthering their careers are given.   These suggestions are 

on the individual level, in contrast to the institutional level solutions given by Van Eerd, Van der Marel, 

Rudolf, and De Wolf (2009).  Hellsten, Martin, and Mcintyre (2010) conducted an auto-ethnographic 

qualitative study of their experiences as they worked toward tenure between the years of 2003 and 

2009.  These three women examined the data generated from each of their respective journeys toward 

tenure and identified common themes.   

Hellsten, Martin and Mcintyre (2010) suggest that women professors pursuing tenure and 

promotion should focus first on providing support for each other without looking at each other as 

competitors.  Second, they should establish a female mentor or role model. Third, they should find safe 

places and people with whom they are able to voice the struggles they are experiencing throughout 



their journey toward tenure.  These suggestions may help women who are currently facing barriers to 

tenure and promotion to deal with them in positive ways, and may help them to continue pursuing their 

career goals in spite of the difficulties. 

  In conclusion, women professors in the United States pursuing tenure and promotion still face a 

number of significant barriers.  Despite the progress that is being made towards equal treatment, much 

more progress needs to be made in order for the experiences of men and women pursuing tenure and 

promotion to be even close to similar.  Women professors face the barriers of pay inequities that 

increase over time and that can lead to discouragement, the isolation that comes from being vastly 

outnumbered, discriminatory attitudes that can lead to a low self-concept and lowered career 

aspirations, policies designed with only men in mind, and studies with misleading statements.  

However, as is being done in the Netherlands, there are steps that can be taken to effectively recruit and 

retain more women professors.  Some previous studies have effectively described one or two of the 

barriers that women professors pursuing tenure must face.  The purpose of this study is to examine all 

of the barriers that still exist in the United States, and thus should provide a broader picture of the 

problem.  This holistic understanding will hopefully lead to more solutions as we begin to see the 

importance of addressing this problem of discrimination. 
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Abstract 

 

One of the critical issues in current education is the reproduction of inequity in 

schooling (Apple, 1996; Giroux, 1983; McCarthy, 1998). When the academic 

achievement of the disadvantaged children falls behind, these children are provided 

with remedial program or supplemental tutoring as a common solution. The purpose 

of this ethnographic study is to explore the culture of an after school remedial 

program by identifying the similarity and the differences between the program and the 

school. This exploration could lead to further understanding on how the 

undergraduates took from their past education experiences into their volunteer work, 

and this gives opportunities for the higher education to intervene this reproduction 

process and provide more adequate multicultural education for college students. 

 The research took place in a university in Eastern Taiwan. The remedial 

program was sited in this university as part of a large-scale remedial program 

sponsored by an international industrial company. The effort was wide-spread in 15 

areas in Taiwan and had existed for the 5th year. Tutors were mostly undergraduates 

who passed interviews and training. They tutored 6-8 3rd to 6th graders four times a 

week in local elementary schools. There were about 70 tutors and 245 elementary 

school students participated in the program. 

The research team took close looks at the “typical” classroom interactions in the 

videos and categorizes the interactions into bigger themes and categories, and finally 

developed protocols for observation. Then the research team observed every tutor at 

least once during the semester using ethnographic method. The sampling followed the 

enumerations suggested by scholars (Zelditch, 1962; Wolcott, 2001). The result of the 

study will contribute to the area of rural education as well as multicultural education 

in understanding and interrupting the reproduction of school culture.  
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ABSTRACT 
Trow (1973) pointed out that the trend of expansion of higher education has 

made higher education from elite type to mass type, then universal type. Taiwan is no 

exception. As a result, many undergraduates don’t know their learning problems and 

not to speak of helping themselves. However, unlike children, undergraduates have 

basic learning abilities and can learn by themselves with instructions. The purpose of 

this study is: (a) develop the questionnaires of epistemological beliefs, learning 

strategies, learning motivation and action control as diagnostic Tool for 

undergraduates; (b) build up online diagnostic tool including measures of relative 

position to let the student know his/her learning situation comparing with others; (c) 

set up online self-learning mentoring program; and (d) establish online self-learning 

mentoring program.  

Questionnaire survey method was used in developing diagnostic tool. The 

subjects for questionnaires of epistemological beliefs, learning strategies, learning 

motivation and action control were 3184 undergraduates randomly selected from 

Taiwan Higher Education Institutes. After the process of item analysis, all 

questionnaires provided good reliability and validity.  

As to set up self-learning mentoring program, focus group interviews were used. 

There were ten undergraduates with good learning skills and instructors brainstormed 

in an interactive group to form the contents of the program. Putting the online 

program into practice took a lot of time since we need to do some flash and videos.  

This online learning diagnostic tool and self-learning mentoring program, 

http://210.240.187.202/learning, is going to finish in two months. We will use 

experimental method to verify its effect, and then put it on Students Learning 

Counseling Center website to let students to check their own learning problems and 

learn how to self-regulation.  

 

Keywords: Learning Diagnostic Tool, Self-Learning Mentoring Program, 

Undergraduate Learning 
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Introduction  
High student attendance of higher education is a worldwide trend. Trow (1973) 

pointed out that the trend of expansion of higher education has made higher education 

from elite type to mass type, then universal type. Taiwan is no exception. Under the 

universal type, learning is not an easy thing for every undergraduate. Many students 

don’t know their learning problems and not to speak of helping themselves. However, 

different life stages require different learning abilities--adolescence is an assimilate 

period but  early adult period is a success period—undergraduates belongs to the 

latter who should already have basic learning ability and can reach set 

achievements(Schaie & Parr, 1981). Different from school students, undergraduates’ 

learning is based on earlier learning experience. Unless they want to learn and are 

willing to learn, and the most important is they can learn, learning can be effective. 

However, some students want to learn, but can not study well; some do not want to 

learn. Not every learning problem is the same. In accordance with the characteristic 

self-learning, this study provided a learning diagnostic tool and self-learning 

mentoring program to let undergraduates to help themselves with learning problems.  

Increased attention on the learner-centered classroom has stimulated the need for 

deeper understanding of how college students learn (Cross & Steadman, 1996; 

Paulsen, 1999; Stage, Muller, Kinzie, and Simmons, 1998; Svinicki, 2004; Weimer, 

2002; Paulsen, & Feldman, 2005). According to McKeachie, Pintrich, Lin, Smith and 

Sharma (1990) social-cognitive mediation model for college students, several factors 

impact the meaningful learning in college classrooms. This model assumes that the 

effects on learning outcomes of the prior background of students and classroom 

context are mediated by motivational, cognitive and behavioral strategies students use 

in their learning, including their self-regulated of these strategies. As a result, 

motivation, cognition, behavior and self-regulated learning strategies affect 

undergraduates’ learning a lot. In addition to learning strategies, students' 

epistemological beliefs play important roles on the process of knowledge acquisition 

and construction (Bruning, Schraw & Ronning, 1999; Denise Tolhurst, 2007; Hofer, 

2001; Hofer & Pintrich, 1997). Hofer and Pintrich (1997), Paulsen and Feldman 

(1999a, 1999b), Pintrich (2002), Schommer (2002) pointed students with different 

epistemological beliefs use different self-regulation of their motivational, cognitive, 

and behavioral processes and strategies for learning. Consequently, this learning 

diagnostic tool and self-learning mentoring program included epistemological beliefs, 

learning motivation, learning strategies and action control.   

College students in America spend an average of 12 hours each day engaged 

with some type of media (Harris Interactive, 2009). Similarly, undergraduates in 

Taiwan spend 15.56 hour a week online surfing online for non-academic reasons 



 4

(Weng, 2006). Surfing online has become part of undergraduates’ daily life. Linking 

to ones’ life style, students would pay more attention to their learning if they can find 

the solutions for their learning problems online. Though there are some websites offer 

undergraduates some learning strategies, like Cook Counseling Center (Virginia Tech, 

2003) and the writing center (The University of Wisconsin-Madison Writing Center, 

2004), they lack diagnostic tool to diagnose each students’ learning problems and hard 

to give one the suitable solutions. For reasons above, this study build a website called 

“Learning, Look at me!” with learning diagnostic tool and self-learning mentoring 

program to diagnose students’ problems first, then enter related self-learning 

mentoring program.  

The purpose of this study is: (a) develop the questionnaires of epistemological 

beliefs, learning strategies, learning motivation and action control as diagnostic tool 

for undergraduates; (b) build up online diagnostic tool including measures of relative 

position to let the student know his/her learning situation comparing with others; (c) 

set up online self-learning mentoring program; and (d) establish online self-learning 

mentoring program. 

 

Literature Review 
Epistemological Beliefs and Self-Regulated Learning 

An epistemological belief is known as the personal beliefs about the nature of 

knowledge and learning (Hofer & Pintrich, 1997; Perry, 1968). Jehng, Johnson, and 

Anderson (1993) define epistemological beliefs as ‘socially shared intuitions’ about 

the nature of knowledge and learning indicates that students’ epistemological beliefs 

influence learning approaches and subsequent learning outcomes (Schommer, 1990). 

It plays an important role in the learning process and directly affects student learning 

outcomes. It has been shown to influence students in terms of the learning that takes 

place in their problem-solving approaches and their persistence in facing difficult 

tasks (Schommer, 1993). This fact suggests that epistemological beliefs are related to 

students' strategy use, conceptual change, and academic performance (Qian & 

Alvermann, 1995). 

Paulsen and Feldman found that students with sophisticated epistemological 

beliefs were more likely than their peers to engage in positive motivational, cognitive 

and behavioural self-regulated learning strategies. Boden (2005) also reported a 

significant relationship between epistemological beliefs and university students’ 

perceptions of readiness for self-directed learning, particularly in terms of openness to 

learning opportunities, view self as an effective and independent learner, 

responsibility and initiative, and creativity in learning. Also, others have reported that 

self-regulated learners tend to have sophisticated beliefs about knowledge and 
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learning (Hofer 2001). 

The development and expansion of theories of epistemology have paralleled the 

growing research in this area. An increasingly prominent view in the literature is that 

the epistemological beliefs of college students play a potentially critical and central 

role in facilitating or constraining the effectiveness of students’ self-regulated learning. 

More specifically, reviews of recent research and emerging theory have concluded 

that students’ beliefs about the nature of knowledge and learning can function as 

standards, criteria, implicit theories, or cognitive lenses through which students (1) 

assess academic tasks and task-related performance or learning, (2) monitor, select, 

generate, and interpret internal feedback regarding what constitutes appropriate and 

effective approaches to such tasks, and (3) develop motivational, cognitive, and 

behavioral strategies for effective self-regulated learning (Butler and Winne, 1995; 

Hofer and Pintrich, 1997; Pintrich, 2002; Ryan, 1984; Schommer-Aikins, 2002; 

Winne, 1995). Students may control, or regulate, virtually any aspect of their learning, 

including, but not limited to: cognition, metacognition, motivation and affect, emotion, 

and behavior (Boekaerts & Niemivirta, 2000; Pintrich, 2000). As a result, the 

diagnostic tool was designed as epistemological beliefs, learning motivation, learning 

strategies, and action control. 

 

Self-Learning Mentoring Program 

There are some higher education institutions provide online self-learning 

mentoring programs as table 1 which could be our good references when building our 

program. 

Table 1 online self-learning mentoring programs provide by higher education 

institutions 

Name Goal content Way to present 

Academic 

Success 

Press 

to help each student navigate a 

successful voyage through 

college in order to discover 

success and the meaningful life 

it can provide. 

Math, disabilities 

teaching 

Most of the 

content is text 

introduction. 

Math games 

convey the 

teaching concept.
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Academic 

Success 

Center 

1.Provide services to all 

students 

2.Promote academic success 

3.through strategic use of 

resources 

4.Increase student retention 

Improve graduation rates 

Time management, 

attention 

maintenance, 

note-taking skills, 

reference books 

reading skills, 

increase reading 

comprehension and 

speed, etc. 

VoD、text 

introduction 

center for 

teaching 

and learning 

（2007） 

To support the effective 

communication of knowledge 

and the love of learning by 

faculty inside and outside the 

classroom, by graduate 

students in their roles as 

apprentice scholar/teachers, 

and by undergraduates as they 

take their place in the 

community of scholars. 

note-taking skills, 

stress management, 

reading strategies, 

test skills and 

enhance memory, 

time management 

 

text introduction 

Cook 

Counseling 

Center

（Virginia 

Tech, 2003） 

provide individual counseling 

and group counseling for 

enrolled undergraduate and 

graduate students at Virginia 

Polytechnic Institute and State 

University. organizations 

time management, 

memory upgrade 

skills, reading skills 

(SQ3R), note-taking 

skills, increase 

vocabulary learning 

skills, writing skills 

text introduction 

Tutor Tutor 

Welcome 

in order to address the 

educational needs of students 

and families. 

Common listening 

errors, examination 

techniques, 

techniques to reduce 

test anxiety 

text introduction 
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Academic 

Skills 

Center

（2002）   

to assist students in becoming 

more efficient and effective 

learners 

time management, 

note-taking 

techniques, stress 

management, 

improve reading 

skills, learning 

strategies 

text introduction, 

VoD 

 

Research Design and Methods 
 
Research Instruments & Participants 
Diagnostic Tool 

The diagnostic tool (ELLA) employed in this study includes epistemological 

beliefs, learning strategies, learning motivation and action control scales. The 

participants of the first year were 3184 undergraduates in Taiwan. The collected data 

were analyzed with SPSS. 

Reliability 

Cronbach’s alpha was reported to examine the reliability of the items in the 

scales. The total number of the inventories was 3184 copies that were analyzed by 

Cronbach’s alpha. 

The value of Cronbach’s alpha of epistemological beliefs was .807, learning 

strategies, was .809, learning motivation was .880, and action control was .885. See 

Table 2. 

36 items were undergone Cronbach’s alpha analysis, the internal consistency 

coefficient alpha is .88 that reaches Litwin (1995) and Dörnyei (2002) hypothesis that 

alpha reliability coefficients of .70 or above indicate the questionnaire is reliable. 

 

Table 2 Reliability Statistics 

 ITEM  

Total 1~36 0.883 

epistemological beliefs 1~8 0.807 

learning strategies 9~16 0.809 

learning motivation 17~26 0.880 

action control 27~36 0.885 

 

Table 3 KMO and Bartlett’s Test of ELLA 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy 0.919
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Bartlett's Test of Sphericity Approx. Chi-Square 46928.971

 df 630 

 Sig. .000

 
Table 3 presents the results of the Kaiser-Meyer-Olkin (KMO) and Bartlett’s 

Test. Tabachnick and Fidell (1996) stated that “Bartlett’s (1954) test of sphericity is a 

notoriously sensitive test of the hypothesis that the correlations in a correlation matrix 

are zero”. The KMO measures the sampling adequacy which should be greater than 

0.5 for a satisfactory factor analysis to proceed” (University of New Castle upon Tyne, 

2002, p.12). The higher of the KMO the value is, the more communality the items 

possess. In this study, 36-item of the ELLA in Bartlett’s Test of Sphericity is 

significant. The KMO measure is .92, exceeding the .50 required the value for factor 

analysis. 

Online Diagnostic Tool 

Online diagnostic tool is going to finish. Some web pages are shown as follows. 

  
Figure 1 Home page 

 

Figure 2 Introduction Page 
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Figure 3 Personal information page 

 

 

Figure 4 Questionnaire page 

 

 

量表得分於全國百分等級 xx 分，測驗結果說明(依不同組別)，下面放上全國常

模參考。 
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Figure 5 Diagnostic results page 

 

 

 

Self-Learning Mentoring Program 
The self-learning mentoring program in this study used focus group interviews. 

There were ten undergraduates with good learning skills and instructors brainstormed 

in an interactive group to form the contents of the program. 

Online self-learning mentoring program is underconstruction. The website map 

is as Figure 61. 
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Figure 6 Website Map of Self-Learning Mentoring Program 

 

Further Research in the Future  
We will use experimental method to verify its effect, and then put it on Students 

Learning Counseling Center website to let students to check their own learning 

problems and learn how to self-regulation. 
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Abstract 

 
What does it mean to be an African American female student within the American 

education system? To answer this question, two additional questions must be addressed: what 

does it mean to be an African American woman in America, and what are the social constructs 

synonymous with Black women? These unyielding, prevalent questions form the foundation for 

an even greater inquiry. Why are African American women underrepresented in positions of 

power, authority, and influence (e.g., doctors, mathematicians, engineers, chemists, government 

officials, professors, lawyers, etc.)? The literature suggests that many factors influence African 

American female students’ career aspirations. These factors ultimately determine why some 

African American women excel, gaining entry into exclusive, male-dominate professions, and 

others become low-level workers, unable to elevate themselves socially and economically.  
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Abstract 

 
This presentation focuses upon the findings of a one-year qualitative case study of (1) how 

Lesson Study was implemented within a school district (of 31,000 students) by educational leaders, (2) 

the impact of Lesson Study on administrators, teachers, and students, and (3) how a partnership between 

the school district and the university enabled this study to be conducted.  Data sources and evidence 

related to the benefits and challenges and effects of Lesson Study will be shared. 
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Abstract:   Hand-selected individuals from multiple colleges and schools at Auburn 
University were invited to participate in a hands-on technology workshop.  Invitees were 
given little information about the workshop except the goal, vision and what they would 
gain from attending four 4-hour sessions.  Names of people were scrutinized for 
purposeful diversity. A phone call was first made.  If the response was positive, a 
printed personalized invitation was hand delivered during a visit to her/his office.  Some 
of the wording in the invitation was:   1-You become part of a small select group at 
Auburn that has the potential to share technology information in a novel way. 2- Free 
lunches.  The invitation, non transferable, contained more information about the dates 
and times of the workshops, expectations of attendees, and other information.  This 
invitation will be shared with conference attendees, the response of the workshop 
attendees when iPad2 and Livescribe Echo Pens were given to each at the first 
workshop and what the group was able to learn, accomplish, show and share during the 
time together, as well as plans for the future of the group. 

leap of faith, an act or instance of accepting or trusting in something that cannot readily 
be seen or proved. (www.dictionary.com) 
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Abstract 
 

As a Samoan teacher of secondary students in Melbourne, I have been keen to investigate the 

educational experiences of Samoan students.  Research in Queensland, New Zealand and 

Hawaii indicates that Samoan students have difficulties with existing pedagogy and educative 

practices that do not encompass cultural background and understanding in the learning 

environment.  This paper reports on an afterschool Homework Study Group program in the 

Northern and Western region of Melbourne, documenting Samoan student experiences in 

Melbourne.  The study aims to contribute new knowledge about learning strategies that 

improve Samoan young people’s academic outcomes.  The key questions are:  

1. Does participation in a Homework Study Group improve academic outcomes for 

Samoan students currently attending a school in the northern and western suburbs of 

Melbourne? 

2. What learning strategies are associated with positive academic outcomes? 

3. What factors influence effective learning for Samoan young people? 

 



This study will fill a significant gap in the evidence base about young Samoan people’s 

educational experiences, focusing on a strengths-based approach, rather than simply 

enumerating deficiencies amongst the students. It is conducted in a context of absence of 

qualitative or statistical information about Samoan young peoples’ achievement patterns and 

responses to learning and teaching.  The most recent census data (2006) only provides 

information of Samoan born people living in Victoria, which does not include New Zealand 

born Samoans who have migrated to Australia, or were born in Australia, but identify 

themselves as being Samoan.   The Talanoa methodology (Wilson, 2010) was used with 

respect to conducting interviews in the Samoan language for parents of participants in the 

Homework Study Group, to gauge authentic feedback on how Samoan students were fairing 

in Melbourne schools. 
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Ethical Conflict: The Sadhu Dilemma 

The central ethical conflicts raised in the McCoy (1983) article included aspects of limits 

of responsibility, multicultural ethics, and a previous standard for behavior.  As seen in the 

example of the sadhu, individual ethics, group ethics, and leadership style are all dynamic when 

faced with high-stress situations requiring a group decision quickly.  Following a brief synopsis 

of the ethical components and the multicultural components, an examination of the three central 

ethical dilemmas occurs from the perspective of each leadership style: the transformative leader, 

the transactional leader, and the servant leader.  Ultimately, the transformational leadership style 

will be theorized as being superior in dealing with these individual and group ethical dilemmas. 

The first ethical dilemma faced by the group involved the determination of the limits of 

responsibility for an individual, inside a group decision, as it pertains to the welfare of another 

human being.  Essentially, when does the inconvenience caused by the unwanted intrusion 

outweigh the ethical obligation?  McCoy (1983) addresses this, when describing the viewpoint of 

Stephen, as each person was willing to do something to aid the sadhu, but not all, providing the 

inconvenience did not become too great.  If the situation became too onerous, the buck was 

simply passed to another (McCoy, 1983).  Ultimately, McCoy (1983) characterizes this as a 

Westernized thought process that is evident in corporate America today. 

Compounding the difficulty for leadership in the Sadhu experience recorded by McCoy 

(1983) was a significant cultural difference of the hikers.  The cultural milieu that the leader was 

forced to operate within shaped the individual leadership style (McCoy, 1983).  This becomes 

readily apparent when Stephen touts the idea that each group would have perhaps acted 

differently if the stranded man was one of their own (McCoy, 1983).  That is to say that the 

American might have reacted differently to a stranded American woman, the Japanese may have 
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in fact acted differently upon finding a similarly imperiled person of Asian descent, and so on for 

each of the ethnic groups present.  This cultural element shapes the leadership dynamics applied 

to this high stress, quick thought scenario.  Additionally, the sadhu himself may not have wanted 

to have Western ethics imposed on him, in what may have been a trip to death as a way to Hindu 

holiness, and you have a complex multicultural dynamic to navigate indeed.  The dominating, 

multicultural, ethical position in this instance was to do something to address the intrusion and 

consequently to move on about the individual and/or group task. 

Lastly, a previous standard for the typical behavior in such situations had been set 

providing a guide to acceptable group behavior in similar situations according to McCoy (1997) 

in a reprint of his original 1983 article, which contained an inset reflective writing.   This 

predetermined behavioral guide may not have reflected the individual, or even the group ethic, 

when presented to the participants in a bold, face-to-face encounter.  Outlined is the idea that 

Nepali porters are often left to freeze and die outside the tents of their employing tourists 

(McCoy, 1997).  Similarly, McCoy (1997) cites an incident from the recent past in which a 

group of French travellers left one of their own women to die there.  McCoy (1997) calls this a 

“perverse version of Gresham’s law of currency” in which the poor practices of previous trekkers 

may have driven out the principles that new travelers followed on subsequent journeys.  In both 

versions of the McCoy articles, the idea of disconnection between individual and corporate ethics 

begins to arise as a major struggling point.  McCoy (1983) suggested that this disconnect was 

due to the fact that no group consensus existed, no purpose, nor plan, as a preconceived notion of 

correct behavior existed implicitly within the group.  The author suggested strongly that this was 

integral to maintaining or defining a group ethic in high-stress situations (McCoy, 1983). 
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McCoy (1983) continues this concept through the idea that a strong foundation of people 

who are comfortable and thoughtful regarding their own fundamental principles, the beliefs of 

others, and who are further sustained by these beliefs, is imperative to successful leadership.  

This allows the leader to take a more prominent and thus a more risky goal on the cutting edge 

when a decisive act is called for by the group (McCoy, 1983).  The foundation of this group 

culture comes from the operation by individuals of a thoughtful set of personal values in the 

group setting and the ability to affect the outcome decisions themselves (McCoy, 1983).  A 

combination of individuality, according to McCoy (1983), amongst group success is essential if 

the individual is not to be lost among the group.  The ultimate question is thus: Can the 

individual change the ethics and values of the whole through various leadership techniques? 

As suggested earlier, the problem presented in the untimely arrival of the Sadhu in the 

McCoy (1983) article presents predicaments that not all leadership styles may have been able to 

meet directly.  The leader theories, which may have emerged in this situation, include 

transformational, transactional, and servant leadership styles.  The fundamental question 

however is more along the lines of determining which leadership strategy is most effective, not 

merely applicable. 

The transformative model of leadership is the most likely leadership strategy to emerge in 

times of distress and still reflect group social values (Bass, Avolio, Jung, & Berson, 2003).  This 

function of the leadership process, according to Bass et al. (2003), is that the transformative 

leader improves the development of the followers through; the challenging of accustomed 

thought, inspiration of followers to accomplish lofty goals previously determined as beyond their 

normative capabilities, and motivating them to keep in mind the high moral standards that have 

guided their accomplishments thus far.  This particular strategy upon implementation may have 
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resulted in a positive, correlative effect upon the group decisions toward the sadhu in the McCoy 

(1983) article.  If any member of the group had taken the initiative to challenge accepted thought 

process, inspired followers to a mutually positive effect, and most importantly reminded them of 

the high ethical/moral standards that serve them in everyday living situations, the consensus on 

how to serve the sadhu may have been significantly altered. 

Contrarily, transactional leadership is seen within stable conditions more of the time, in 

well-ordered contexts (Bass et al., 2003).  Bass et al. (2003) determined that both active 

transformational and transactional leadership styles have the ability to be successful in varied 

distressful situations; however, a distinctive edge was given to the transformational style and 

effectiveness.  As shown in the case of the sadhu in the McCoy (1983) article, there was not a 

previous platform from which to operate for the transactional leader.  Stephen, used as an 

example yet again, did not have the means or the power base from which to offer either a 

contingent reward or a punishment scenario to the others on the trip thus limiting his individual 

transactional leadership ability to nil.  It appears that only well-associated, structured groups are 

able to enact this type of leadership in a high-stress, action-orientated situation to any measurable 

effect.  Carter (2009) supports this idea in the belief that the transactional leader maintains the 

status quo, working within established, well-structured systems, versus trying to change it and/or 

risk taking. 

As the final analysis, servant leadership attempts to improve the quality of the 

institution/group through a combination of teamwork and a focus toward enhanced follower 

personal growth (Taylor, Martin, Hutchinson, & Jinks, 2007).  While Taylor et al. (2007) 

continue with the traditional ideal that a servant leader is still a servant first; the authors also add 

a connotation of choice.  This subtle process of mutual influence is directly correlated with a 
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world that is crying out for an ethical, effective leadership that serves others based on rationale 

processes (Taylor et al., 2007).  Using this model in the sadhu situation from the McCoy (1983) 

article may have again been limited in its effectiveness and in fact may be the form of leadership 

that Stephen unsuccessfully employed.  The great Achilles of this model is the fact that if the 

moral and ethical ideals of the group are not similar, the leadership model falls in on itself 

rendering it to the role of philosophy.  This shift effectually removes the servant leadership style 

from leadership to ideology directly impacting the group affect of the individual. 

The transformational model provides the clearest direction when compared to the other 

two models in that it clearly moves to instigate a change in thought, which can inspire followers 

to higher goals while not compromising, and perhaps even increasing, the moral standard of the 

group itself.  It would appear from the analysis that only a direct change of focus as provided by 

this type of leadership would instigate change in group direction when confronted with a high-

stress, results-orientated situation.  The intrusion of the sadhu on the lives of those involved 

required initiative, acceptance of a challenge, and most of all an ethical/moral consensus that 

changed current modes of thinking within the group. 

The ethical conflicts from the McCoy (1983) article as related to the dilemma of the 

sadhu appeared to be best satisfied when a transformative leadership style was employed in that 

the limits of responsibility, the multicultural aspects, and the previous standards for behavior can 

all be addressed using this leadership technique.  Each of leadership techniques put forth has 

been theoretically employed to demonstrate how each (transformational, transactional, servant) 

fulfills or falls short of the meeting the ethical aspects head on.  In the case of a high-stress, 

action-oriented situational context, the transformational model seems to provide supporting 

evidence for this style of leadership to flourish. 
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The Assessment and Accountability Dilemma 

One emerging issue in higher education is assessment and accountability.  Investigation 

of current literature and empirical, scholarly studies regarding this ever changing landscape will 

be required to ensure a good return on investment for the share-holders of higher education.  The 

following examines the political dynamic involved in accountability in light of the United States 

educational arena.  Furthermore, the current reexamination dilemma, leadership implications, 

and practical solutions are examined to move the discussions forward. 

First, the historical models of assessment, the improvement paradigm and the 

accountability paradigm, will be examined via multiple articles by P. T. Ewell in both 2002 and 

2008.  The focus of the review will be on the accountability paradigm and factors which directly 

impact this shareholder return on investment.  In continuation, three facets of this accountability 

issue will be examined through multiple lenses which include: a broader regulatory environment, 

added value characteristics, and quality management.  The implications for leaders and 

leadership will follow along with practical solutions at the conclusion of the article via multiple 

foundational, primary source studies. 

The Dilemma 

Historically, education has centered around two separate models of assessment that are 

quite contrary in nature: the improvement paradigm and the accountability paradigm (Ewell, 

2008).  The first of these, the improvement paradigm, evolved from the institution centered 

approach of the mid-1980’s (Ewell, 2008).  This was, according to Ewell (2008), an internally 

directed process to improve teaching and learning; a formative, internal, engagement process.  

Resultant from this ideal were multiple instruments that were both qualitative and quantitative in 

nature that were administered over time to provide a comparative or measured goal result (Ewell, 
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2008).  The communication regarding the results in this model was somewhat limited to internal 

channels and media through carefully designed feedback loops set up by the institutions 

themselves (Ewell, 2008). 

The second model presented by Ewell (2008) is described as being derived from early 

state mandates which has blossomed into the accountability paradigm.  This model has 

traditionally been directed, again according to Ewell (2008), toward policymakers and the public.  

The purpose has been summative in nature with an external audience to ensure institution 

compliance (Ewell, 2008).  This system uses quantitative data solely and standardized 

instrumentation that provides the results as a direct form of public communication and reporting 

(Ewell, 2008).  The emphasis here is the assurance to external stakeholders of the effectiveness 

of the investments in the public educational system (Ewell, 2008).  This second standard 

suggested by Ewell is at the crux of the current reexamination of higher education and the focus 

of this study herein. 

Both paradigms were designed to provide systematic evidence about what and how much 

information undergraduate students were learning according to Ewell (2008).  This was 

determined as an essential component for systemically improving the curricula and pedagogy of 

higher education, or in other words, the accountability issues (Ewell, 2008).  These are the same 

questions of accountability used to judge the effectiveness of the public investment into higher 

education systems by various stake-holders both inside and outside the educational system.  

Particularly in the United States, there exists an interesting dynamic between governmental 

mandates and the nation’s voluntary, regional, peer-driven accreditation system which continues 

to develop (Ewell, 2002).  Furthermore, critics of the current model, Derthick and Dunn (2009) 

tout the idea that because college accreditation in the United States is peer review centered, it is 
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therefore insufficient to protect the public interest without significant community and/or 

governmental input. 

The dilemma is how to measure or assess the accountability of the institution of higher 

learning itself.  Recent facets of this accountability dilemma have surfaced to include the ideas 

of: a broader regulatory environment, added value, and quality management issues (Ewell, 

2002).  Each of these facets poses specific problems for leaders and leadership when deciding the 

fate of higher education going forward.  The assessment and accountability issue is not one in 

which education can merely take a stance of wait and find out as it has in the recent past 

according to Ewell (2002). 

Leadership Implications 

The accountability issue’s impact on institution leaders and leadership begins with the 

idea of a broader regulatory environment in which organizational cultures begin to shift to more 

indirect forms of incentives and constraints to determine institutional behaviors versus traditional 

regulatory entities (Ewell, 2002).  One such mechanism is increased government coercion 

through the allocation of resources to the institutions themselves based on certain actions and 

performance (Ewell, 2002).  Burke and Modarresi (2000) propose the idea that this type of 

indirect incentive, or performance funding, can only be avoided by establishment leaders if the 

institution is fully self-sufficient and can claim complete autonomy to external accountability.  

Most universities and public colleges respond to this type of stimulus in the fact that they receive 

a majority, or a large portion, of their resources from government agencies that respond to the 

concerns of the taxpaying public (Burke & Modarresi, 2000).  Regardless of autonomy or need 

driven response, university leaders on all fronts need to be heavily alerted to the idea that a 

broader regulatory environment may be headed toward higher education institutions. 
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Contrary to this idea of indirect incentive is The Higher Education Opportunity Act (a 

renewal of the Higher Education Act in August 2008) as it detracts from this shift to a more 

broad regulatory system being the prototypical product of legislature: 1158 pages long, dozens of 

new spending program targets, and most importantly 200 new regulatory and/or reporting 

requirements (Derthick & Dunn, 2009).  Furthermore, Derthick and Dunn (2009) assert that none 

of the revised regulation is in the least way related to the advancement of learning.  Accordingly, 

leadership will be solely tempted to manage this stricter government regulation while at the same 

time attempting to maintain the costs associated with higher education; in fact, contrary to the 

primary goal of cost in the amendment, the increased regulatory features will create yet another 

drain in already burdened resources. 

The second impact upon leaders and leadership, regarding higher education assessment 

and accountability, is in the area of added value.  The idea is that the external review processes 

should add some inherent value to the decision-making and/or internal planning of the 

universities themselves (Ewell, 2002).  The evaluation processes often instigated by outside 

sources have been seen by higher education leadership as becoming more and more burdensome 

to the institutions; this is even in light of the fact that the data indicates a direct increase in local 

planning efforts when external review mechanisms are in place (Ewell, 2002).  The idea that 

accountability has become a challenge and not a choice for state colleges and universities lends 

itself well to this idea of added value in that the institute is often now provided an impetus for 

self-examination and reflection.  The idea for public higher education according to Burke and 

Modarresi (2000) is not whether accountability will be measured, but for what and how.  The 

idea of added value makes this accountability measure by outside sources easier for educational 

leadership to incorporate due to the measurable returns of the system itself. 
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Lastly, significant quality management issues arise for leaders and leadership when 

discussing the idea of institution assessment and accountability, often giving mixed signals as to 

which direction to follow.  According to Ewell (2002), this is due to the increased presence of 

the employment community as a visible, powerful voice in the debates about higher education 

accountability practice.  This increase in the employment community has direct ties to leadership 

and leadership practice in that this community appears to be displacing the direct regulatory role 

of the government (Ewell, 2002).  According to Ewell (2002), growing corporate representation 

on institutional and system oversight boards has stimulated more businesslike management 

techniques and practices which in turn directly change the leadership landscapes.   

This quality managerial shift may be a detriment to the system on the other hand 

however, as demonstrated in the study by Burke and Modarresi (2000) which indicated that input 

from those outside higher education (legislators, business leaders, governors, community 

representatives) often led to instability in the institution accountability programs.   Incorporation 

into the institutions existing leadership structure appears at least on the surface to temper this 

negative effect to some degree but nevertheless must be accounted for in leadership.  In either 

case, the leaders of the higher education entity need to be directly aware of the influence that 

these outside forces exhibit on quality management at their individual institutions which leads to 

the next section of the study; what are the practical solutions for leaders considering the enormity 

of the accountability problem in American higher education? 

Practical Solutions 

One solution with the potential to realize success could be the implementation and or 

adaptation of existing student unit-record (SUR) systems at the state level as described in the 

article by Hearn, McLendon, and Mokher (2008).  This database described in the empirical study 
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could then be used to address concerns regarding assessment and accountability with higher 

education, among several other relevant establishment functions.  Furthermore, the authors 

describe via the aspect of the managerial rationale, that the SUR systems improve efficiencies in: 

reducing data duplication, limits fraud and abuses in student-aid systems, and broadens the 

potential for operationally distinct programs to operate within the systems (Hearn et al., 2008).   

Higher education is somewhat wary of this type of solution due to the large, ensuing costs 

associated with such an endeavor (Hearn et al., 2008).  These costs, in both the developmental 

and maintenance stages of the database development, are needed to capture the postsecondary 

careers of the student body (Hearn et al., 2008).  Despite this seeming drawback, the solution 

cannot be overlooked as a viable alternative however in the fact that this directly answers the 

accountability issue of what and how much information undergraduate students were learning. 

A second solution to the accountability issue could involve direct higher education 

intervention in the formation of specified interest groups (under the direct supervision of higher 

education representation) which further thrust the accountability issues into the realm of the 

politic.  In an interesting study done by Tandberg (2010), one of the implications for practice was 

the results depicting that the relative number of interest groups in a state generally has a negative 

impact regarding the state support of higher education.  Lane (2007) supports this idea in a 

second study in that funding becomes significantly scarcer as groups such as health care, prisons, 

and transportation vie for the attention of the government resources.  The suggestion is that 

lobbying matters and perhaps the higher education community needs to put together a cohesive, 

determined effort to effect change on the political front to favor directed higher education 

interest groups, specifically formulated by the institutions they represent (Tandberg, 2010).   
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Ultimately, this is again back to the crux of the issue in accountability in higher education 

as described at the onset by Ewell (2008) in the accountability paradigm.  Higher education 

needs to put together a unified front to demonstrate to the public and share-holders that their 

return on investment is sound through a positive information flow between state governments 

and public colleges and universities (Lane, 2007).  This may require the formation of a higher 

education interest group within the political realm to instigate confidence and change that all 

shareholders can live with and maintain; you must understand the system to operate within the 

system. 

Conclusion 

Throughout, the political dynamics involved in assessment and accountability have been 

addressed as it pertains to the two historical models of assessment.  An examination of the 

accountability dilemma, potential leadership implications and concerns, and viable solutions to 

the dilemma itself has occurred.  Nevertheless, more work needs to be done by the higher 

education community in general to appease the sensibilities of the governmental agencies, the 

employment community, and the general public regarding their investments into public higher 

education.  A unified, coherent vision of what and how needs to occur moving forward if the 

institutions themselves desire to become powerful players in determining the outcomes of this 

monumental issue regarding how these institutions operate in America.  
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components comprise peer mentoring, E-learning, data collection, and course 
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and student outreach. 

 

E-Learning protocol was infused into the FYE course to encourage student engagement 

and interaction.  Methodology was based on the literature that supports the importance 

of challenge and support in the classroom (Sanford), the value of academic and social 

engagement (Tinto, & Braxton-Hirschy), and peer mentoring.  Data will be provided 

that demonstrates the program effectiveness. Participants will leave the presentation 

with specific information on program creation, monitoring and evaluation. 
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Introduction 
 
There is legitimate concern among parents, educators, citizens, and legislators regarding the 

quality of education made available to students throughout the nation. The concern is not new.   

Quality in education, or lack of quality thereof in education, has been a major concern for as long 

as formal education has been in existence.  In light of the persistent problems of retention and 

drop-out rates, which, in many cases seem to be improving only minimally, the issue of a solid, 

quality-based education has become increasingly important.   Highly qualified educators, high 

standards, and good instruction are all part of what makes a successful school, yet by themselves 

they have not proven to be enough of a proper solution to fix the problems faced by schools on a 

daily basis.  School systems are faced with the same problems at nearly every level.  High 

schools and colleges, in particular, must confront directly the problems of drop-out and retention.  

Establishing a school culture, in which educators, administrators, parents, and students are all 



active participants in what goes on in the lives of the citizenry of the school community, is an 

approach that has been implemented with some success.  It is widely accepted that where 

students are active stakeholders in the process, success is greater and drop-out rates decline.   

 
First Year Experience Course (FYE) 
 
Kuh’s (2008) findings published in the Association of American Colleges and Universities, 

High-Impact Educational Practices:  What They Are, Who Has Access To Them, And Why They 

Matter, identified structural features of purposeful activities focused on student engagement.  

This research is supported by Brownell and Swaner (2010) that examines a body of research on 

five high-impact practices:  first year seminars, learning communities, service learning, 

undergraduate research, and capstone courses.  The National Survey of Student Engagement’s 

(NSSE) 2007 reports growing evidence that affirms high-impact practices (HIP) provide 

substantial benefits and outcomes.  HIP are positively associated with persistence and GPA, deep 

approaches to learning, higher rates of student–faculty interaction, increases in writing and 

critical thinking skills, greater appreciation for diversity, and higher student engagement overall. 

(Bronwell & Swaner, (2010); NSSE, (2007); Kuh (2008). The University implemented several 

HIP initiatives, one of which is the FYE course that is offered by each academic department. The 

course has a common syllabus and textbook. The instructors meet once a month to share 

pedagogy and resources. Faculty adherence to student engagement in the classroom, using 

discussion, debates, assessment questions, and cooperative learning are principles of good 

practice for undergraduate education.   Recent data from the NSSE documents the fact that first- 

year students spend less time on their studies out of class than faculty claim is necessary for 

success in their courses (2007). Braxton, Jones, Hirschy & Hartley’s (2008) empirical research 

on active learning stands as an important pedagogical practice. Although Braxton, et.al., (2008) 

publication, Role of Active Learning in College Student Persistence, posits that active learning 

practices that faculty use shape students’ perception of institutional commitment and their 

growth and development leading to their sense of social integration. It plays an indirect but 

informative role in the retention of first-year students and is consistent with the theoretical 

formulations (Tinto, (1975); Braxton & Hirschy (2004). 

 

 



Peer Mentoring 
 
Focusing on three important pieces of research, a number of studies have been reviewed that tend 

to show that utilizing peer mentors in the culture-building process, especially within the first- 

year experience, helps to create synergy for student success. Peer mentoring assists greatly in the 

transition of the student from high school to college life and reduces and often eliminates 

discipline problems as discussed in a collaborative study done by McIntosh, Herman, Sanford, 

McGraw, & Florence (2004) conducted under the assumption that most discipline problems 

occur during or as a result of transitions.  Defining a transition as any deviation or break from 

normal routines, most educators at all levels would agree that transitions are problematic for 

most students and do indeed provide opportunities for wrongful behavior.  In dealing with the 

differences between transitions for all students and transitions for children with behavioral 

challenges, the authors, McIntosh et al (2004), described difficulties in successfully moving from 

one routine to the next. Compiling strategies on topics including behavioral expectations, 

providing clear structure, and preparation and planning, the writers devised a lesson plan for 

teaching transitions and eliminating the problems brought about through transitional periods.  

Although their plan was intended primarily for educators at lower levels to promote smooth 

transition, it can be used at all levels in the educational system.  The plan includes: teaching 

routines, pre-corrections, positive reinforcement procedures, and active supervision.  With 

educators quick to point out their time restraints and loads that are already full to capacity, it is 

easy to see how some of the duties of teaching routines and transitions could utilize peer mentors 

to assist in this process. 

 

Knowing the rules and regulations and the informal networks that mark campus life are part and 

parcel of student success, according to Tinto (2008).  His case for formal and informal advising, 

the sharing of accumulated knowledge that goes on within a campus among and between faculty, 

staff, and students lends to mentoring. Tinto further postulates that mentoring is particularly 

important for at risk student’s success.  “It is through the affiliations that are formed in those 

places of support that important knowledge is gained about the ways to navigate the often 

foreign landscape of the University life.  The University incorporates peer mentors as part of the 

fabric of its FYE course. The mentors serve as connectors between the student, the FYE course 

and the University. The mentors have the responsibility of ensuring that their mentees attend 



three cultural events during the first academic semester. They also assist the instructor in 

following-up with students who are absent from class. 

 
Student Outreach 
 

Brier, Hirschy, & Braxton (2008) developed a tool, The Strategic Retention Initiative, to be used 

to bridge what they referred to as a gap between college student retention theory and practice.  

The tool developed involved outreach to first year college students, who are at a point in their 

careers as students where they are at great risk of withdrawing as they make the transition from 

high school life to college life.  Brier, Hirschy, & Braxton (2008), described the outreach effort 

that  involved a minimum of two phone contacts being made, one at the point in the fall semester 

when the pressures of academic challenges and social transitions most frequently occur, the other 

during the Spring semester.  These calls are usually made by the Dean of Students, or some other 

administrator. Currently, our institution utilizes department chairpersons in this capacity. These 

contacts were made to help ease the student’s transition to college life, fostering institutional 

affiliation, identifying problems, and personalizing the administration.  As an effort to create 

synergy for student success, The Strategic Retention Initiative could prove to be a most useful 

tool.  Although the entire initiative could not be implemented by peer mentors, there are many 

aspects which would lend themselves to implementation as such, thus fostering the building of a 

school community, creating and building a school culture. 

 
E-Learning and Utilizing Technology 
 
The use of technology for the FYE courses begins with its E-Learning component on 

Blackboard. All FYE instructors have their courses in Blackboard and the University utilizes the 

organization feature that is a part of Blackboard to share common resources and materials. Each 

chapter of the customized FYE textbook has a PowerPoint presentation, and quizzes that are 

provided in Blackboard. The common final examination is also provided in Blackboard 

organization and provides the faculty member with data analysis of examination scores.  

Mentors use the contemporary forms of technology to reach out to their mentees.  The most 

common method of outreach is the use of social media. In addition to posting pictures, 

information and announcements on the Mentor Facebook wall, mentors invite their mentees to 



become friends. A number of mentors use Twitter to apprise the first-year students of upcoming 

events. The mentors can instantly collect their followers’ feedback that is useful for planning and 

executing program activities. Each week the mentors send personalized emails with reminders, 

flyers, and an array of information to their mentees. Mentors report that emails using color and 

graphics to emphasize dates and important information receive a higher response rate than the 

standard text emails. A growing percentage of students receive their emails to their cell phones 

which prompts faster responses to time-sensitive matters. Text messaging remains an assertive 

form of reaching groups of students quickly. It remains a preferable way for students to 

communicate. Mentors’ perceptions include that students answer texts faster than emails or 

phone calls. 

PowerPoint presentations are used by both the faculty and peer mentors. Mentors hold open 

student forums where it is common to use power point presentations. Using this technology 

along with dialogue considers each of the learning styles of students. Additional avenues are 

being investigated as alternatives to current modes of communication. One delivery system is 

Tumblr, a blog site, as an appropriate way for our students to comment on controversial topics. 

   

Data Collection and Evaluation 
 
Evaluation was conducted on each project component utilizing internal and external course 

assessments. Course evaluations are completed on a three tier system: 1) students’ required 

completion of an university online course evaluation, 2) retention rates of students enrolling in a 

FYE course during the initial semester of enrollment as compared to the retention rates of 

students not enrolling in a FYE course during the initial semester of enrollment, and 3) an 

analysis is conducted on the final examination to verify student success rates, and test questions 

with the highest and lowest correct response.  

AccuTrack software is used to track, monitor, and report the patterns and frequencies of first-

year students receiving academic coaching and tutoring. The data collected from AccuTrack are 

downloaded into an EXCEL spreadsheet to generate monthly and year-end reports. Additionally, 

the peer mentors are evaluated by conducting a survey of the FYE students served and the 

faculty to which they are assigned. Currently no formal assessment is used to evaluate the 

effectiveness of the E-learning component of the FYE course.  

 



Summary 
 
According to Kinzie (2011) transformation of learning grounded in student engagement inducing 

high expectations, and high impact pedagogical practices make a significant difference to student 

persistence, educational outcomes, and student success. Additionally, Kinzie (2011) supports the 

precept that college should be a transformative experience for student. The University provides 

support for student transformation by the providing the FYE course. The course is supported by 

peer mentors, E-learning, and technology that include the use of social media. It is imperative 

that students stay connected to the University. To assist students with staying connected the peer 

mentors and instructors use social media. Data collection is used to identify the need to modify 

any component of this HIP initiative. 
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1.0. Introduction 
 
        Total Quality Management (TQM) has been the subject of many studies in 
recent years. The TQM wave is not restricted merely to industry but has seeped into 
all sectors and has been a central element in many efforts directed towards 
organizational change. It requires firms to coordinate a wide range of behavioral, 
tacit, intangible resources and its dissemination stands as both support and a 
challenge to top management. Moreover, some claim that the successful 
implementation of TQM could generate improved products and services, reduced 
costs, more satisfied customers and employees, and improved financial performance 
(Walton 1986; Hendriks & Singhal 1997 - Garvin 1983, 1984, 1988; Phillips et al. 
1983) 

Within this context, this study explores The Implementation of Total Quality 
Management in the Faculty of Education in King Saud University. 

1.1. The Purpose of the Research 

         The main purpose of this research is to explore the Implementation of Total 
Quality Management in the Faculty of Education in King Saud University. This 
purpose can be better explained by looking at objectives, research problems that need 
to be answered as well as the justification and significance of implementing the 
research. 

1.3. Objectives of the study 
         The main objectives of this research are to explore The Implementation of Total 
Quality Management in the Faculty of Education in King Saud University, and the 
relationship between their practices; giving a picture of the present situation, and to 
investigate which are the most significant variables with respect to the application of 
the quality system. In the process, the researcher would like to test some important 
hypotheses. Ultimately, the study investigates whether implementations of Total 
Quality Management and Enterprise resource Management would increase the 
Productivity in the industry and eventually total performance of public listed 
manufacturing companies.  
 
1.4. The Problem Statement and Research Questions 
        Many research questions pose a significant challenge to researchers. Integrating 
theory and research findings into prescriptive recommendations is a difficult task that 
requires the cross-fertilization of ideas. For the purpose of this study, a set of research 
questions has been formulated with the main problem statement in mind stated by 
three questions as follows: 
 

(1) Does Total Quality Management increase Productivity the financial 
performance faculty of education in King Saud University? 

 
(2) Do the managers of manufacturing companies have the knowledge ability in 

using Enterprise resource planning to increase Productivity?  
 

(3) Do the managers have good understanding of TQM and ERM in order to 
increase the manufacturing companies Productivity?  

 



To answer the problem statement, we need to know answers to several other specific 
research questions such as: 
 

(1) What are quality, Management resources and Productivity? How do 
manufacturers defined quality, management resources or productivity? 

(2)  What are TQM and ERM practices that have been implemented in The 
faculty of Education in king Saud university? 

(3) Which variables/indicators contribute to successful TQM practices? 
(4) Which variables/indicators contribute to successful ERM practices? 
(5)  Do TQM practices increase the Productivity in Saudi Universities 
(6) Do ERM practices increase the Productivity Saudi Universities? 

 
 
1.5. Methodology 
1.5.0. Introduction 
       This section describes and explains the sampling process, sample design, 
research instruments and statistical methods used in this study to test the hypotheses 
developed. The methodology of this study employs extensive statistical procedures in 
order to maximize the validity and scope of the findings. 
1.5.1. Sample Size 
      One hundred twenty five faculty members were selected on the basis of stratified 
random sampling .The sample size was considered sufficient and represented about 
25 of the faculty members. The proportion of the sample size to the population was 
sufficient for the researcher to make statistical inferences about the sample.  
1.5.2. Survey Design 
        The instrument to measure critical factors of Total quality management and 
enterprise resource management was adapted from the measures developed by Saraph 
et al. (1989) as well as the study done by Powel (1995) and others (eg. Deming 1986; 
Crosby 1979, 1984; Juran 1974 1992; Feigenbaum 1991). The process used by 
Saraph et al. (1989) in their study was to develop measures of the critical factors of 
quality management which was based on generally accepted principles of instrument 
design. Powell (1995), on the other hand, examined TQM as a potential source of 
sustainable competitive advantage, reviews existing empirical evidence, and reports 
findings from a new empirical study of TQM performance consequences.  
1.5.3. Survey Instrument. 
         The data for this study were collected through a structured questionnaire.. Given 
that one of the primary purposes of the pilot test is to evaluate the reliability of the 
multi-item measures and eliminate ambiguities, it was decided that limited pilot test 
was adequate. Based on the reaction of the quality managers and their response to the 
questions, several modifications were made to the questionnaire. Some of the poor 
performing items were deleted as their low correlation to other items in the measure 
suggested potential problems of construct validity. 
1.5.5. Data Collection 
       After the design and the development stages of the questionnaire were 
completed, top-ranking managers of the selected companies were contacted through 
the phone to arrange appointments for interviews. Some of the faculty members 
insisted that the questionnaire be mailed first before the researcher could conduct the 
interview.  
 
 



1.5.6. Data Analysis 
        The data obtained from the survey questionnaire were analyzed by the statistical 
software package SPSS. For each TQM and ERM, the actual level of constructs is 
represented by the median of measurement item ratings for the variables since the 
data for these constructs were considered ordinal (Zikmund 1991; Malhotra 1993). 
Results of the study were obtained by performing statistical tests including reliability 
test, analysis of variance, correlation, and regression analysis. 
 
1.6. Results and Discussion 
1.6.1. Reliability test 
       In this section, reliability and detailed item analyses were used to refine the 
measures of scales of each construct. The measurement items were evaluated and, if 
shown to detract from the reliability of the instrument, were eliminated. The internal 
consistency of a set of measurement items refers to the degree to which items in the 
set are homogeneous. Internal consistency can be estimated using a reliability 
coefficient such as Cranach’s alpha (Cranach 1951; Nunally 1967; Sellitz et al. 1976). 
Cranach’s alpha is computed for a scale based on a given set of items. It can also be 
calculated for any subset of the items. It is, therefore, possible to identify the subset 
that has the highest reliability coefficient. The scale constructed from that subset is 
likely to be the best with regard to internal consistency (Saraph et al. 1989). 
 
         The recommended measure of the internal consistency of a set of items is 
provided by Cranach’s alpha which results directly from the assumptions of the 
domain sampling model (Churchill 1979). Cranach’s alpha should be the first 
measure one calculates to assess the quality of the instrument. It is full with meaning - 
because the square root of coefficient alpha is the estimated correlation of the k-item 
tests with errorless true scores (Nunnally 1967). Thus, a low Cranach’s alpha 
indicates the sample of items performs poorly in capturing the construct which 
motivated the measure. It suggests that some items do not share equally in the 
common core (meaning) and should be eliminated. Conversely, a large alpha 
indicates that the k-item test correlates well with true scores. 
 

a) Reliability test for TQM 
       In this study, a reliability test was conducted to determine the internal 
consistency of the measurements. The SPSS reliability procedure was used to 
test the internal consistency for the items of each measurement or scale of 
total quality management (TQM) practices. The analysis revealed that 
maximization of the alpha coefficient would require eliminating some items 
for each scale. Cranach’s alpha coefficients were computed to test the 
reliabilities of the items within each scale. 

 
       Typically, these coefficients usually fall within a range of 0.70 to 0.90 for 
narrow constructs such as those defined here, and 0.55 to 0.70 for moderately 
broad constructs (Van deVen & Ferry 1979). 

 
 
TABLE 1 Reliability results for critical variables of total quality management 

Critical variables  Original items Items 
Deleted 
 

Cranach’s 
Alpha 
 



Customer Focus 5 None 0.8412 
Leadership 7 None 0.7801 
Design Quality 4 None 0.8650 
Strategic Quality 
Planning 

4 None 0.9095 

People participation 6 None 0.8812 
Fact Based 
management 

5 None 0.9077 

Continuous 
Improvement 

5 None 0.9229 

 
 
         The alpha coefficients for the all TQM scales ranged between 0.7801 and 
0.9229 after the maximization of alpha coefficient was carried out. This indicated that 
some scales were more reliable than others. Even though, all scales will be used for 
further analysis in this study.  
 
        After this analysis was carried out, the critical variables and summary of 
statistics of the TQM practices construct for public listed manufacturing companies 
are summarized in Table 6.2. 
 
TABLE 2 Descriptive statistics of critical variables of TQM practices 
 

Variable Mean Median SD 
Customer Focus 5.7040 6.0000 0.9393 
Leadership 5.4594 5.5000 0.8382 
Design Quality 5.1180 5.5000 1.0821 
Strategic Quality 
Planning 

5.3180 5.5000 1.1037 

People 
participation 

5.0800 5.0000 1.1095 

Fact Based 
management 

5.3888 5.5000 1.0278 

Continuous 
Improvement 

5.8016 6.0000 0.9868 

 
 

b) Reliability analysis for ERM 
     

          Reliability test also is carried out for the enterprise Resources 
Management, the coefficients for all enterprise Resources Management scales 
ranged between 0.8185 and 0.9143 (Table 3).  

 

TABLE 6.3 Reliability results for critical variables of enterprise Resources 
management 

Critical variables  Original items Items 
Deleted 
 

Cranach’s 
Alpha 
 



Human Resources 
Management 

8 None 0.9143 

Information 
Resources 
Management 

3 None 0.8946 

Material Resources 
Management 

3 None 0.8185 

Technological 
Resources 
Management 

5 None 0.9141 

 
 
        Hence, after the reliability analysis was completed, four variables were 
considered for further analysis in the study. The critical variables and summary of 
statistics of the enterprise Resources Management  
 
TABLE 6.4 Descriptive statistics of critical variables of enterprise Resources 
Management 

Variable Mean Median SD 
Human Resources 
Management 

4.3801 4.5000 1.2462 

Information Resources 
Management 

4.6038 5.0000 1.4585 

Material Resources 
Management 

4.9809 5.0000 1.2229 

Technological 
Resources 
Management 

5.0344 5.5000 1.2144 

 
 
1.6.2. Validity 
        Content validity was used to test the validity of the instrument. The elements in 
this study were developed from the conceptual literature and actual practices of 
organizations, as evidenced through various case studies and empirical research. They 
are also rooted in the literature on quality management, general operations 
management, and organizational behavior (Bohmstedt 1969, 1978). The critical 
variables of total quality management and enterprise resource management had 
content validity because an extensive review of the literature was conducted in 
selecting the measurement items and the critical factors, and all the items and factors 
were carefully evaluated by professionals in the academic and business fields. Thus, 
the scales developed here possess content validity (Motwani et al. 1997). To establish 
the construct validity of the measure, it is crucial to determine: 
 

(1) The extent to which the measure correlates with other measures, 
designed to measure the same thing  

(2) Whether the measure behaves as expected.  It was concluded that the 
results concerning the measures developed were encouraging and that 
the instrument could be utilized to produce a profile of organization-
wide quality management. 

 



1.6.3. Preliminary Findings 
 
Relationship between the length of TQM and Productivity 
         Several studies on TQM had indicated that TQM implementation would bring 
improvement to a company's productivity (Schaffer & Thompson 1992; Opera 1996; 
Hendriks & Triplett 1997; Wimsatt 1998; Christensen 1995). In her paper, Wimsatt 
(1988) related a study which indicated that TQM adopters averaged a 44% higher 
stock price return, a 48% higher growth in operating income, and a 37% higher 
growth in sales. Christensen (1995) carried out a study that utilized 150 of Ford 
Motor Company's suppliers as models for the successful implementation of a TQM 
program.  
         Tests comparing 3-year pre- and post-sample period performance concluded 
that significant accounting and market-based improvements occurred from the 
adoption of a TQM program. However, a few researchers who had tried-investigating 
the relationship between TQM and bottom line results failed to prove significant 
relationships (see Cunningham & Ho 1996; Davis 1997). The researcher realized one 
of the major shortcomings of these studies is the failure to relate the economic 
relationship over a certain period of time. Some of these researchers had only 
investigated the relationship between the lengths of implementation of TQM with 
current financial performance of the companies surveyed. A central notion in TQM 
training and literature concerns the need to adopt longer time horizons, and the 
expectation that TQM programmers will not produce short-term bottom-line results 
(Deming 1986). Most TQM advocates agree that TQM cannot produce consistent 
performance advantages until after the third year of implementation, at which point 
most organizations have had sufficient time to adapt, assimilate, and stabilize under 
the new approach (Schmidt & Finnegan 1992). 
         In this study, the manufacturing companies were classified into two groups 
namely "new adopters" (1-10 years) and "old adopters" (more than 10 years). The 
study tries to investigate the impact of the length of TQM adoption on productivity of 
the companies. 
 
The general hypothesis that the study is suggesting is: 
 
H1: Old TQM adopters outperform short-term TQM adopters. 
 
The null hypothesis, H0 would postulate the following: 
 
H0: Old TQM adopters do not significantly outperform short-term TQM adopters 
 
The main hypothesis can be individually examined, which would lead us to the 
following specific hypotheses: 

H1 a: Old TQM adopters have significantly higher total productivity than short-term 
TQM adopters. 
 
        Since this study tries to determine the differences of means between two groups 
of the same sample, the t-test was used to test H1. T-test evaluates the difference 
between the means of two independent groups. Three assumptions must be held true 
in order to perform t-test (Green et al (2000)): 
 

1) Test variable is Normally distributed in each of the two populations 



With moderate to large sample, this assumption may be violated and 
the test still yields reasonably accurate results. In most circumstances, 
a sample of size 15 cases per group should be sufficiently large to 
yield fairly accurate p-values. In our study each group has more than 
40 cases, hence this assumption is violated.  
 

2) The variances of the normally distributed test variable for the 
population are equal. We perform Levine’s test, in order to check this 
assumption. 

 
3) The cases represent a random sample from the population, and the 

score on the test variable are independent of each other 
 

TABLE T-Test and summary of statistics 

Report

6.1905 63 .8203

4.9167 48 1.5688

5.6396 111 1.3537

old

new

Total

Mean N Std. Deviation

 
TABLE 6.15 Independent sample t-test for Productivity with TQM 

Independent Samples Test

18.032 .000 5.533 109 .000

5.118 66.434 .000

Equal variances
assumed

Equal variances
not assumed

F Sig.

Levene's Test for
Equality of Variances

t df Sig. (2-tailed)

t-test for Equality of Means

 
 
          T- Test suggests that there are statistical differences for productivity between 
companies that implement TQM practices more than 10 years and the new adopters. 
According to Levine’s test the second assumption is not valid which means equal 
variances are not assumed. The test was significance for t = 5.11, P-value = 0.000. It 
can be noted that from Table. 14, the old adopters have higher mean values (6.19) 
which mean old adopters have higher productivity. This conclusion supports our 
hypothesis.  

 

          ANOVA was also performing to determine whether the group means are equal. 
In fact, ANOVA and T-test leads to the same results when we are comparing two 
groups. However, for ANOVA analysis one should check the same assumptions of 
the t-test. The following tables show the results of ANOVA for Productivity: 
 



TABLE 6.16 ANOVA for Productivity with TQM 

ANOVA

44.205 1 44.205 30.616 .000

157.381 109 1.444

201.586 110

Between Groups

Within Groups

Total

Sum of
Squares df Mean Square F Sig.

 
 
 
       The analysis of variance (ANOVA) (Table 6.16) supports the stated hypothesis 
since the F-value between productivity and the years of TQM implementation is 
significant (significant F = 30.616 and p-value = 0.000).  

 
       To explore further on the effect of the length of TQM implementation on 
companies performance, the average level of TQM implementation between long 
term adopters and its counterpart was investigated. The results presented in Table 
6.17 provide general support for our notion regarding the relationships between the 
length of TQM implementation and quality management practices. These results 
show that: 

(1) Old TQM adopters have higher means in all critical variables of TQM practices, 
 
(2) There are statistical significant mean differences in four varieties of total quality 
management practices, namely customer focus, Leadership, people participation and 
Partnership; and Fact based Management.  
 
(3) There are no significant differences between the two groups for Design Quality, 
Strategic Quality Planning and Continuous Improvement. Hence, the tests fail to 
show significant statistical evidence to support our proposition that old adopters have 
higher level of practices for these practices.  
 
However, old adopters exhibited higher means for these practices plus training and 
quality measurements indicate”almost significant” t-tests.  
 
TABLE 6.17 TQM implementation Results of t-tests between groups 1 and 2 
 

TQM Practices Group0 Mean SD t-value Sig t 
Customer Focus 
 

1 5.4921 1.0679 -2.1542 0.033      
2 5.8792 0.7319   

      Leadership 
 

1 5.2177 0.9218 -3.535    0-001  
2 5.7619 0.6134   

Design Quality 1 5.1071 1.1542 0.4827 0.630      
2 5.0104 0.8827   

 
Strategic Quality Planning 
 

1 5.2103 1.2502  -1.2615 0.210      
2 5.4740 0.8351   

People participation 1 4.8386 1.2440 -2.4119 0.018     
2 5.3264 0.7365   

Fact Based management 1 5.1651 1.0119 -3.2879 0.001     



2 5.7417 0.7696   
Continuous Improvement 1 5.6317 1.1269  -1.6828 0.095      

2 5.9625 0.8749   
 
°1 = new adopters; 2 = old adopters; * significant at p = 0.05; **significant at p = 
0.01. 
 

1.6.4. Relationship between the length of ERM and Productivity 
       The ERM system is a decision-making tool for the manufacturing industry, 
which makes integrated financial/production trade-off planning and optimization in 
the supply chain management. It is particularly different to the predecessors planning 
systems (MRP II, MRP II + DCS, MES, or "type ERMs"). One of the most important 
features of ERM is that not only production is scheduled and optimized. Cash 
inflows/outflows, business purchase/sales operations, commercial credits, bank loans, 
inflows/outflows of cash during R&D and many other activities as maintenance 
preventive plans, payroll, overhead costs, etc. can be planned, scheduled, taken into 
account during the trade-off overall optimization and represented graphically in 
interactive electronic Gantt charts (Luis Puigjaner 2001). 
 
      The new technology is supported by the creation of an original type of flexible 
recipe; a new calculation structure based on the use of certain directed graphs called 
event-operation networks (EON). It is also supported by new objective functions 
transformed from performance measures of system to economic measures of system, 
as hourly contributions to profit, and the simulation of the fictitious processing units, 
which are not the traditional reactor or pumps, but buys, sales, etc.  

      The ERM system pretends to be a system (because it works as a whole) with 
cybernetic quality (because it possesses auto-regulation possibilities), and that is why 
is defined as an enterprise management system. The application supports 
management cycles because during its use are available degrees of freedom to make 
the system work as a decision-making tool.  
 
       The consideration of financial and production planning as an entire unbroken 
process appears to be the key that closes the loop of the business-operation regulation 
cycle (Badell and Puigjaner, 1998). In practice, the plan ignores the financial 
objectives since it is a result of the production delivery dates, firstly decided. The 
difficulty lies in the fact that improving cash planning affects production scheduling 
by altering payments for final products and billing for raw materials.  
 
      On the other hand, the high-level staff lacks time to frequently prepare or update 
short-term cash plans. The financial decisions relative to production plans many times 
are not formulated with a precise knowledge of the real economic resources available 
and the consequences that these decisions could provoke. However, this 
inconvenience can be avoided by applying scheduling viewpoints not only to 
equipment, resources and utilities, but also to cash-flow balances. Financial and 
production viewpoints of the production scenario can be included in a single 
optimization objective function. 
 
         In this study, the manufacturing companies were classified into two groups 
namely "new adopters" (1-10 years) and "old adopters" (more than 10 years). The 



study tries to investigate the impact of the length of ERM adoption on productivity of 
the companies. 
 
The general hypothesis that the study is suggesting is: 
 
H1: Old ERM adopters outperform short-term ERM adopters. 
 
The null hypothesis, H0 would postulate the following: 
 
H0: Old ERM adopters do not significantly outperform short-term ERM adopters 
The main hypothesis can be individually examined, which would lead us to the 
following specific hypotheses: 

 
H1 a: Old ERM adopters have significantly higher total productivity than short-term 
ERM adopters. 
 
Since this study tries to determine the differences of means between two groups of the 
same sample, the t-test was used to test H1. T-test evaluates the difference between 
the means of two independent groups. Three assumptions must be held true in order 
to perform t-test (Green et al (2000)) as stated before: 
 

1) Test variable is Normally distributed in each of the two populations 
With moderate to large sample, this assumption may be violated and 
the test still yields reasonably accurate results. In most circumstances, 
a sample of size 15 cases per group should be sufficiently large to 
yield fairly accurate p-values. In our study each group has more than 
40 cases, hence this assumption is violated.  
 

2) The variance of the normally distributed test variable for the 
population is equal. We perform Levine’s test, in order to check this 
assumption. 

 
3) The cases represent a random sample from the population, and the 

score on the test variable are independent of each other 
 
TABLE 6.18a T-Test and summary of statistics 

Group Statistics

63 5.9206 .8482 .1069

48 4.7917 1.2876 .1858

ADOPTARS
old

new

N Mean Std. Deviation
Std. Error

Mean

 
Table 6.18b Independent sample t-test for productivity with ERM 



Independent Samples Test

9.139 .003 5.558 109 .000

5.266 76.849 .000

Equal variances
assumed

Equal variances
not assumed

F Sig.

Levene's Test for
Equality of Variances

t df Sig. (2-tailed)

t-test for Equality of Means

 
 
T- Test suggests that there are statistical differences for productivity between 
companies that implement ERM practices more than 10 years and the new adopters. 
According to Levine’s test the second assumption is invalid which means equal 
variances is not assumed. The test was significance with t = 5.266, P-value = 0.000 
(less than 0.001).  . It can be noted that from Table. 6.18a, the old adopters have 
higher meant values (5.92) which mean old adopters have higher productivity. This 
conclusion supports our hypothesis. Moreover, we perform ANOVA analysis the 
results of this analysis in Table 6.18c 

 
TABLE 6.18c ANOVA for Productivity with ERM 

ANOVA

34.723 1 34.723 30.892 .000

122.520 109 1.124

157.243 110

Between Groups

Within Groups

Total

Sum of
Squares df Mean Square F Sig.

 
 
       The analysis of variance (ANOVA) (Table 6.18c) supports the stated hypothesis 
since the F-value between productivity and the years of ERM implementation is 
significant (significant F = 30.616 and p-value = 0.000 (less than 0.001)). The same 
conclusion can be obtain for the total assets with F-value 30.892 and P-value = 0.000 
(less than 0.001). 

        Moreover, to explore further on the effect of the length of ERM implementation 
on companies performance, the average level of ERM implementation between long 
term adopters and its counterpart was investigated. The results presented in Table 
6.19 and Table 6.20 provides general support for our notion regarding the 
relationships between the length of ERM implementation and productivity. These 
results show that: 

 
(1) Old ERM adopters have higher means in all critical variables of ERM practices, 
 

(2) There are statistically significant mean differences in Human Resources 
Management and Material Resources Management. Hence, the tests show 
significant statistical evidence to support the proposition that new adopters have 
higher level of practices for these practices.  



 
(3) There are no significant differences between the two groups for 

Information Resources management and Technological Resources 
Management. Hence, the tests fail to show significant statistical evidence to 
support our proposition that old adopters have higher level of practices for 
these practices.  

 
 
Table 6.19 descriptive statistics for old and new ERM implementation 

Group Statistics

4.2738 1.3308

4.6250 1.0426

4.5132 1.5191

4.7986 1.3364

4.7725 1.2977

5.2431 1.1418

5.0000 1.3474

5.0500 1.0841

ADOPTARS
new

old

new

old

new

old

new

old

Human Resource
Management

Information Resource
Management

Material Resource
Management

Technological
Resource Management

Mean Std. Deviation

 
 
Table 6.20 ERM implementation Results of t-tests between old and new adopters 

Independent Samples Test

.663 .417 -2.125 109 .036

-2.204 109.000 .030

.060 .807 -1.720 109 .088

-1.748 106.433 .083

.048 .826 -2.428 109 .017

-2.482 107.600 .015

.343 .560 -.830 109 .408

-.860 108.989 .392

Equal variances
assumed

Equal variances
not assumed

Equal variances
assumed

Equal variances
not assumed

Equal variances
assumed

Equal variances
not assumed

Equal variances
assumed

Equal variances
not assumed

Human Resources
Management

Information Resources
Management

Material Resources
Management

Technological Resources
Management

F Sig.

Levene's Test for
Equality of Variances

t df Sig. (2-tailed)

t-test for Equality of Means

 
   Since the sample taken is well stratified, we can suggest that old (ERM) adopters 
has better performance results than companies that implement (ERM) practices less 



than 10 years. However, rather than being conclusive, this finding open new avenues 
for future research. 

 
      Quality organizations are a process of continuous interactions of experience, 
adventure and risk. In making choice and decisions, organizations are influenced by 
past history, values and environment. These influence the organization in determining 
its priorities regarding current actions or plan towards continuous improvement. The 
focus of the analysis is to understand the relationship between TQM practices, ERM 
practices and productivity in addition to the financial performance; results posited 
high degree of relationships between the extent of TQM and ERM implementations 
and also good degree of relationships between TQM and Productivity or ERM and 
productivity in the organization. Results indicate the possibility that TQM practices 
and ERM practices have good influence on the achievement of the faculty of 
education  
 
        The correlation between measures of TQM and ERM practices and the faculty 
performance indicators offers evidence of criterion-related relationships. This study 
shows that TQM practices and ERM practices can produce value the faculty.In the 
early stage of the analyses, this study carried out group segmentation through cluster 
analysis. The cluster analysis produces three groups which categorized according to 
their degree of involvement in TQM implementations and similar analysis to the 
degree of involvement in ERM implementations. The following conclusions of 
findings are given according to the hypotheses made earlier in the study. 
 

(i) Relationship between years of adoption and Productivity: 
Results from ANOVA and analysis of means show that the productivity of 
(TQM or ERM) old adopters are more than new adopters. The significant 
F value support the hypothesis that long term adopters outperform short 
term adopters. This suggests that those companies that have implemented 
TQM and ERM practices for a longer period perform better than their 
counterpart. 

 
(ii) Relationship between TQM practices and ERM practices: 

Spearman’s correlation indicates that Technological Resources 
Management and Strategic quality planning are highly correlated with all 
of ERM practices and TQM practices.  

 
(iii) Relationship between TQM and Productivity: 

Correlation indicates that TQM practices are correlated significantly with 
productivity. The correlation analysis showed that Customer Focus, design 
quality and people participant have the stronger correlation’s with 
productivity 
 

(iv) Relationship between ERM and Productivity 
 Pearson’s correlation indicates that ERM practices are correlated 
significantly with productivity. The correlation analysis showed that 
Technological and material resource management has the stronger 
correlation’s Productivity. 
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Abstract 

 

Within the educational system, many factors may impact student’s learning. This 

study is designed to explore an effective model of teaching and learning in the 

calculus classroom. This is a quasi-experimental study and is conducted for one year*. 

Samples are selected from two classes of freshmen in the engineering college. 

Basically, both of quantitative and qualitative data are collected and analyzed. 

 

Students should understand what they learned is the most important focus. Inside the 

classroom, teacher often asks open problems, using different kinds of questioning 

techniques, to motivate students’ interest and promote their understanding. Outside 

the classroom, students are grouped based on their dormitory assignments. Each 

group is encouraged to discuss big ideas and do some challenging problems regularly. 

In addition, in order to examine students’ understanding, each student needs to submit 

one page report each week to describe what he has learned in previous week. 

 

Several types of data are collected, including all test scores, mathematical writing 

reports, questionnaires surveys related to motivation and strategy in learning, and 

selected students’ interviews data. Some statistical hypothesis tests between 

experimental and control groups and the techniques in multivariate analysis are used 

to analyze the data. Results indicate that students in low achievements usually spend 

less time each week in writing report and doing homework, and they often dislike of 

teacher’s classroom questioning. 
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Mathematical writing, Quasi-experimental study, Semi-structured interviews, 

Teacher’s classroom questioning. 
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THE MANY CHILDREN LEFT BEHIND THE NO CHILD 

LEFT BEHIND ACT 

Despite the Obama Administration’s proposed revisions and 

additions to the disastrous No Child Left Behind Act (hereinafter NCLB or 

the Act)1, the United States still faces an ever failing education system. 

Among various federal education legislation referenced within this article, 

are specific provisions that while ideally promote education equality and 

justice individually, taken together through implementation, proceed to 

contradict and counteract the goals of other provisions and education 

reform in general leading to the rapidly declining education rating 

throughout the United States. 

In 1954, the Supreme Court decided Brown v. Board of Education 

and declared that segregation in schools solely on the basis of race was 

unconstitutional.2 The court reasoned that although tangible factors may be 

equal, separation based on minority status deprived students of equal 

                                                            
1  U.S. Department of Education, Archived Information, 
http://www2.ed.gov/legislation/FedRegister/proprule/2002-2/050602b.html, 
NCLB Legislation, (Last Accessed July 2010) 
2  Brown v. Bd. of Edu., 374 U.S. 294 (1955) 
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opportunities.3 Looking toward the negative effect of segregation onto 

public education4, the court focused on the importance of education as a 

part of the public good; that education is perhaps the most important 

function of the state and local governments, is the foundation of good 

citizenship and future progress and thus should be protected.5 This 

reasoning continues to apply today and can be used to show how any 

scenario of segregation could potentially be a breach in the constitutional 

rights of students because of the detrimental effects segregation can have on 

them. Based on this reasoning, every child should be given an equal 

opportunity to obtain a fair and equal education; not just based on race, but 

regardless of one’s socioeconomic background, gender, family dynamic 

and abilities.6 The system under NCLB does not adequately achieve this 

goal and should be reformed.  

Former President Lyndon B. Johnson enacted the first main federal 

education law titled the Elementary and Secondary Education Act 

                                                            
3  Id.  
4 Among the detrimental effects of segregation onto education is a lack of 
self-discipline, lack of motivation, equal opportunities, lack of self esteem 
and self worth, etc. Id.  
5  Id. 
6  Id. 
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(hereinafter ESEA)7 in 1965 as part of his “War on Poverty” but it would 

set the foundation for the United States’ current drowning education 

system. The ESEA contained Federal requirements for and restrictions on 

school and school districts.8 The Act was to be revised every five to seven 

years in an effort for the Act to adjust to the ever-changing adolescent 

society and country along with advanced teaching methods and techniques;9 

this has yet to be successfully accomplished10.  

In 2001, President George W. Bush produced the latest and current 

revision to the ESEA known as the No Child Left Behind Act (NCLB).11 

The primary pillars of this latest iteration were to reduce achievement gaps, 

place stronger accountability on schools, provide more local freedom to 

schools and students, utilize proven education methods, provide more 

choices for parents and boost achievement through programs such as the 

Highly Qualified Teacher requirement and the Adequate Yearly Progress 

                                                            
7  U.S. Department of Education, Archived Information, 
http://www2.ed.gov/legislation/FedRegister/proprule/2002-2/050602b.html, 
Title I of the ESEA of 1965, (Last Accessed July 2010) 
8  Id. 
9 See, Id. 
10 Greg Toppo, How Bush Education Law has Changed our Schools USA 
Today, available at http://www.usatoday.com/news/education/2007-01-07-
no-child_x.htm 
11 Supra, at 1 
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requirement.12 Although not flawed completely in theory, this version of 

ESEA soon gained momentum in a downward spiral through NCLB that 

has and will affect youth, adolescent and adult learning for generations.13 

The initial goals of the ESEA, NCLB and the new revisions have 

promise; however, the implementation and revisions to these laws have 

taken an unfortunate turn for the worse leading the United States Education 

System into a continuously failing pattern.  Loss of funding to schools and 

school districts has a huge impact on an education system that cannot keep 

pace with the rest of the world; where proper reform of teaching methods 

and school systems have fixed these other deteriorating programs14. 

                                                            
12 U.S Department of Education, 
http://www2.ed.gov/nclb/overview/intro/4pillars.html, Four Pillars of 
NCLB 
13 National Education Association, 
http://www.nea.org/home/NoChildLeftBehindAct.html, Problems with 
NCLB 
14 See generally, Robert F. Arnove, To What Ends: Education Reform 
Around the World, 12 Ind. Journal of Global Legal Studies 1, available at 
http://www.repository.law.indiana.edu/cgi/viewcontent.cgi?article=1290&c
ontext=ijgls&sei-
redir=1&referer=http%3A%2F%2Fwww.google.com%2Furl%3Fsa%3Dt%
26source%3Dweb%26cd%3D1%26ved%3D0CD4QFjAA%26url%3Dhttp
%253A%252F%252Fwww.repository.law.indiana.edu%252Fcgi%252Fvie
wcontent.cgi%253Farticle%253D1290%2526context%253Dijgls%26rct%3
Dj%26q%3Deducation%2520reform%2520across%2520the%2520globe%
26ei%3Du3CTTtTWG5SFsgK9oeGfBg%26usg%3DAFQjCNEBH3JzsCqq
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Increased funding, although the typically chosen solution to education 

failings, is not the only way to fix current problems15. Schools must better 

allocate their funds and be given more academic freedom to hire and retain 

the most effective teachers possible in order to achieve goals without more 

funding; which is something that is possible if executed correctly16.  

This article will examine the implementation of required mandates 

on schools and school districts and detail the negative effects on California 

schools from the enactment and implementation of this Act. The first 

section focuses on the education system in place before the ESEA and 

NCLB. The second section discuses the main focus and goals of NCLB and 

the intended implementation of those goals. The third section delves into 

the actual implementation and affects of the act within California in 

particular. Finally, the article concludes with the Obama Administration’s 

proposed revision of the Act and analysis the proposed changes and how 

                                                                                                                                                                  

ixJYTezxGcR1bnN4vA#search=%22education%20reform%20across%20g
lobe%22 
15 See, Dan Lips, Shanea Watkins, Ph.D., John Fleming, Does Spending 
More on Education Improve Academic Achievement?, The Heritage 
Foundation, 2008. Available at 
http://www.heritage.org/research/reports/2008/09/does-spending-more-on-
education-improve-academic-achievement 
16 See e.g. Id.  
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the education system will evolve (and devolve) on the passing of these 

changes.  

I. The Elementary and Secondary Education Act (ESEA)  

The ESEA commenced as a method of providing equal and fair 

education across the country and the establishment of accountability and 

higher standards for public education.17 Although enacted ten years after 

Brown v. Board of Education,18 the ESEA’s principles struggle to live up to 

the standards set forth in that ground breaking case. As will be shown 

throughout this paper, not all students are given the fair and equal education 

they deserve as intended by the construction of the ESEA.19 In the 

construction of ESEA, legislatures hoped to turn around the education 

system to become more accessible and equal to all citizens.20  

Through the ESEA, the federal government provides federal funding 

to public schools in order to accomplish its goals of improving teacher 

training, student literacy, school technology and school safety.21 Funds 

                                                            
17 Supra, at 6 
18 Supra, at 2 
19 Supra, at 14, Supra, at 6 
20 Id.  
21 National Education Association, http://www.nea.org/home/1248.htm 
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were intended to go to schools for them to provide education to more 

students and provide an equal opportunity to all economic levels, especially 

those from low social economic families; hence the title “No Child Left 

Behind”.22 These funds would also lay the foundation for special programs 

developed within schools such as art, music and athletics which has 

provided students a greater span of opportunities in school23. Unfortunately 

through the new revisions and implementation of the act, and the struggling 

economy, these special programs have, in many areas, been cut or 

diminished. 24 

Many revisions to the Act have made it difficult if not impossible for 

many schools to maintain special programs due to budgeting cuts.25 The 

providing of less funding to public schools from federal resources forces 

schools to have to re-allocate the funds they do receive in order to stay 

within their budget26. Schools that find themselves in this predicament must 

                                                            
22 National Education Association, http://www.nea.org/home/1213.htm, 
Providing Funds for Schools 
23 Id. 
24Joseph Van Harken, Budgets Cut Student Experience, CNN available at 
http://articles.cnn.com/2003-08-13/politics/sprj.sch.cuts_1_budget-cuts-
music-or-science-math?_s=PM:EDUCATION 
25 Id. 
26 See generally,  Frank Deford, Budget Cuts Put School Sports on 
Chopping Block, available at 
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pick and choose the programs that will stay and the programs that are too 

costly to keep27. Often times the programs deemed too costly and thus the 

ones that are cut are music, art and athletics28.   

The Act promised equal education despite race, religion or economic 

status; no student was to be refused a proper public education.29 As each 

public school is placed within a district, they are mandated to allow any 

student residing in that geographical district admission into their school 

regardless of race, socio-economic status or gender.30 Furthering adult 

education also became a goal of the ESEA to provide occupational learning 

to underprivileged families to allow parents to learn the skills to obtain 

better employment to more effectively provide for their families. 31 With 

this goal, the public university system and public federal financial aid 

programs were created, allowing people of all social-economic 

backgrounds to obtain higher education; not just those in the upper 

                                                                                                                                                                  

http://www.npr.org/2011/03/16/134533821/budget-cuts-put-school-sports-
on-chopping-block 
27 Id. 
28 See Id.; See Supra, at 23 
29 See Supra, at 6 
30 Id.  
31 Id. 
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classes.32 Through further analysis of the implementations of this act, this 

article will show the ways in which these goals have been thrown to the 

wayside and given a backseat to ratings and numeric achievement.  

II. A Nutshell Look at The No Child Left Behind Act and its 

Fundamental Problems 

Four main pillars encompass NCLB: Stronger Accountability, More 

Local Freedom, Proven Methods and More Choices for Parents33. These 

pillars are intended to reduce achievement gaps and boost accomplishments 

and academic success.34 However, because the pillars are not completely 

independent of one another, when the inevitable overlap between the pillars 

occur, the goals of one pillar often counteract the goals of the other, 

producing declining education rates all over the country. While attempting 

to accomplish the many goals of this act, actual implementation of one 

aspect hampers the success of another.  

                                                            
32 Id.  
33 Supra, at 1 
34 U.S Department of Education, 
http://www2.ed.gov/nclb/overview/intro/4pillars.html, Four Pillars of 
NCLB 
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The Act forces specific federal requirements onto schools that are 

often very difficult, if not impossible, and costly to achieve because of state 

or other federal regulations. Contradictions in amendments are what is 

paralyzing the education system today. The problems outlined within this 

article are only few of the many that affect the day to day life of many 

California students today.  

A. Stronger Accountability 

Within the stronger accountability pillar are several approaches to 

place stronger accountability on schools.35 The Adequate Yearly Progress 

(AYP) requirement stirs up the most controversy over accountability. 

Under this requirement, schools must meet certain testing and attendance 

levels. All students from third to eight grade and one year in high school 

must be tested once a year in standardized reading and mathematics 

testing.36  California further requires that all students first through twelfth 

grade be tested in reading and mathematics every year and high school 

                                                            
35 See generally, NCLB Legislation and Policies, available at  
http://www2.ed.gov/policy/elsec/guid/states/index.html#aa 
36 Dr. Jim Taylor, Race to the Top? Part II, The Huffington Post, (February 
5, 2010) (Available at http://www.huffingtonpost.com/dr-jim-taylor/race-
to-the-top-part-ii_b_451683.html)  
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students be tested in additional areas such as history and science.37 AYP 

requires that all students must score at proficient level or higher by the year 

2014 and that 95% of all students at each school actually take these tests38. 

Even subgroups such as minority students, low income students, English 

Language Learners must meet this standard or the entire school is deemed 

to be a failed school.39   

 AYP requires that average daily attendance in any K-8 classroom at 

any given school be at 92% and that 72% of students in 10th grade or higher 

pass the MCAS exam; a graduation requirement (also labled the California 

Exit Exam from High school where a student must pass before graduation). 

If a school does not meet all of these standards, they will be placed on 

probation and after two years, deemed a school in “need of improvement” 

and will receive less federal funding until the school can once again meet 

these requirements.40   

                                                            
37 Id.  
38 Id. 
39 Id.  
40 Id.  
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 These requirements are problematic and an inadequate way of 

tracking progress and performance within schools41. Standardized tests do 

not effectively determine how a school is achieving, how much teachers are 

teaching or the extent that students are learning.42 Each student has a mind 

unlike any other, comprised of different strengths and weaknesses and each 

of these minds learn, process, retain and apply information in vastly 

different ways43. Each part of the brain functions at different levels in 

individuals to allow each person to be unique and have their own strengths 

and weaknesses and each student’s cognition, or the way they understand 

and comprehend material, functions in unique ways.44  

By testing each student in the same manner, each student is not 

necessarily adequately tested on the knowledge or ability they individually 

have45. Since all students’ minds are different, it would be impractical to 

                                                            
41  Melanie Smollin, Obama Proposes Changes to  No Child Left Behind 
(and it’s about time!) (Take Part, 2010) (Available at  
http://www.takepart.com/news/2010/02/03/obama-proposes-changes-to-no-
child-left-behind-and-its-about-time-) 
42 Id. 

43 Mel Levine, A Mind at a Time, (Simon and Schuster Paperbacks,  2002). 
44 Id. 

45 See Howard Gardner , Fames of Mind: The Theory of Multiple 
Intelligences (Basic Books, Perseus Book Group, 1983). 
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come up with different testing methods for each, however studies have 

come up with several techniques for learning  and accessing that the 

majority of students fall within. These areas are auditory learners, visual 

learners, kinesthetic learners and so on.46 By creating a testing method that 

would comprise of these types of learning styles, a more accurate gage of 

performance would be obtained.47  Since standardized tests are comprised 

solely on multiple choice questions, they are far away from this type of 

testing.48 

The Act also calculates participation rates of students and 

achievement on standardized tests to allocate federal funds to each school. 

49 When a school underperforms or lacks in attendance, for instance, they 

receive less funding.50 Schools that receive less funding have less money to 

pay for their teachers and administrators making it more difficult to find 

and retain high quality teachers and administrators51. Hiring lower quality 

teachers causes a decrease in teaching and learning performance because of 

                                                            
46 See Id. 
47 Id. at 20 
48 Supra, at 43 
49 U.S Department of Education, Adequate Yearly Progress, 
http://www2.ed.gov/nclb/accountability/ayp/edpicks.jhtml?src=ln 
50 Id. 
51 Id. 
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the lower levels of experience and knowledge to do the job as well as a 

highly qualified teacher would have.52 Lower quality teaching leads to 

lower quality learning and lower test scores. This creates a downward spiral 

of lower and lower achievement in underprivileged schools until eventually 

they are forced to close or receive so little funding that they can barely 

operate; forcing students to travel further distances to obtain an equally 

negative education experience at other similarly underprivileged schools.53  

Some schools, rather than sacrificing teacher and administrator pay, choose 

to forgo certain beneficial programs or materials further causing harm to the 

students overall education.54 Whichever option districts and schools choose, 

eventually leads to the downfall of those schools. 55 

Decreases in funding, low quality teachers and special programs, 

progressively affects the dropout rate of middle school and high school 

students.56 When students receive less education and are not engaged, they 

                                                            
52 Id. 
53 Id. 
54 Supra,  at 24 
55 Id. 
56 School Library Journal, 
http://www.schoollibraryjournal.com/article/CA6533974.html, NCLB and 
Accountability Requirements feed drop out rates 
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are more likely to give up and drop out.57 Schools that receive less funding 

and have lower quality teachers are shown to have higher dropout rates.58  

Another unintended setback imposed by these funding restrictions is 

the restructuring of curriculum forcing the removal of such beneficial 

programs as art, music and athletics.  In order to achieve performance level 

on standardized testing adequate enough to receive sufficient funding, 

many schools have been forced to remove these special programs and focus 

solely on the subjects tested on the state required standardized tests.59 

Schools that receive less funding must re-allocate funds, as stated 

previously. Funds are then restructured to focus on the subject areas that are 

tested on the standardized tests including Language Arts, Mathematics, 

Science and Social Science (history).60 Schools hope that by re-focusing the 

majority of their efforts and funds towards these subject areas, scores will 

improve and provide them with increased federal funding61.  In removing 

such valuable programs, however, students are less engaged in school and 

                                                            
57 Id. 
58 Id.  
59 Educational Research Newsletter, 
http://www.ernweb.com/public/892.cfm, Pros and Cons of NCLB: What 
research says 
60 Id. 
61 Id. 
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ultimately learn less.62 Students, who have an interest in at least one subject 

area of school or one specialty program provided for them, retain more both 

inside and outside the classroom, engage more in areas of lesser interest to 

them and earn higher scores.63  

In the attempt to ensure stronger accountability on schools, NCLB 

ultimately forces schools and their school districts to forgo beneficial 

programs and teaching methods to show, through standardized testing, that 

they are taking “accountability” of school quality.  

B. More Local Freedom 

In essence, the More Local Freedom pillar is designed to provide 

more flexibility to schools, promote safer campuses and encompass 

community efforts into education.64 These may have been sound goals to 

begin with, but the implementation; in combination with the other pillars of 

                                                            
62 Id. 
63 Randy Kennedy, Guggenheim Study Suggests Arts Education Benefits 
Literacy Skills” New York Times (July 27, 2006) (Available at 
http://www.nytimes.com/2006/07/27/books/27gugg.html?ex=1311652800
&en=46d2acd42565a9f0 &ei=5088&partner=rssnyt&emc=rss) 
64 U.S Department of Education, More Local Freedom, 
http://www2.ed.gov/nclb/freedom/local/edpicks.jhtml?src=ln 
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this Act have forced the opposite of what was initially intended.65 Schools, 

for instance, became more dangerous and were given less freedom in 

curriculum and teaching styles.66  

 Through the negative aspects of this pillar, a few rays of sunlight 

shine through. Faith and community based organizations were given 

opportunities to obtain additional federal funding to provide additional 

learning tools such as tutoring, academic enrichment services, afterschool 

programs, early literacy programs and mentoring programs to students of 

low income families.67 Of the many provisions within the act, this has been 

one of the contributions of the most growth in education performance and 

achievement among underprivileged students. Unfortunately, much of the 

sources of federal funding provided to these organizations have been 

decreased and depleted leaving very little to be handed out.68 Less and less 

federal funds are doled out to these types of organizations when the 

government faces a deficit. These programs then have less to provide to 

                                                            
65 See generally, The Heartland institute, 
http://www.heartland.org/full/23296/Failing_Schools_and_Local_Districts_
Undermining_Families_NCLB_Options.html, Failing Schools 
66 Id.  
67 U.S Department of Education, Faith and community-Based Programs, 
http://www2.ed.gov/nclb/freedom/faith/edpicks.jhtml?src=ln 
68 Id.  
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students and families for these much needed services.69 Students who 

would normally receive these funds are now left without or with less and 

their performance in school declines. 

 In order to promote safer and drug free schools, efforts were put in 

place to create such programs as anti-drug programs, emergency and safety 

awareness programs, youth violence programs, and much more70. Many of 

these programs are still in place today and have been proven to improve 

safety in schools and teach students the ins and outs of drug and violence 

avoidance.71  Unfortunately, in many areas, declines in funding due to the 

other provisions of this act have prevented those schools to update or even 

keep these programs in place.72 These programs have been proven to be 

effective to promote drug-free and safe campuses, however are not always 

able financially to spread knowledge as much as should be done.  So 

                                                            
69 Id.  
70 U.S. Department of Education, Creating Safe and Drug-Free Schools: An 
Action Guide (September 1996) (Available at http://www.ed.gov) 
71 Id. 

72 Id. 



20 
 

although the intention of these programs is positive, the implementation is 

not always effective or feasible.73  

The freedom given to schools is not translated into safer or higher 

performing schools as they should. Programs that are beneficial to students 

and schools should be kept and promoted, rather than discouraged by 

decreases in funding. Through redistribution of funds and careful planning, 

keeping these programs in place would be a feasible option, although not a 

choice that many administrators are keen to take because it would result in 

a cut to their own paycheck. Thus, these potentially beneficial goals are 

once again thwarted by the implementations of their provisions and the 

“freedom” given to those school administrators. 74  

C. Proven Methods 

A common theme throughout NCLB is “doing what works”, but 

studies have shown that what “works” in the governments eyes does not 

always work in practice for actually enhancing student learning.75 The 

                                                            
73 Id.  
74 Id.  
75 U.S. Department of Education, “Doing What Works”, 
http://www2.ed.gov/nclb/methods/whatworks/edpicks.jhtml?src=ln 
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methods mandated by NCLB thought to improve test scores to increase 

federal funding are shown to either be impractical in many school 

classroom settings or decrease actual learning of skill sets by “teaching to 

the test”. 76 A NCLB teacher is forced to teach only material that will show 

up on state mandated standardized tests through memorization techniques 

and tedious curriculum that does not allow students to sufficiently absorb 

the material other than for use on that standardized test and does not engage 

the students.77 The government, in implementing this act, has provided 

schools with “proven methods” for teachers to implement in their 

classrooms. These teachers can attend specialized classes and training 

programs to learn these methods in order to implement them.78 However, 

many schools and teachers have had to resort to “teaching to the test” 

methods instead in order for their school to stay afloat in achievement 

scores and receive federal funding.79  When forced to choose new 

beneficial methods or methods that increase test scores, schools are not 

                                                            
76 Harvard Family Research Project, http://www.hfrp.org/evaluation/the-
evaluation-exchange/issue-archive/evaluating-out-of-school-time/doing-
what-works-scientifically-based-research-in-education , Doing What works: 
Scientifically Based Research in Education 
77 Id. 
78 Id. 
79 Id.  
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keen to bite the hand that feeds them and instead only focus on increasing 

test scores.80 “Teaching to the test” particularly entails a teacher only 

teaching and providing the exact information that will be on the 

standardized test; requiring them to rush through topics in uninteresting and 

unexciting ways. 81However, when a student only learns the information 

that is on the standardized test, they are not building their general 

knowledge and skill sets required in the real world or engaging in the 

subject.82 When a student is engaged in material, they are more likely to 

learn, retain and remain interested in the subject and ultimately perform 

better academically rather than just on standardized tests. 83 

Furthermore, teachers will provide quick fix methods of learning the 

exorbitant amount of detail required to ensure high test scores. 84These 

quick fix techniques allow students to retain a large amount of detailed 

information in a short amount of time. The retaining of this information, 

                                                            
80 Id. 
81 Id. 
82 Alfie Kohn, The Case Against Standardized Testing: Raising the Scores, 
Ruining the Schools, Heinemann, 2000) 

83 Id. 
84 Id. 
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however, is lost shortly after use if not repeatedly used.85 Rather than taking 

the time to have the students use and repeat strategies proven to translate 

the material from short term to long term (which is what is required for the 

student to retain that information for a longer period of time and use it later 

in their education), teachers must provide these quick fix techniques when 

being pressured by their administration to increase or maintain their test 

scores.86 Students should be taught to understand the how and why rather 

than just the when and what. Teachers have also been forced to use certain 

curriculum and books to teach certain subjects that conflict with those 

“proven methods”.87  

The teaching methods and styles proven through numerous studies to 

be successful at increased student learning and performance are stifled by 

curriculum requirements.88 New methods and techniques surfacing through 

new research and methodology are being suppressed and stifled out.89 

Newer teachers with backgrounds studying these new techniques are not 

                                                            
85 Id. 
86 Id. 
87 Id.  
88 Id.  
89 Id.  
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able to use them in practice due to curriculum restrictions, cuts in findings 

and loss of jobs to tenured teachers. 90 

Test scores may improve in these instances, but growth in learning 

for many students ultimately declines.91 The information that normally 

would be spun into long term memory and be used later in education is now 

being lost in short term memory.92 In “teaching for the test” a student is 

taught ways to quickly memorize and “learn” the material in order to 

regurgitate for the test. But these quick fix methods are not ones that allow 

the material to really sink in and be translated to long term memory where 

it can be used later on in a students’ education or life.93 Because of these 

and other reasons, schools are not receiving adequate results on these 

standardized tests.94 The tests do not adequately show how much the 

students are actually learning or know, or even an adequate level of their 

overall achievement because they are only being prepared for a test rather 

than learning.95  

                                                            
90 Id.  
91 Id.  
92 Id. 
93 Id.  
94 Id. 
95 Id.  
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In addition, in “doing what works”, schools have been forced into 

stricter requirements and qualifications for teachers. Through the Highly 

Qualified Teacher Requirement (HQTR), NCLB requires teachers to be 

monitored for progress and terminated for low performance.96 This 

requirement is often overlooked and not followed because of the State 

Tenure programs.   The Highly Qualified Teacher Requirement in essence 

is a good idea and the education system in general would greatly benefit 

from it, however the systems’ teacher tenure program does not allow this 

requirement to fully function as intended.97 Teachers are now required to 

have higher qualifications to become teachers and must perform to high 

standards throughout their teaching career. 98 School districts are unable to 

remove and replace teachers that do not fall within these guidelines because 

of the tenure system. 99 

The tenure system allows a tenured teacher more leniencies in their 

teaching methods and makes it more difficult, almost impossible for 

                                                            
96 Whittier Journal of Child and Family Advocacy, Tenure and the Highly 
Qualified Teacher Requirement, 8WTJCFA 157, (2009) 

97 See supra, at 35 
98 Id. 
99 Id. 
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schools to terminate those teachers’ contracts, no matter how low the 

performance of their students.100 Tenure programs were designed to give 

freedom and job security for veteraned teachers but has become a burden 

on schools.101 Through the struggling economy, more teachers remain 

employed past the average retirement range; unmotivated and uneducated 

in new proven teaching methods, while fresh newly educated highly 

qualified teachers are unemployed from budget cuts.102 Meanwhile, those 

“methods that work” from provisions of the Act are not even acquired by 

tenured professors because they are not required to attend extended learning 

classes to develop them and take the place of those newer teachers fresh 

from learning these techniques in school and would be adequately able  and 

prepared to implement them. 103 

D. Choices for Parents 

Through revisions of the Act, one concept was to provide more 

access for parents to their child’s education; more reporting from teachers 

to parents, more parental involvement in obtaining assistance for children 

                                                            
100 Id. 
101 Id. 
102 Id.  
103 Id. 
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who need it and  extra programs for those who would benefit from them.104 

The Act should allow parents more choice in what schools their child 

attends and what programs they are able to participate in.105 The fallback to 

these ideas are that parents can only afford what is in their reach and can 

only do as much as they have time for. Many parents are not able to afford 

to move into the district or area where there are better or more effective 

schools for their child.106  

Although the intention was to allow more flexibility, there is not 

much of a choice when only certain schools are financially available to 

certain families. Public schools have become like private schools; exclusive 

and not open to every student since school enrollment is only open to those 

students that reside in that school district.107 Unfortunately, many districts 

encompass a single economic community that not all families are able to 

                                                            
104 U.S. Department of Education, More Choices for Parents, 
http://www2.ed.gov/nclb/choice/help/edpicks.jhtml?src=ln 

105 Id.  
106 Great Schools, http://www.greatschools.org/find-a-school/moving/real-
value-of-public-school.gs?content=2295 , The Real (estate) Value of Public 
Schools 

107 See generally, Id. 
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afford.108 As argued previously, this provision works against the views of 

Brown v. Board of Education because these students are not given a fair 

chance towards an equal education, similar to students in 1954.109 

Today, schools districts are segregating based on wealth and ability; 

originally private schools were intended to be the only schools allowed to 

be exclusive. Families today are forced to lie about their residence in order 

to get their students into proper schools within districts where they cannot 

afford to live. Many of these families have family members, friends, or 

employment within better districts and use those addresses as their place of 

primary residence in order to get their children into appropriate schools. 110 

NCLB promotes this illegality and should be reformed to instead allow fair 

and equal education as initially intended through ESEA and education 

reform.  

Many other parents are unable to participate in their child’s 

education as much as they would like due to their demanding work 

schedules; for which are so demanding to allow their child to attend those 
                                                            
108 Id.  
109 Id. See infra, at 2 
110 Eddy Ramirez, Schools Crack Down on Boundary Hopping, US News, 
available at http://www.usnews.com/education/articles/2009/03/02/schools-
crack-down-on-boundary-hopping. 
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better schools.111 If parents are lucky enough to move their family into a 

better school district, often times they compromise by working harder and 

longer hours at their employment, restricting them from active participation 

in their child’s education since many things require attendance during the 

work day.112 The attempt at more communication between teachers and 

parents often fall short in these circumstances as parents are presented with 

more roadblocks in front of their struggle to gain quality education for their 

children.   

A beneficial portion of this provision is the inception of charter 

schools that actually do close achievement gaps for both general education 

and special education students in many cases.113 The problem lies in the 

amount of charter schools actually open in the country and in California as 

well as the lack of regulation to some failing charter schools. 114Decreases 

in public funding for education directly correlate to the decrease in amount 

                                                            
111 Id.  
112 Id.  
113 U.S. Department of Education, Charter Schools, 
http://www2.ed.gov/nclb/choice/charter/edpicks.jhtml?src=ln 
114 National Conference of State Legislatures, Pros and Cons of Charter 
Schools, available at,  
http://www.usnews.com/education/articles/2009/03/02/schools-crack-
down-on-boundary-hopping 
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of charter schools available for students. The beneficial attributes to such 

schools are lost in budget cuts.115 Methods and theories used within Charter 

schools are proven to work and be very beneficial and should therefore be 

more available to a wider range of students. 116Many successful charter 

schools, although offering free tuition, accept students based on a lottery 

providing each prospective student a very small chance at obtaining 

acceptance. 117 

One method often used within charter schools is a thematic method 

of teaching.118 This method focuses each classroom on a specific theme for 

a month (or specified period of time) at a time and incorporate that theme 

into each subject area of each classroom.119 This method engages more 

students into the subject matter and promotes hard work and focus on 

learning the necessary material.120 Methods such as these improve learning 

and growth and should be utilized in more classrooms and schools. In order 

to do so, schools must be allowed more freedom in their teaching methods 

                                                            
115 National Education Association , http://www.nea.org/home/16332.htm , 
Charter Schools 
116 Davis Guggenhiem, Waiting For Superman, Documentary  
117 Id. 
118 Id.  
119 Id. 
120 Id. 
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(as charter schools often do) and must learn how to re-allocate their funds 

to provide them.121  

III. Results of NCLB on California Schools and Students 

In the past nine years since NCLB’s enactment in 2001, California’s 

National Education ranking has dropped drastically down to forty-nine (out 

of fifty).122 Although not NCLB’s fault alone, the revision clearly marked a 

turning point in the history of California’s drastically declining education 

system. The ESEA and its revisions have not only allowed California to 

slip in the rankings but have set the stage for a future of uncertain education 

standards.  It seems that the many provisions of the act and its revisions 

were not viewed as a whole upon creation. The different requirements and 

mandates on schools and school districts counteract against each other and 

contradict each goal. Although ESEA and NCLB are national standards, 

they have affected California the most when put up against the equally bad 

                                                            
121 Education Examiner, Are Charter Schools Good for our Children?, ( 
January 13, 2010), (Available at http://www.examiner.com/x-1393-Detroit-
Education-Examiner~y2009m1d13-Are-Charter-Schools-Good-for-Our-
Children)  

122 Kahlenberg, Richard. Taking Note “Obama’s No Child Left Behind 
Revisions” http://takingnote.tcf.org/2010/02/obamas-no-child-left-behind-
revisions.html 
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California Board of Education standards and the ever failing California 

budget. 123 

In California, as in many other states, schools are mandated to 

implement certain testing techniques in every day classroom activities. One 

of these programs, used for reading comprehension, is called the Open 

Court System in select elementary schools across the state. 124 With these 

books, each student will read a story and take a assessment; which tests the 

students reading comprehension. Teachers are supplied with standard 

answers to the test questions. The goal of these books was to supply a more 

“engaging and easy to use” method of reading comprehension practice for 

teachers and students.125 However, these books do not quite live up to their 

expectations. The stories in the books are not as engaging for the students 

as they are made out to be and actually make it difficult to test reading 

                                                            
123 Just Schools California, available at 
http://justschools.gseis.ucla.edu/crisis/index.html 
124 The Research Base of Open Court and Its translation into  Instructional 
Policy in California, available at 
http://instructional1.calstatela.edu/mmousta/The_Research_Base_of_Open_
Court_and_Its_Translation_into_Instructional_Policy_in_California.htm 
125 Id.  
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comprehension. Answers provided by students must almost word for word 

match up with the standard answers in order to be correct.126  

This method is thought to prepare students for standardized test 

questions, since multiple choice questions on standardized tests only have 

one correct answer.127 Many principals like the program because they can 

ensure, based on the strict instructions, that the same thing is happening 

from classroom to classroom. 128This method is very problematic because a 

child can perfectly comprehend something without stating so in exact 

words. In fact, it is only human nature and part of the unique structure of 

the brain for students to come up with varied ways of answering a 

question.129 Although this program may help students perform better on 

standardized tests for reading comprehension, their actual skill sets that 

should be acquired through reading comprehension, fall short. Along with 

what was stated previously, students minds all work and process 
                                                            
126 Robert Land and Margaret Moustafa, The Research Base of Open Court 
and It’s Translation into Intructional Policy in California, (Unpublished 
Thesis, Cal St. U. LA, January 2001), (Available at 
http://instructional1.calstatela.edu/mmousta/The_Research_Base_of_Open_
Court_and_Its_Translation_into_Instructional_Policy_in_California.htm)  
 
127 Id.  
128  Patrick Shannon, A Marxist Reading of Reading Education, available at 
http://clogic.eserver.org/4-1/shannon.html.  
129 Id.  
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information differently and it is only natural that they may come up with 

different answers, although still correct.130 Some schools and teachers 

implement activities to go along with these stories to increase 

understanding (which is effective); however these methods are not required 

nor suggested as a supplement to these books.131 Thus, not all teachers go 

the extra mile to ensure their students achieve their full potential.   

In California, due to programs such as the one above, students are 

learning less and gauged to be performing poorly because schools cannot 

properly test the students in certain areas. A subject like reading 

comprehension is so subjective that it cannot be taught and tested in the 

same way as mathematics, where there truly is one right answer.132 Many 

schools that choose not to “teach to the test” and earn lower scores and 

funding; even though the students actually learn more.  

 

 

                                                            
130 Id. 
131 Id.  
132 Id.  
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IV. The Obama Administrations overhaul of NCLB and its 

intended revisions 

It seems as if the new administration plans on eliminating some of 

the most problematic provisions of NCLB, however they may also be 

adding new provisions that could possibly be just as problematic such as 

the “race to the top” grants program.133 In the new administrations overhaul 

of the act, it is evident that they mean business and are taking a hard long 

look at what is working and what is not. 134 Even the proposed idea of 

changing the name of the act, eliminating the “No child left behind” 

mantra, indicates insecurities in the progress of past provisions. However, 

whether or not the changes that will be made will improve the system 

remains to be seen. The system may be too flawed overall to even make 

necessary changes work; it might be more effective to wipe the entire 

system clean and start with a clean slate with a plan that will allow each 

sector to work with each other to better improve education as a whole.  

                                                            
133 Kahlenberg, Richard. Taking Note “Obama’s No Child Left Behind 
Revisions” http://takingnote.tcf.org/2010/02/obamas-no-child-left-behind-
revisions.html 
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Increased funding is a large part of these proposals.135 More funding 

is not, however, all what is needed in order to reform education in the 

United States. In fact, many schools are currently provided with enough 

funds to keep beneficial programs in place; it is ineffective administration, 

teachers and required mandates rather that make it difficult for schools to 

adequately perform.136 In addition the revisions proposed, there should be 

more of a focus on fixing the present problems in funding allocation to 

remove the need for higher taxes to go towards increased funding.137  

Seven main revisions are being proposed that would overhaul many 

of the provisions within the current act. The following will review these 

proposals and analyze the predicted effect of such changes to the system.  

A. Race to the Top 

The revisions’ “Race to the Top” federal grant program could 

possibly lead to some positive as well as negative results. The US 

Department of Education claims that “Race to the Top will reward States 

that have demonstrated success in raising student achievement and have the 

                                                            
135 Id. 
136 John Stossel, Myth: Schools Need More Money, available at 
http://www.realclearpolitics.com/Commentary/com-1_18_06_JS.html 
137 Id.  
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best plans to accelerate their reforms in the future. These States will offer 

models for others to follow and will spread the best reform ideas across 

their States, and across the country”. 138 In doing so, the US department of 

education will decrease funding to schools that are not “rewarded”. On the 

plus side, this program will allow room from the opening of more charter 

schools which have been proven to be very effective and beneficial 

additions to the education system.139 However, the drawbacks are that the 

program will prohibit funding to go to schools that refuse to implement 

some of the detrimental requirements of the other provisions such as 

evaluating teachers solely on test scores. (Test scores that have already 

been shown to be an unclear indicator of actual performance).140 This will 

not adequately allocate funds to deserving schools.  

The whole point of evaluating schools based on progress not scores 

alone is to ensure students are actually learning and growing through their 

                                                            
138 US Department of Education, Race to the Top Executive Summary, 
available at http://www2.ed.gov/programs/racetothetop/executive-
summary.pdf 
139 Dillon, Sam. The New York Times, Obama to Seek Sweeping Change in 
“No Child” Law (Available at 
http://www.newyorktimes.com/2010/02/01/education/01child.html?) 

140 Id.  
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education (a goal of some of the other pillars of the act). 141The prohibition 

of federal funds to these schools is contradicting this goal. This provision 

will also allocate funds to school districts based on Race to the Top 

principles.142 School Districts who promote and take action towards their 

schools improving will receive more funding. This will face the same 

detrimental consequences as the Race to the Top program on schools.143  

 It is a good goal to make administrators work for their money, that 

they only get increased funding when they do their job of improving their 

schools, however, whether or not this change will result in the intended 

improvements is unclear. It is difficult to properly determine if schools and 

school districts are doing their jobs when the only evaluation method the 

government has for them is through students test scores which are already 

proven to be an ineffective ways to track progress.144 In placing such high 

standards on students and teachers in an effort to close achievement gaps, 

students test scores do not accurately illustrate improvement, progress or 

                                                            
141 Marco Petruzzi, A Call for Accuracy In Evaluating School Progress, 
New York Times, available at 
http://opinion.latimes.com/opinionla/2011/09/a-call-for-accuracy-in-
evaluating-school-progress-blowback.html 
142 Supra, at 138 
143 Id.  
144Id.  
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growth within these students. Instead it humiliates teachers and students 

when they fall short discouraging them from trying harder in the future.145 

The Race to the Top provision in actuality unequally shoves deserving 

schools to the bottom when they fight to “race to the top” in their own way. 

146 

B. Elimination of Unrealistic Proficiency Goals and Addition of 

“College and Career Ready” 

One proposed elimination is of the “utopian” goal to have one 

hundred percent of students become proficient in reading and math by 

2014. 147 Elimination of this unrealistic goal will potentially open up energy 

and monies to achieve more effective and realistic goals. This will prove to 

be a positive move forward for the provisions because the goal in itself is 

unrealistic. In the past nine years since NCLB was enacted, scores and 

proficiency has actually dropped, therefore to think that in only four 

additional years these scores will surpass those at the initial goal and soar to 

                                                            
145 Id.  
146 Arguments within this section are not analyzed including “opt out” 
provisions as explained at the conclusion of this article.  
147 Johnson, Scott. Suite 101, “NCLB Changes and Growth Models” 
http://educationalissues.suite101.com/article.cfm/nclb 
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100 percent proficiency is absurd. Many changes must occur within the 

system before the country can ever achieve such a high standard.  

One additional goal of the revisions is to have all students graduating 

high school to be “college or career ready”.148 This provision will define 

what exactly it means to be “college or career ready” as well as change 

standards for what students need to achieve in earlier grades to advance 

successfully to high school graduation.149 It is possible that this goal is 

more realistic than the previous; however the probability of this goal being 

achieved will be determined by the definition of “College or Career ready”.  

This goal may be a good start for a reformed system. Not every 

student is destined to go to college and therefore should not be told that it is 

their only option. Schooling should allow each student to grow and learn 

through their own strengths and not dictate where they should go and who 

they should be.150 Each and every person has a different mind than the next, 

made up of varied levels and aptitudes of different intelligences and should 

be allowed to grow to their full potential based on those rather than 

                                                            
148 Id.  
149 Id. 
150 Id. 
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strapped into to a strict curriculum of only math, English, Science and 

History.151  

C. Revisions of AYP and Accountability Requirements 

The new revisions of NCLB hope to improve the failing system in 

the country as well as those states in dire need, like California. One 

proposed change is under the Adequate Yearly Progress Provision.152 The 

way the act is currently in place, a school is considered a “school in need of 

improvement” if the average scores of a certain grade/section fall below the 

required score two years in a row. This system will look at two groups of 

students (one group each year) rather than tracking the progress of one 

group for two years.153 For example, if a section of third grade students’ fall 

below, the system then looks at the third grade section the following year, 

which are a whole new set of third grade students.  

The revisions plan on changing this to look at the same group of 

students as well to determine the growth of those actual students that fell 

                                                            
151 Howard Gardner , Fames of Mind: The Theory of Multiple Intelligences 
(Basic Books, Perseus Book Group, 1983). 
152 Infra 
153 Johnson, Scott. Suite 101, “NCLB Changes and Growth Models” 
http://educationalissues.suite101.com/article.cfm/nclb 
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below the requirement in the first year.154 This proposed revision seems to 

be an improvement in that the school will be able to more adequately tell 

not only if the school is making the cut for that section, but also that there 

actually is an issue within that section of that school and not just a fluke of 

one of the sections. 155 When looking at two separate groups within the 

same grade but different years, it is possible that one year, the students 

were more prepared coming from the year before or just happen to include 

a group that performs at drastically higher or lower levels.156  

When the school does not track actual progress of a group of 

students but rather only looks at individual years, there is no way of 

knowing for sure if the school is actually performing up to par.157 The 

school must look to not only what level a third grade class performs at, but 

also where that class is the following year (if they fell below the 

requirements the first year) and see if there have been improvements.158 If 

improvements have still not been made from either the new third grade 

                                                            
154 Id. 
155 Id. 
156 Id.  
157 Id. 
158 Id. 



43 
 

class or the original third grade class (now fourth graders), then they should 

be labeled a school needing improvement.159 

D. Revisions on Federal Funding plans and Calculations 

If these proposed revisions pass through congress, federal funding 

allocated to schools will now be determined based on progress rather than 

attendance, population and ratio of poor students on campuses.160 This hot 

issue has been one at a stalemate for years within congress as to how to 

deal with the education budgeting problem.161 It is hopeful that the house 

and senate can come together to finally reach a decision that will actually 

benefit the education system as a whole to improve learning rather than just 

pinching pennies. 

The main goal of fixing the education budget crisis by politicians has 

been to cut spending and lower the debt deficit by cutting programs and 

terminating teachers.162 The goal should be, however to improve teaching 

and learning methods so the system can actually achieve progress and the 

students can learn more. Cutting programs and teaching staff will never fix 

                                                            
159 Supra, at 145 
160 Id.  
161 Id. 
162 Id.  
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the problem, especially when the programs being made are extremely 

influential and beneficial to learning and development of children of all 

ages and the teachers being cut are new, fresh and full of a desire to teach 

and help students learn. It is through reform of the system itself and proper 

allocation of funding that the system will finally improve.163 

E. Revisions to Standardized Testing 

There is much improvement needed in order for standardized testing 

to effectively gage learning and progress in schools. Reform of testing 

methods is required to adequately gauge how schools and students are 

actually performing.164 Unfortunately, the proposals focus very little on 

these types of changes. There is movement towards ratings for schools as a 

whole and how the government will not track progress rather than just 

single performances, however the methods provided to track performance 

and progress remain the same. 

 

 

                                                            
163 Id.  
164 Infra 
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F. Making Parents More Responsible 

Although the initial revisions of NCLB give more choices to parents 

and vows to make parents more accountable, the requirements do not 

exactly do what they set out to do.165 The revisions of the Obama 

administration set out to make clear to follow through with this goal. 

Parents will be allowed to pull their students and transfer them to another 

school if their current school falls below the failure standard for duration of 

two years of longer. One fall back to this plan is that those parents are still 

inhibited by school districts and location. Parents can still only change their 

children’s schools to ones where they can afford to live. So although these 

parents may have more flexibility in moving their children to better 

schools, their choices may still be few and far between.  

V. Overall Views on the new Proposals and Conclusion 

Although many of the proposed revisions have potentially beneficial 

results, the proposal as a whole may not change the existing system enough 

to make as big of an impact as intended or needed.166 The small reforming 

programs added to the current system may prove to increase test scores and 

                                                            
165 Infra 
166 Infra 
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progress at many schools, however the system as a whole seems to still 

have many holes that must be filled before real improvement can be made. 

These changes will also only impact California as much as any other state, 

and will not change some of the detrimental programs put into place by the 

past and current governors.  

As stated previously, it is not only increased funding that is needed 

in order to truly improve the quality of education provided to students, but 

strict reform of teaching methods. The students of today and tomorrow are 

who will run the country of the future, which will create new laws, invent 

new technologies and improve the world. It is therefore, the job of current 

legislation to insure that these students and the students of future 

generations are properly educated and prepared for what lies ahead. It 

seems that there is much more that is required in order ensure that this 

occurs.  

The current system in place and the path it is taking is leading the 

United States education system further and further into a hole that will 

become more and more difficult to recover from. Hopefully these revisions 
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and future revisions and new plans will begin to make the trek back up the 

hole to allow the system to finally stay above water.167
 

                                                            
167 Note on article as a whole: as this article was researched and developed; 
through US law, many new regulations and implementations have arose. 
Particularly, in September 2011, President Obama announced that he would 
use his presidential authority to allow states to “opt out” of select 
provisions of NCLB provided they sign a waiver with the US Department 
of Education and that they agree to particular conditions. This procedure 
would allow more flexibility for states in creating and implementing their 
own models for reform. In addition, California, among other states, has 
adopted a “Parent Trigger Law” that allows discouraged and disappointed 
parents to ban together and get their children’s’ failing schools changed 
over to Charter Schools. This law allows the change provided 51% of 
parents sign the petition. Schools that fit into this law are ones that have 
failed to meet AYP goals for three consecutive years and are subject to 
“corrective action”. As Education reform is a growing subject in CA and 
US legislation, opinions and conclusions within this article would have to 
mold to new provisions and laws to ensure accuracy.  
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of Miles Apart 
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Redlands Community College (RCC), El Reno, Oklahoma is a progressive Agricultural College and has 

many pieces of animal science including bovine, equine, ovine and caprine studies but, because RCC 

does not have poultry science, a void exists.  Auburn University, Auburn (AU), Alabama is one of six 

universities with a Department of Poultry Science but, because AU is 800 miles from RCC, a barrier exists.  

Collaboration with faculty and staff of Auburn University has given RCC students an opportunity to learn 

from the expertise of University professors in poultry science by visiting Eagle Island on Second Life, and 

hence, the void is filled and the barrier removed.  This is a learning experience that can be accessed from 

almost anywhere in the world. Eagle Island is a simulation, built by AU Department of Poultry Science, 

and sponsored by Auburn University Food Systems Initiative.  It is agricultural‐focused and uses the 

virtual environment to educate about “farm to fork” efforts that ensure a safe, wholesome and high 

quality product. This learning environment has been built based on brick and mortar facilities with 

creative liberties taken. The island has locations to highlight the poultry industry and includes a Research 

Unit, Egg Processing Facility, "Dawghouse" Movie, Landmarks of Interest, Virtual Chicken Amphitheater 

and Museum, and a Microlab where microscopes are set up for student use. Web resources are shared 

to show that Second Life can have linkages outside the virtual world and to provide additional resources 

for those visiting the island. The overall purpose of Eagle Island is to provide a more engaging learning 

experience than a traditional classroom. Real life facility tours are difficult, if not impossible, to schedule. 

With the help of experts from Auburn, RCC utilizes Eagle Island to augment classroom presentations and 

encourage critical thinking. Learning and sharing, hundreds of miles apart, ...ahhhh the power of virtual 

worlds. 
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Abstract 

This paper highlights the author’s approach to teaching about immigration in a 

teacher education program in the Pacific Northwest. Using an experiential learning 

approach, the author (as a course instructor) guided two classes to the U.S./Mexico 

border during the summers of 2008 and 2010 to learn “first-hand” about Mexican 

immigration. The author details the positive learning experiences and results students 

had as a result of participating in this innovative class as well as the negative feed-

back received from members of the general public who were upset with the notion 

of teaching about immigration from a humanistic perspective. The author suggests 

that controversial topics for pre-service teachers are best learned via approaches that 

will draw from the students’ personal subjectivities.  
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Why don't you teach your students about Immigration [sic] law of these United States instead of Il-

legal [sic] immigration tricks? Methinks [sic] you should remove yourself back to California with 

the rest of the communistic [sic] politicians who believe in open border policies, sanctuary, over-

population and the reconquista!  --Anonymous email sent to the course professor 

 

During the summer of 2008, a group of students and this author headed to the U.S./Mexico 

border as part of a class offered by the Department of Education Studies (EDST) at the University 

of Oregon. This class marked the first offering of what is now a series of equal opportunity classes 

designed to help aspiring teachers examine how educational inequality is normalized and replicated 

in U.S. schools. This particular class, Equal Opportunity: Diaspora and Immigration, engages students on 

the issue of immigration. Several basic principles/beliefs drive the offering of this class. 

(1) Changing demographics in the United States, predominantly from Latin America, have 

dramatically altered the demography of the U.S. and its public school system, creating “minority-

majorities” in many urban as well rural school districts and schools. This has also become evident in 

“new destination” locations such as the South or the Pacific Northwest (Fry, 2008; Passel, Cohn, & 

Lopez, 2011). Efforts therefore need to be made to prepare educators who are knowledgeable about 

the life experiences of immigrants and to resist deficit victim-blaming ideologies which may create 

low-expectations and/or unwelcoming environments for these parents and/or their children 

(Olivos, 2006; Olson, 2008; Valencia, 1997);  

(2) Anti-immigrant and anti-Latino rhetoric and violence has become entrenched and legiti-

mized as acceptable in the national discourse about immigration (Media Matters, 2008; Southern 

Poverty Law Center, 2009). Based on myths, misconceptions, and racism, this rhetoric infiltrates the 

public school system and negatively impacts immigrant students’ educational opportunities in vari-

ous forms: (a) as ballot-box efforts which serve to punish perceived “illegal” immigrants by targeting 
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their children (Kerper Mora, 2002), and (b) through teacher attitudes and beliefs about immigrant 

students and their families which serve to reinforce negative stereotypes about these students or to 

justify inequitable learning opportunities and outcomes (Cummins, 2001; Olson, 2008);  

(3)  Teacher preparation for the 21st Century must have as its goal restructuring the nature of 

inequitable schooling experiences for marginalized social groups. This includes having future educa-

tors develop not only effective pedagogical tools (i.e., methods) for the classroom but also on devel-

oping a social, political, and critical awareness that will help them reflect on the social context under 

which the inequities of public education function with the ultimate goal of interrupting and altering 

them; and finally, 

(4) Teaching becomes more meaningful for participants when they personalize and experi-

ence the phenomenon beyond the textbook and the classroom activities. This “experiential” learning 

draws in the affective component of learning and students come to live the material in a way that 

cannot be replicated within the four walls of a university classroom.  

This paper documents this instructor’s efforts to expand the learning opportunities of pre-

service teachers by creating “real life” learning contexts and situations about the controversial topic 

of immigration (documented and undocumented) using trips to the U.S./Mexico border. It will 

highlight the experiences of participants who travelled to the U.S./Mexico border during the sum-

mers of 2008 and 2010 as part of a “special” fieldwork version of the course.  

A Changing Demographic Landscape: The Need for Informed Teachers 

What a great thing you and your students are doing Mr. Olivos. Perhaps you will like it enough in 

Mexico to stay. –Posting on the school newspaper’s website in response to story about 

the immigration class. 

“Fueled by a growing number of immigrants and their children,” the United States’ popula-

tion hit the 300 million mark on October 17, 2006 (Ohlemacher, 2006). While knowing for certain 
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who the 300 millionth American actually was is impossible to ascertain, recent demographic trends 

suggest that it is highly probable that this person was a Latino baby born in either California or New 

York. Some, however, cynically suggest that “there is a good chance the 300 millionth American 

walked across the border from Mexico” months before this historic date (Ohlemacher, 2006). 

Not since the first decades of the 20th Century has the United States’ demography been so 

impacted by immigration. According to the U.S. Census Bureau, American Community Survey (Mi-

grant Policy Institute, 2010), 12.5 percent of the United States' total population was foreign born in 

2009, compared with 11.1 percent in 2000 and 7.9 percent in 1990. Of the foreign born in the Unit-

ed States, the top countries of origin were Mexico, the Philippines, and India. This is a marked con-

trast from earlier migration patterns prior to the 1960’s in which the majority of migrants were from 

Western European countries.  

Immigration is indeed changing our country and no other group of people is impacting the 

culture and look of the United States more so than those who come from Latin American countries 

or who are born to Latino parents. According to the U.S. Census Bureau and the PEW Hispanic 

Center (Passel, et al., 2011), Latinos accounted for just over half of the entire U.S. population 

growth since 2000. Regionally, this growth is not limited to established Latino destination states such 

as California, Texas, Florida, Illinois, or New Mexico. Rather, Latinos are transforming the demo-

graphic and linguistic landscape of states not traditionally associated with Latino migration (Fry, 

2008; Passel, et al., 2011). States such as Georgia, Alabama, Virginia, Arkansas, and North Carolina 

have seen exponential growth in their Latino population, increasing by as much as 148% in the last 

10 years (Passel, et al., 2011).  

The dramatic increase in the number of immigrants, particularly Latinos, has affected all lev-

els of our society. Communities are changing to reflect the growing Latino population: Spanish is 

spoken in virtually every town in the U.S. and Latinos can be seen working in many of the places we 
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frequent. They prepare our food, watch our children, and care for our homes. Furthermore, immi-

grants (all, not just Latino) raise the overall level of our standard of living by contributing to our 

economy as consumers and taxpayers (Potter, 2005; U.S. Chamber of Commerce, 2008). This posi-

tive view about immigrants, particularly Latinos, is not shared by all however (Hanson, 2002). Rather 

there is a growing section of U.S. society that is galvanizing and spreading anti-immigrant (particular-

ly anti-Latino) sentiments, sentiments which also permeate schools, classrooms, and teacher-student 

relationships (Katzerman, 2011). 

According to the Southern Poverty Law Center (2009), hate crimes against Latinos have 

been on the rise for the fourth consecutive year since 2003, a phenomenon they link to the mutual 

rise of anti-immigrant groups and activities. For certain groups in our country the dramatic increase 

in the Latino population has caused considerable tension and anxiety (DeParle, 2011; Hanson, 

2002), often resulting in reactionary ballot-box initiatives and legislation that directly and indirectly 

targets them and their children in social and educational policy (Hill, 2001; Kerper-Mora, 2002).  

Indeed, immigrant children and the children of immigrants are not immune to the attacks 

against adult immigrants. They too have of late been bearing the brunt of the anti-immigrant senti-

ment. This can been seen in the negative psychological and emotional effects these children have 

endured seeing their parents deported as a result of increased immigration enforcement efforts (e.g. 

raids), being targeted through legislation efforts to alter the so-called birthright clause of the 14th 

Amendment of the United States, and even through teacher hate and verbal abuse (Borkowski, 

2009; Capps, et al., 2007; Ho, et al., 2009; Mendoza & Olivos, 2009; Zehr, 2008). In the U.S. public 

schools, immigrant students1 are negatively affected not only through policy and practice but also 

through teachers’ actions. Latino students for example have been punished for speaking Spanish at 

school or for being perceived as undocumented immigrants (Christensen, 2008). On April 21, 2011, 

for example, the Southern Poverty Law Center reported disturbing stories of Latino students being 
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pushed against walls and being told to “go back to your own country” or being called racial slurs by 

teachers in a Durham, North Carolina high school (Katzerman, 2011). At a middle school in the 

same city, a substitute science teacher reportedly asked all Spanish surname students to stand up 

then captured video of them with his mobile phone. And in the Bear Valley Unified School District 

in San Bernardino County (CA), a middle school student who wore a shirt supporting the Mexico 

soccer team was told by her teacher that “because of people like you, I pay high taxes, and because 

of people like you, my insurance is sky high” (Teen to sue district, 2011). 

The incidents above raise the urgency of preparing pre-service teachers to understand the 

complex sociopolitical context under which public education functions for “minority”2 children and 

under which their own biases and intolerances have been formed. Educators have an occupational 

responsibility to help all students do well. However, neither teachers nor school administrators have 

impenetrable boundaries that protect them from the biases, tensions, or inequalities of the surround-

ing community or broader society (Darder, 1991). Thus anti-immigrant and anti-Latino sentiment 

easily infiltrates the school system. Indeed, “sociopolitical and ideological visions are brought to the 

classroom [and the schools] through the values, attitudes, and behaviors of teachers” (Lightfoot, 

1978, p. 5). These biases are operationalized in the interpersonal relationships between educators, 

students, and parents, and in the expectations and tolerance educators have of immigrant students 

and/or immigrant parents. As a result, it is vitally important that teacher educators work tirelessly to 

provide learning experiences for pre-service teachers which will promote greater tolerance and un-

derstanding of immigrant (and Latino) students given their large numbers in our public schools. 

The Achievement Gap: The Need for Qualified Teachers 

Speaking of student creativity and the student taking responsibility for learning, it’s easier said than 

done, especially in the case of my adult students. Although they have obviously made the decision to 
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enroll in ESL classes, taking responsibility for learning is a foreign concept for a great many. After 

all, they come from a tradition of educational failure, namely the Mexican school system.  

-California BCLAD Teacher Candidate 

In order for teachers to work effectively with the diverse student population in our country, 

our society must improve socioeconomic opportunities and the overall quality of education we pro-

vide students from underserved and underrepresented populations (e.g. African Americans, Latinos, 

working-class/poor, immigrants, etc).  In the social context, this improvement means curtailing dis-

criminatory practices aimed at blaming minority groups for societal ills. In the school setting, this 

includes, among other things, providing their children with access to well trained and empathetic 

teachers who are capable of providing these students with the necessary critical and technical skills 

to succeed academically and socially in our global society. Thus, the task of teacher educators is a 

difficult chore in that it is to assure the development of teachers who have not only the pedagogical 

skills to be effective teachers of content and skills, but the ideological and social disposition to un-

derstand the complexity of the social conditions which affect the educational and social attainments 

opportunities of underserved student populations (Cortés, 1986).  

Yet, despite the increase in the racial and linguistic diversity found in the public school sys-

tem, today’s teaching force continues to be predominantly female, white, monolingual, and from a 

middle-class background.1 And while not necessarily bad in itself there appears to be a strong dis-

connect between the teachers’ experiences to those of their students. Specifically, often the experi-

ences of the children are so alien to the teacher that they cannot comprehend why certain students 

do so poorly in school. Often this unfamiliarity with the students’ experiences leads teachers down 

the path of deficit thinking (Valencia, 1997). This deficit thinking is characterized as seeing the children 

and their parents as completely at fault for their low educational attainment. Internally, they are of-

                                                 
1 Source: U.S. Department of Education, National Center for Education Statistics, 2002.  
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ten viewed by teachers as lacking intelligence, motivation, work ethic, or desire with the end result 

often being the teacher lowering their standards, expectations, and effort for these students. This 

“deficit perspective” often all but blinds the educator of understanding their role in alienating chil-

dren. Indeed, not all forms of disrespect and intolerance are as explicit as the examples noted earlier. 

Well-intentioned and “politically neutral” teachers can also harbor these sentiments of intolerance 

and can unknowingly (at least to them) communicate these to their students. 

Teacher quality and the need to attract them to historically underperforming schools com-

prised primarily of low-income students of color, who are also often English Learners, is often cited 

as one of the most imperative of educational interventions (Blank, 2003; Ingersoll, 2004; U.S. De-

partment of Education, 2003). Yet, missing within this logic is an understanding of the standards 

that make a teacher a qualified teacher. Within current day educational policy, specifically No Child 

Left Behind, there is a strong emphasis on the demonstration of content as the sole indicator of 

teacher quality. Yet, there is often little emphasis placed on helping teachers understand their place 

in the broader context of inequality. Thus, teacher education programs must search for innovative 

ways to provide pre-service teachers meaningful contact with the populations they will be serving 

and experiences that will challenge harmful biases against those very populations. 

Equal Opportunity: Diaspora and Immigration 

A series of classes titled “Equal Opportunity” form a fundamental component of how stu-

dents in the major engage issues of diversity in the Department of Education Studies at the Univer-

sity of Oregon. Under the premise that introductory, survey-type multicultural education classes 

which focus on a particular ethnic group or diversity issue each week for a term (which are the norm 

in many teacher education programs) do not provide students any depth to the topic they are study-

ing, the education undergraduate program (Educational Foundations) has six classes which engage 

one core diversity related issue for the entire term. These classes speak to issues such as poverty, 
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race, patriarchy, homophobia, colonization, and immigration. Given the intersect of the many forms 

of oppression that exist in U.S. society in general and in education in particular, the faculty at UO 

believe that “one-issue” diversity classes such as these will naturally include discussions of how these 

particular forms of oppression overlap with others.  

The first class to be offered in this series was a pilot of the course Equal opportunity: Diaspora 

and Immigration, which was taught by this author during the summer of 2008. This course explores 

“the issue of immigration within the context of inequality in society and in social institutions and 

how one institution in particular, public education, has responded to [the] presence [of immigrants].” 

More specifically, it is designed to engage students in discussions about the social, political, historic, 

and economic factors which contribute to the phenomenon of immigration and how the public 

school system has worked to reinforce stereotypes and the subordinate status of immigrant students 

(Spener, 1997). It is a critical exploration which challenges the noble mission of the public schools 

which have traditionally been portrayed as the exclusive means by which immigrants have been suc-

cessfully integrated into U.S. society. 

As a pilot class to the new series of equal opportunity classes, the author explored the possi-

bility of creating a class that would include a fieldwork component that would provide students with 

a more in-depth analysis of immigration. The author applied, submitted and was awarded a grant 

from the University Law School to implement a “mini” travel abroad fieldwork component. This 

fieldwork included a week visit to San Diego, Tijuana, Mexico, and Northern Oregon. In 2010, the 

course instructor received another campus award to repeat the trip during the summer of 2010 with 

another cohort of students. Several principles guided the formulation of this fieldwork course. 

This course took an experiential education approach. In experiential education, according to 

Neill (2005), the instructor’s role “is to organize and facilitate direct experiences of phenomenon under the 

assumption that this will lead to genuine (meaningful and long-lasting) learning.” Thus, there was an 
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emphasis on the learner’s subjective experiences as they come into contact with the phenomenon 

under question. The topic of immigration lends itself to the experiential learning approach for the 

following reasons: 

 

(1) Immigration, both documented and undocumented, is a polemic national politi-

cal and social issue. Emotions are often involved when discussing immigration 

and there is no real neutral position on the topic. Thus, students must be able to 

examine their existing beliefs about immigration (what they’ve learned in school, 

what they’ve heard from their social circle of family and friends, and what they’ve 

been exposed to from the media) and confront them in a “real life” situation. 

(2) While Oregon has a rapidly growing immigrant population, this state is still 

overwhelmingly White, as is the University of Oregon student population. Stu-

dents on this campus often have not had extensive contact with racially and eth-

nically diverse social groups, thus they may not have had many background expe-

riences that require them to examine their beliefs and assumptions about mem-

bers of these groups. This course provided students with an opportunity to not 

only meet and talk to individuals and groups that have extensive experiences 

working with the immigrant population but also an opportunity to directly inter-

act with members of the Latino immigrant community in Tijuana, San Diego, 

and Oregon. 

(3) While immigrants to the U.S. come from all parts of the world, Latin America, 

and Mexico in particular, are the primary sending regions. In fact, Mexico is the 

number 1 sending country of documented and undocumented immigrants to the 

U.S. (Migrant Policy Institute, 2008). Thus, students’ experiences along the Mexi-
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can border provided them with a glimpse of the complex relationship (economic, 

political, social, cultural, etc) that exists between the U.S. and Mexico (and Latin 

America). 

(4) Despite the changing demographics in Oregon schools, local schools (particular-

ly in Eugene) are not as diverse as those found in the Portland and Salem metro 

areas. This is particularly problematic since the “regular” on-campus course re-

quires students to take a co-requisite fieldwork class which involves placing stu-

dents in local schools and community organizations to interact with immigrant 

students and their communities. Thus, for on-campus offering of this course it is 

extremely difficult finding placements for students in local schools (or with local 

organizations) that serve immigrant students and communities. As a result, many 

of our students are not able to fully capture the complexity of the issue or align it 

with their in-class readings or discussions. 

This project also targeted a group of students who do not traditionally participate in study 

abroad experiences, namely students from teacher education programs. The curriculum in these 

types of programs usually does not allow opportunities where students can take an entire quarter to 

study abroad. This “mini” study abroad experience was designed to provide the opportunity to those 

students. 

The course was structured around a seminar format. The course began at the University of 

Oregon with a multi-day seminar in which background information was provided on the broad so-

ciopolitical and economic factors that impact immigration and education. This was followed by ap-

proximately 8 days of fieldwork experiences in San Diego, Tijuana, and Oregon. Experiences includ-

ed fieldtrips and discussions with organizations and individuals involved in working with immigrants 

on both sides of the Mexican border. Students, for example, toured the U.S./Mexico border with 
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border patrol, helped placed water in the Imperial Valley desert with a group called Water Station 

whose mission it is to prevent heat related migrant death, and participated in a “search and rescue” 

with a group called Los Angeles del Desierto. In addition, students went to safety shelters in Tijuana and 

spoke with recently deported Mexicans at the Mexico port of Entry. 

Each field experience was accompanied by an instructor-led seminar debrief. In 2008, the 

course concluded at the University of Oregon with individual and group presentations (open to the 

public) and discussions of what has been learned and how this experience not only affected the stu-

dents in the class but will eventually affect the children they will be working with in the public 

school system (or in their particular fields of interest). In 2010, the students instead did a series of 

presentations for classes, student organizations, and/or college faculty. 

Student Feedback on the Fieldwork Experience 

I was initially drawn to this class by the article in The Emerald [the university newspaper] 

which spoke of the opportunity, as a teacher of students of Latino descent, to better understand these 

young people (and their families) unique position within our community, and hopefully in some small 

way become a better teacher/mentor to them. –Student Journal Entry 

Tears, anger, guilt, and frustration were common feelings expressed by students as they par-

ticipated in the class during the summers of 2008 and 2010. Most of the students had some experi-

ence with or exposure to immigrants and/or immigration, several of the students being immigrants 

themselves or children of immigrations. Yet, none were prepared to witness what they saw.  

Students in the course were all required to keep a field journal. In this journal, students were 

asked to reflect on the day’s experiences and to share their feelings about what was learned. For 

many, meeting the migrants themselves was an eye-opening experience, “One of the most impres-

sive things about these men was their faith. Some of them hadn’t had work in 3 weeks, but they 

were still coming out every day, believing that someday things would start looking up.”  
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While for others, the desert conditions in summer under which migrants cross undocument-

ed is what impacted them the most, as told in the following entry:  

Imagining what 3 days straight [crossing the desert] would be like with limited water 

supplies is impossible to imagine. Unlike the migrants crossing the desert, we had the 

luxury of having water at our disposal and being able to get into our cars with A/C. 

This definitely put things into perspective. 

 For students who are several generations removed from the immigration experience, it is 

easy for them to get caught up in the narrative of the mythical golden past of past immigrant groups. 

During these fieldwork courses, however, students were able to critically reflect on the notion of 

what it means to migrate to the U.S. during a different sociopolitical era and how language has been 

used to target these groups:  

What made it even more real was [sic] the footprints that had traversed the path in 

the canyon below. The people were invisible, but had left behind a trace of them-

selves. Even seeing that evidence, I found it hard to wrap my mind around the fact 

that these people would be forced to do this, to arrive in the US this way, because 

our government leaves them no other choice but to resort to “illegal,” desperate 

measures. 

The experiences students had in this class have been life-changing, according to their jour-

nals and presentations. Students shared out how they had never viewed the issue of immigration 

(both documented and undocumented) from this perspective, that is, from the perspectives of the 

immigrants. They did not understand the political nature of immigration or the real stories of people 

behind the headlines and the hate. After this trip to the U.S./Mexico border, however, many stu-

dents felt empowered to do something to improve the situation of the immigration community. 
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This class changed my life. And that’s not a phrase that I throw around, because I 

want people to believe me when I say it. You don’t plan to become an activist. You 

just come across information that you can’t ignore and you have no other choice. 

And I feel like this is what this class has been for me. 

Public Reaction to the Immigration Class 

The topic of immigration has been added to the list of controversial topics to be discussed in 

the classroom. Along with topics such as racism, creationism, abortion, gay rights, and global warm-

ing, the subject of immigration draws out passionate opinions from people on the many sides of the 

issue. Though, in recent years, anti-immigrant advocates are the ones who have had a broader plat-

form from which to propose their ideas and opinions. Reaction by the public to this class was no 

exception. 

A story about this immigration class first appeared in the university newspaper in May of 

2008 to announce its goals and upcoming informational meetings about the special fieldwork expe-

rience. There was minimal initial reaction when this story first appeared, other than from prospec-

tive students who wanted to find out more about the class. When the class started in July of 2008, 

the university paper ran another story. It was this time that the story got picked up by national blog 

sites and newswires. This increased exposure naturally brought in various heated responses about 

the usefulness of such a course as well as critiques about the intent to humanize the experiences of 

immigrant students and their families in the eyes of future teachers. 

On the university newspapers’ website, readers responded by rehashing common discredited 

arguments such as immigrants coming to the U.S. to live off benefits, immigrant families having 

children just remain in the country, and the crime risks associated with Latinos. One reader com-

mented, for example: 
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The Open Borders Lobby are using children and anchor babies as human shields to 

obtain benefits such as in-state tuition grants for illegal aliens. No American should 

be forced to pay for services for foreign nationals. Each state and federal elected of-

ficial must know that illegal aliens should not be given licenses, in-state tuition, 

mortgages, bank accounts, welfare, or any other benefit short of emergency medical 

care and law enforcement accommodations before they are deported. 

 When the topic of immigration is addressed in the general public it is clear by the comments 

of many anti-immigrant advocates that they are exclusively speaking about Latino immigrants, and in 

particular Mexican immigrants. The comments of one reader, for example, insinuates the commonly 

unfounded claim that Mexican immigration is part of a “re-conquest” (reconquista) movement to 

“claim” the Southwest United States by claiming that the I, the course instructor, was intent on por-

traying a one-sided view of the immigration issue:  

Oh, brother, another Mexican brainwashing artist (Olivos) hard at work, eh? 'Border 

Angels' is run by rabid anti-American Marxist Enrique Morones, a well-known liar 

and Mexican Reconquista fanatic. This cretin is a dual citizen who thinks that every 

Mexican on the planet has some sort of 'right' to infest this country unimpeded. 

Morones is a loathsome thug who ought to be in prison. It's a felony to aid and abet 

illegal aliens.... exactly what this POS and his mob have been doing for years. 

Misconceptions about immigrants, particularly Latino immigrants who are very often so-

called “illegal immigration,” abounded in the feedback I received about this class from the general 

public. Violent rhetoric was also evident. In one particular posting, which was quickly removed by 

university officials, one person advocated shooting me twice, one for each of my “two faces,” calling 

into question, my loyalty as an American citizen. This violent tone, however, wasn’t only directed at 
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me. In another posting, one respondent wrote that “We can only hope and pray they are murdered 

with a machete while at the border.”  

It is clear from the comments I received, as well as those some of my students received, that 

the goal of teaching future educators is much broader than engaging the beliefs of the individuals in 

the class. Immigration is a very touchy subject and there are many folks “out there” (and inside 

schools) that accompany their disagreement and displeasure with vitriol. To combat this, it is im-

portant to prepare educators who are armed with the tools of knowledge and empathy. 

Future Steps 

To teach about immigration (both documented and undocumented) is to teach against the 

grain. The media abounds with negative portrayals and myths about immigrants (Media Matters, 

2008) while T.V. pundits and social conservatives use immigration as a wedge to divide voters in 

their desperate attempts to readjust our country’s institutions which are charged with carrying out 

the duties of cultural hegemony (i.e., public schools).  

Qualitative data collected from participants in the program demonstrate the impact of this 

class on their perspectives in regards to immigration as well as growth in their understanding of the 

social, political, and economic forces that contribute to these families’ migration to the United States 

and how once here, how forces also work to institutionalize educational inequality. Students in the 

immigration class understand, via first-hand experience, the difficulties second language learner ex-

perience in an academic context as well as the psychological and physical impacts associated with 

living in a foreign country.  

I couldn’t understand everything [Elvira Arrellano] shared, which was very frustrat-

ing. I’ll try to take the experience of a language barrier as a valuable one that will help 

me better empathize with some of the immigrants who come to the US speaking lit-

tle or no English. 
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As demonstrated by students’ comments, these experiential learning experiences provide 

them with invaluable, and often irreplaceable, perspectives on the challenges immigrant students 

who come from low-income, non-English-speaking background face in the U.S. educational system.  

Moreover, students in the immigration class understand that deficit thinking and blaming the victim 

are misplaced in misinformed points of view which fail to take into consideration the complex, dia-

lectic relationship between sociopolitical, historic, and economic forces.  

Experiential learning is not new to academic and professional formation of many careers, 

nor is new to the preparation of teachers. Often the experiential learning experience for profession-

als can take the form of a community-based activity, early fieldwork experience, or through some 

sort of internship, other times, for many undergraduate students, these learning experiences come 

through a study abroad program.  Within teacher education, experiential learning experiences often 

come in the form of early fieldwork experiences in the classroom, and most notably, through stu-

dent teaching where teacher candidates are expected to experience what it’s like to be a “real teach-

er.” Other times, teacher educators have used in-class experiential learning experiences to sensitize 

candidates to cultural biases and stereotypes they may possess (Nieto, 2006). These “cultural plung-

es” fall along the lines of those activities used to sensitize whites to what it feels like to be a minority 

in the U.S. or not being able to understand the language spoken by the majority of the speakers. In 

these instances, for example, white students may be asked to attend a Black Baptist Church, Chinese 

New Year, a Spanish mass, or a Latino community event.  

Yet, how effective are these experiential learning experiences for our future teachers? Will 

these experiences really make a difference in how teacher interact with their immigrant or non-

English speaking students and parents? Given that as Americans we are often recognized as being 

ethnocentric and from a position of privilege, do experiential learning experiences work to influence 
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the disposition of future teachers who come from backgrounds and experiences which are just so 

distinct to those of the students they teach? 

A particular challenge for the UO EDST program lies in replicating this successful model 

within the local context. In other words, is an international experience the only way teacher candi-

dates can fully comprehend the lived experiences of immigrant youth? From student comments, it 

has been suggested that these experiential learning experiences can also be useful by providing stu-

dents opportunities to have “live-in” (as in local) experiences with the communities they serve. This 

is an ongoing struggle that I (and my colleagues) face in a majority serving institution and a county 

of the state that has not been as affected by immigration.  
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1 In this paper, I refer to immigrant children and/or children of immigrant somewhat synonymously. This is 
not intended to imply that both of these groups share the same experiences but rather to simplify the notion 
that children, by extension, inherit their parents’ social capital (Brantlinger, 2003; Lareau & Horvat, 1999). In 
the school context, it makes little difference if the second-generation Latino child is native-born. The parents’ 
uncertain immigration status disempowers the child in the eyes of school personnel. 
2 The term “minority” is a misnomer since Latino children often are the majority in many urban school dis-
tricts. 
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Abstract  

 

Safety and security in South African schools have in recent years received much 

attention due to the mounting violence, ill-discipline and challenges to authority 

by learners and occasionally by outsiders. There has been intense media 

coverage of disturbing situations in schools which are not only dangerous to the 

learners but also to the educators who are supposed to take care of these 

learners. The legal and professional power and authority of these educators is 

threatened by these increasingly violent situations. This puts pressure on 

educators and challenges them to act and be responsible for the safety and 

protection of the learners irrespective of the dangers they (the educators) are 

exposed to. This responsibility puts educators in physical and psychological 

danger. 
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Introduction and background  

 

Crime and violence is a severe threat to peace, democracy and economic 

stability in South Africa.
 
It corrupts the social fabric of communities and the nation 

as a whole and endangers the health of both children and adults. Crime disrupts 

the provision of basic services and destroys respect for human rights (SAHRC 

Report, 2006:3). This statement is a true reflection of the consequences of 

among other things the major problems in South African schools which are 

characterized by hostile and violent behavior.    

 

This violent behavior in schools is characterized by a variety of factors. These 

factors are influenced by the different school environments, learners’ 

compositions, educators’ flexibility and the community as a whole. Before 1994, 

violence in schools was due to political struggles and strong opposition towards 

the government and its discriminatory policies. Since 1994, the issues around 

school violence have changed dramatically. The violence that is rife, prominent 

and on the increase, is driven by: issues of race; unruly behaviour caused by 

drug and alcohol abuse; disrespect for educators and fellow learners and 

disregard for the authority of parents and school leaders. Most parents and 

teachers think that the violence is also influenced by learners’ misinterpretation 

and misuse of human rights in the South African Constitution. The prominence of 

violence in South African schools has compelled different organisations and 

institutions to examine and research this societal problem.  Through their 

research they have come up with recommendations, suggestions and proposals 

to deal with the violence and assist parents and importantly educators in schools 

who are sometimes victims of this violence (Machaisa & Rowe, 2007:24). 

 

Accordingly, it is the aim of this paper to look at two provisions in the Bill of 

Rights in the Constitution of the Republic of South Africa, Act 108 of 1996. Firstly, 

section 12 i.e. the right to freedom and security of the individual with specific 
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focus on sub-section C which states that a person must be free from all forms of 

violence. Secondly, section 24 which focuses on the environment where 

everyone has the right to an environment that is not harmful to their health and 

wellbeing and to have that environment protected. These two human rights will 

be explored and discussed in relation to South African schools and the effect that 

violence has on the exercise of the two rights in schools.  

 

This paper will also discuss the extent of the responsibilities of educators 

regarding these two human rights and how violent situations in schools challenge 

them and present problems for the protection of these rights of the learners. The 

discussion will also be focusing on the  legal measures and / or procedures, if 

any, that can be taken by schools and the Department of Education (DoE) in 

ensuring that the above-mention rights are carried out not only for the learners 

but also for educators whose rights are also guaranteed in the Constitution. 

Consequently, this paper is based on the hypothesis that much attention is being 

put on the safety and security of learners in schools which is mainly seen as, and 

indeed is, the responsibility of the educators, and less consideration is given to 

the protection of these same rights for educators.  

 

My hypothesis will be supported by a literature review on the topic and interviews 

conducted on some educators from a small number of schools in Gauteng 

Province. The aim of the interviews was to get first-hand information on their 

experiences, fears, understanding of school violence and the extent of the effects 

of violent situations in their respective schools particularly the danger posed to 

their physical and psychological well-being.        

 

Educators just like any other persons within the schools are as much affected by 

the violence that is taking place. Most are of the view that ‘too many rights’ have 

been given to the learners and their rights as educators to be protected are not 

as recognized as they are for the learners. It is therefore, among others the aim 

of this paper to look into this issue and to specifically take a closer look at the 
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legal connotations this has for South African schools and specifically for the 

teaching profession. 

 

Safety and security in the Constitution of the Republic of South Africa, Act 

108 of 1996 

 

One of the sources of education law in South African education is the 

Constitution of the Republic, Act 108 of 1996. The Constitution serves as one of 

the important sources of written laws that guide the way schools should protect 

the people who are interacting with each other on a daily basis. Consequently 

this section will look specifically at the input of the Constitution on protection 

specifically with regard to the safety and security of learners and educators in 

schools.  

 

Section 12 of the Constitution states that, ‘everyone has the right to freedom and 

security of the person, which includes the right – to be free from all forms of 

violence from either public or private sources’. For the purpose of this paper only 

sub-section C will be discussed. This section explicitly states ‘everyone’, which in 

a case of a school implies everyone who is part of the school. This refers to 

learners, educators, parents, School Governing Body members, etc. This 

therefore simply means everyone including educators have a right to be free from 

any form of violence that might take place at the school. This is a major problem 

to educators because they are expected by law to protect the learners. The 

Children’s Rights in section 28 which states that ‘the child’s best interests are of 

paramount importance in matters concerning the child’ (Constitution of the 

Republic of South Africa, Act 108 of 1996, Bill of Rights: Section 28 (2)). This 

makes the duty or responsibility of educators to pay more attention on to the 

learners as their rights are seen as important. Then one can ask: ‘who then 

protects or takes care of the educators’? This question will be discussed later in 

the paper. 
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According to the common law principle of in loco parentis which literally mean ‘in 

the place of a parent’, educators act as parents to the learners whom they teach. 

This also means they must look after the learners as if they are their own 

children. This also put educators in a position of authority as parents to these 

learners. The educators have a legal duty to care for the learners as they are 

under their care while their ‘real’ parents are not there during school hours. 

Therefore, one can simply state that the protection of learners is very important 

and that is one of the reasons why they get special attention.  

 

Considering all the above-mentioned, it then means that schools must be one of 

the safest places in the country. The Constitution again in section 24 of the Bill of 

Rights states that ‘everyone has the right – (a) to an environment that is not 

harmful to their health or wellbeing; and to have the environment protected, for 

the benefit of present and future generations, through reasonable legislative and 

other measures…’. Every person in the school environment is protected and 

guaranteed by this right.  

 

Considering the rise of school violence in South African schools and the dangers 

to which learners and educators are exposed to, one cannot stop wondering 

about the extent to which the protection and the exercise of this right is for both 

learners and educators. In addition school authorities including educators 

themselves are expected to make sure that their schools are safe. This right is 

guaranteed and is regarded as one of the important rights in a country even in 

the context of escalating violence in and outside the school gates.  

 

According to Burton (2008:32) learners experience fear of violence in the 

classroom. According to his study called ‘Merchants, skollies and stones: 

experiences of school violence in South Africa’ done under the Centre for Justice 

and Crime  Prevention and Department of Education, about 42, 8% of the 

learners stated that the classroom is the site of violent incidents where incidents 

such as assault and theft take place. Burton then concluded that this simply 
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mean that educators leave their classes unsupervised. This is one of the many 

examples that show the extent to which educators are expected to always keep a 

watchful eye on the learners to avoid problems that might be a threat to learners’ 

safety in the school.    

 

Legal responsibilities of educators regarding safety and security in schools  

 

As mentioned earlier, educators are expected to exercise their duty to care and 

take measures to ensure learners are protected from any kind of harm that they 

might be exposed to. One of the legal measures is the restriction of dangerous 

weapons or illegal substances on the schools grounds.  

 

According to the newly amended South African Schools Act 84 of 1996, section 

8(a)(1) of Chapter 2 on ‘Random and seizures and drug testing at school’, 

‘unless authorized by the principal for legitimate educational purposes, no person 

may bring a dangerous object or illegal drug onto school premises or have such 

object or drug in his or her possession on school premises or during any school 

activity’. This however will not stop and as seen in schools today, some learners 

will continue to bring illegal drugs and dangerous objects to school. Therefore, in 

addition to the section quoted above, section 8(a)(2)  allows the principal or his / 

her delegate to randomly conduct searches following relevant factors (3) on any 

group of learners or their property for any dangerous object or illegal drug if there 

is a fair and reasonable suspicion. There is also a provision that allows police-

officers to be called to the school should there be a need to do so. 

 

This however does not say anything about the level of protection of the educators 

who will be conducting the searches. Let us say: an educator searches a learner 

who has a dangerous weapon such as a firearm, and shoots the educator. Who 

then is to blame? That is why I earlier asked, who protects the educators? 

Whose responsibility is it to ensure that educators are safe and feel secure at the 
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school? These questions and many others will be addressed in the sections that 

follow.              

 

Educators’ views on safety and security in schools   

 

The focus of this section is on the meaning of the rights regarding safety and 

security in schools for educators based on interviews conducted on educators 

from schools in South Africa.  

 

One educator mentioned right at the beginning of the interview that they are 

faced with an unfortunate cry of a culture of violence that is “invading our 

schools” and we as educators need to do something about it.  

 

Educators are aware and very knowledgeable about their rights and 

responsibilities regarding safety and security in schools. Most associate their 

right to safety with the right to dignity as they feel they deserve to be respected 

by the learners they teach. They highlighted that because of the growing violence 

in school.  They regard their schools as being unsafe for them as well as for 

learners themselves. They say all the rights are just written on paper for them but 

they are not really entitled to them within their school because the learners come 

first. They feel that their rights are being disregarded in favour of learners and for 

them this is unfair. 

 

Educators feel that they exercise their duty to protect and keep their learners 

safe irrespective of the violence in their schools. “It is very hard to deal with 

violence and keep working knowing anything can happen any time but you have 

to do it”, one proclaimed. “It is very dangerous to be a teacher in South Africa 

today but you need to work” one added. One educator complained “we are seen 

as super-humans, we cannot go to the toilet, have a break or just relax”. She 

says the safety of the learners is over-emphasized and their rights as educators 

and humans are disregarded.      
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Burton’s study is the most recent study conducted on violence in South African 

schools in all the nine provinces. In addition to this study, local media has 

published reports on the escalating violence in schools ranging from theft, 

assault, rape, drug and alcohol use, etc. In all the reports and revelations, it is 

shown that Gauteng Province is by far experiencing the highest rate of violence 

in the country. This was reported in the article which was published in Pretoria 

News (24/4/2008) where it was mentioned that ‘more than 88 000 high school 

pupils in Gauteng reported experiencing violence in schools’. This is said to be 

double the figure of the Western Cape which is perceived by many to be more 

violent.  

 

I then decided to make my own sample of educators in a few schools in Gauteng 

Province (both in Pretoria and Johannesburg). I used the random sampling 

technique for both the choice of schools and educators. Sometimes I got lucky 

and managed to interview a principal. 

 

Kinds of violent threats in schools 

  

This section addresses the kind of safety threats schools, particularly educators, 

are faced with and the extent to which these threats affect these educators 

physically and psychologically and how the law protects them. 

 

All the participants acknowledged that they experience an alarming growth in 

violence in their respective schools. It became apparent that schools in 

townships experience more violence than urban or rural schools. The participants 

mentioned threats such as the use of a firearm / pistol to kill an educator or 

attack him / her while on the way home. Some also mentioned insults by learners 

in the classrooms. They feel and are of the view that all this indicates the extent 

to which their right to dignity is being infringed. The educators also indicated the 

level of disrespect for their authority that the learners show in classrooms. This 
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includes among other issues, threatening of use of force to other learners in front 

of the educator and at times fighting in classrooms in the presence of the 

educators. More serious violence even in some cases lead to the death of 

learners in the playground or after school on the school premises which resulted 

from an argument that emanated in the classroom.  

 

The incidence of sexual violence and harassment in schools has remained 

largely unchronicled in South African schools. Although there are no reliable 

statistics on the extent of sexual violence experienced by girls in South African 

schools, the government and other local institution such as the Centre for the 

Study of Violence and Reconciliation (CSVR), the Centre for Justice and Crime 

Prevention(CJCP), the South African Human Rights Commission (SAHRC) as 

well as international organizations  such as the Living Values Education Program 

(LVEP) has recognized the problem as a serious one 

(http://www.hrw.org/reports/2001/safrica/ZA). Serious incidents of rape, sexual 

harassment, and many other sexually-based occurrences have been reported in 

the literature as well as the media. This is either inflicted by other learners on 

their class or school mates or by educators.   

 

According to the South African Human Rights Commission’s Inquiry into School-

Based Violence in South Africa released in 2006, the three major forms of 

violence that educators experienced in the past twelve months before August 

2006, included instances where 22% of learners or educators themselves have 

been found carrying weapons into the educational institution. Assault amounted 

to 18% of the cases in schools and fights involving weapons counted for 14,4%. 

During the few interviews that I have conducted, it was apparent that bullying, 

petty fist fights, stealing, and in few cases damage to school property, were 

among the problems experienced in most schools.    

 

One educator mentioned that the explanation in the South African Schools Act on 

the definition of a ‘dangerous object’ does not really serve any purpose because 
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learners can turn anything into a dangerous object. He stated cases where 

learners use pens, mathematical instruments, scissors and rulers to inflict injuries 

on other learners in the classroom while the educator is busy teaching. 

Therefore, he concluded that schools will never really be free from dangerous 

objects or weapons because the very same things learners are expected to use 

for studying or learning are turned into dangerous weapons against other 

unsuspecting learners.  

 

All participants agree that learners are given “too many rights while their rights as 

protectors of these learners are being neglected”. One educator was once forced 

to relocate to another province because she was being victimized after trying to 

intervene and handle the case of rape concerning a 9 year old at the school 

where she was working. The community turned against her after the name of the 

suspected rapist was reveal and it was found to be one of the respected 

members of the community. The Department officials could not guarantee the 

safety of the educator after she was threatened, stalked and received death 

threats over the phone. She was psychologically disturbed and unstable and had 

to be on sick leave for six months. She could not go to school anymore and 

applied to the Department to be moved to another school. That, according to her, 

was the only possible solution to her dilemma. 

 

Most of the violence in schools happens between learners and sometimes 

outsiders in form of gangsters which get into the schools. Few educators 

indicated having experienced the formation of gangsters in their schools. 

Although, in most instances we are aware of the violence that takes place mostly 

between learners, it has also been shown in literature that there is some extent of 

violence that takes place between educators and learners in some schools. 

According to Burton in his study, principals in secondary schools indicated that 

there is a 25,2% of physical violence and incidents between educators and 

learners, while educators indicated a 14,5% on the same issue (Burton, 
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2008:26). The figures are lower in primary schools. This is a clear indication of 

the dangers educators face in schools.  

 

For this reason, educators emphasized that since the law does not protect them, 

they feel the need to protect themselves. Some even resort to carrying weapons 

to school as a means of self defense against violent learners especially in high 

schools. Most of them indicated that in most cases principals in their schools do 

not know of these weapons. They, however, indicated that in many instances 

they do not really necessarily use them but are used to just threaten unruly and 

violent learners. They justify this behavior by indicating that this means of 

protection does not only protect them as educators but the other innocent 

learners who are defenseless.  

 

There were two interesting situations mentioned by two male participants. One 

principal in a rural school was hit on the face by an angry learner. The other 

educator had a knife pointed at him in class by a learner. One case involved 

physical violence against an educator; while the other indicated the threat of 

physical violence against the educator. This shows the extent to which educators 

are exposed to the danger of physical violence in their schools. The cases 

mentioned involved educators just leaving their classrooms and the learner’s 

parents being called to the schools for disciplinary proceedings.  

 

The educators indicated the emotional stress they experienced during and after 

the cases and how it affected their teaching and other working relations in their 

schools.      
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Legal responsibilities of learners, communities and parents regarding 

safety and security in schools 

 

Another important aspect of school safety and security is the role and the legal 

responsibilities of the learners, community and parents regarding the safety and 

security in schools.  

 

According to a book published by the CSVR, every school must have a school 

safety policy that must be strictly be adhered to. The policy must have a step-by-

step plan to deal with and prevent violence and crime in the school. The book 

describes safe schools as those used by the community and has systems that 

enable teachers, learners and parents to respond effectively to crises, tragedies 

and threats (Vienings, et al.). All the stakeholders in education must take the 

responsibility to develop and follow this policy. Although schools (principal, 

educators, learners) initiate the policy, other people and organizations must also 

be involved. These include the School Governing Bodies, school’s security 

personnel, and community organizations such as church groups, community 

policing forums, youth organizations and other civic movements, the South 

African Police and importantly, the government (Machaisa & Rowe, 2007:25). 

 

Learners have the responsibility to respect their educators and contribute in 

keeping their own schools safe. The law states that rights and responsibilities 

cannot be seen in isolation from each other. This means if one wants and feels 

that it is their right to be protected from any harm, they should also have a fair 

share of taking responsibility for their actions and, in turn, respect and protect the 

rights of others.  

 

There is, however, a major problem with school safety. Burton (2008:52) found 

that among many learners who experience violence in school also experience 

violence  at their homes and in their communities. Therefore, it is for this reason 

that the community must be legally compelled to be involved with the safety and 
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security of learners in their schools. The report in the Pretoria News stated that 

the Department’s officials mentioned that ‘they are initiating programmes in 

schools through necessary legislative measures and initiatives but they ‘could not 

reach the source of the problem’  which stems from the violent nature of the 

communities in which schools are situated and the violent homes from which 

some learners come.  

 

On one hand the community must be involved in making schools safe but on the 

other, parents must honour their legal responsibilities as primary educators to 

take all reasonable measures to prevent harm to both their children and 

importantly to those who are teaching them – the educators.      

 

Legal measures regarding safety and security in schools 

 

It should be acknowledged that although this paper focuses primarily on the 

protection of educators who must also act lawfully, it should also be noted that 

these educators have duties. There are reported cases of rape, assault and 

harassment by some educators towards learners where educators act unlawful 

and violate the rights of the learners.  

 

For this reason in 2000, the South African parliament amended the 1998 

Employment of Educators Act to expand the scope of actions considered 

"serious misconduct" in Chapter 5(17) and to include a disciplinary code and 

procedure in Chapter 5(22) for employers to use when it is alleged that an 

educator has committed misconduct. If an educator commits an act of sexual 

assault on a student or has a sexual relationship with a student that constitutes a 

serious misconduct that warrants dismissal if an educator is found guilty (Chapter 

5(17)(g)). The act details the sanctions that may be imposed and describes how 

an employer should conduct disciplinary hearings in cases of misconduct. Also, 

corporal punishment is seen as assault that warrants arrest should the educator 

be found guilty and is liable on conviction to a sentence (South African Schools 
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Act, Chapter 2(10).   

 

South African Schools Act, section 9 of Chapter 2 also provides for the 

suspension of pupils as a "correctional measure," or their expulsion for "serious 

misconduct" after a fair hearing. It is left to the Head of Department to expel a 

learner for the behavior which may constitute serious misconduct and the 

disciplinary procedure to be followed which is determined by the MEC in a 

Provincial Gazette. This section is very important and warrants some sense of 

security for learners and educators but it does not, however, stop the violence 

and crimes that are seen in schools today. 

 

In 1999, the Department of Education launched "Tirisano" (a Tswana word 

meaning working together), which is a nine-point plan of action to be 

implemented over five years with the broad aim of repairing the South African 

school system. Tirisano has a school safety component aimed at ensuring that all 

schools are free from crime, violence, and sexual harassment.  For example 

(Priority 3) emphasizes the importance of schools becoming centres of 

community life. Schools are urged to involve communities and parents in order to 

have a productive violence and crime free environment (Asmal, 1999).   

 

The department became involved in the process of collaborating with the 

Secretariat for Safety and Security and the National Youth Commission to 

develop a Joint Framework Document on strategies to address youth violence in 

schools as a part of Tirisano. The framework document outlines a multi-

departmental intervention strategy to address youth violence within certain 

targeted schools. The proposed intervention strategies are designed to mobilize 

and integrate multiple levels and sectors of government and civil society. The 

document marks the culmination of the first phase of development. The violence 

reduction strategy calls on all stakeholders to address the social system 

underlying youth violence, to eliminate spaces for violence, and to facilitate 

learning (http://www.hrw.org/reports/2001/safrica/ZA). 
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In an attempt to do completely away with corporal punishment in schools, the 

Department of Education in 2000 released an interactive manual for teachers on 

alternatives to corporal punishment. The document suggests ways in which 

teachers can be proactive and set up the learning environment that limit 

discipline problems and suggests strategies on application. At the official 

launching of the document, the then Minister of Education Professor Kader 

Asmal mentioned in his remark that the manual serves as a guide for educators 

to help them with alternative ways of punishment of learners without infringement 

of their rights to dignity and security. According to him the booklet provides both 

human rights and an educational argument and justification for the banning of 

corporal punishment by the South African Schools Act. 

 

This remains a dilemma in most schools in South Africa as educators feel 

corporal punishment was helping with the elimination of unruly behaviour in 

schools. Most of those I interviewed stated that they hated the fact that they are 

not allowed to use corporal punishment because according to them it helped in 

controlling the violence in their schools. The fact remains that in South Africa and 

in many parts of the world corporal punishment is viewed as inhuman, cruel, 

torture and degrading (Gallinetti, 2006). It is also a violation of human rights.   

       

This section addressed the legal means put in place by the government of South 

Africa in dealing with violence in schools that does not only violate the rights of 

the learners and educators. Most of the measures discussed focus on the 

protection of learners from educators as we have seen with the mentioning of the 

Employment of Educators’ Act. Although the government put in motion many 

plans do deal with the protection of everyone in the schools, educators still feel 

they are helpless and they still ask: ‘Who is protecting us?”.  

 



 17

Conclusion 

 

This paper discussed the implications of the rights to safety and security in 

schools with a major focus on the Constitution of the Republic of South Africa, 

Act 108 of 1996. The main focus was on sections 12 and 24 that specifically look 

at the protection of individuals’ rights - not be subjected to any form of violence 

and to be in an environment that is safe. The paper further looked at the extent to 

which educators feel safe and the extent to which they are expected to protect 

the learners from any danger in their schools. Educators voiced their concerns 

about their rights that are being infringed on a daily basis because of the growing 

violence in their respective schools. 

 

The paper further focused on the legal responsibilities of learners, parents and 

communities as well as the measures that are put in place by the South African 

government and the Education department regarding safety and security in 

schools.  

 

Clearly there are initiatives and efforts to eliminate and completely destroy the 

dilemma of violence in South African schools. It however remains a serious 

concern because it seems it is not impacting on the extent of the violence as it 

continues to grow and become more violent on a daily basis.  

 

‘Let us include communities around our schools and mainly the parents to assist 

with this problem that will eventually affect our culture of teaching and learning 

more’.    
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Abstract 

The goal of this research study was to determine how critical incidents in classroom management 

during student teaching can affect a person's view of the teaching profession.  Student teachers' 

perceptions of their teacher education programs and their preparedness for classroom 

management issues were analyzed.  Focusing on those behavior management issues allowed us 

to identify specific areas in which recommendations can be made to improve teacher education.  

Implications were based on interview questions asked of each participant.  Interviews were 

recorded, transcribed, and data analyzed using a qualitative analysis approach.  Theory vs. real-

world application, mentor teacher involvement, and perceptions of the teaching profession were 

big ideas discussed at the conclusion of this study.  Recommendations for career and technical 

education programs were made and implications for future research were addressed. 

Introduction 

 Student teachers have a unique view of classroom management compared to more 

experienced teachers.  Their limited knowledge and background managing a classroom full of 

students can make teaching a difficult task.  Student teachers’ uncertainty and lack of confidence 

contributes to an overall attitude toward the teaching profession.  This in turn, could deter 

potentially good educators from teaching based on a single incident.  This study compiles data 

from specific encounters with classroom management and analyzes a critical incident which 

occurred during several student teachers’ internship experiences.   

Classroom management skills are necessary for career and technical education (CTE) 

teachers to run successful learning environments within their multi-dimensional classrooms.  

Poor management abilities can lead to decreased happiness in the profession and other negative 
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feelings associated with teaching.  These feelings can affect the students' learning outcomes and 

can negatively influence the total learning equation.  This is why teacher preparation is vital to 

the success of new teachers as well as the learning success of their students. 

 This study focuses on common themes from interviews with recent CTE student teachers, 

their ideas about how classroom management issues influenced their perception of the teaching 

profession, and what implications can be made from their student teaching experiences.  In this 

study, classroom management refers specifically to the way teachers organize classrooms and 

manage the behavior of their students.  A focus is put on behaviors of students that make good 

instruction difficult.  Targeting behavior management issues allows us to identify specific areas 

in which recommendations can be made to improve career and technical teacher education. 

Review of Literature 

 The dynamics of a career and technical education classroom can sometimes be very 

similar to those of any secondary classroom. However, they can also be quite unique and varied. 

Many career and technical learning activities involve class discussions, include group projects or 

take place in a laboratory. Business education classes often center on self-paced, individualized 

computer activities. Family and consumer sciences classes vary from individual work to group 

activities to whole-class discussions, and technology and engineering education classes 

emphasize projects and learning centers.   

Technology and engineering education teachers, as well as business and family and 

consumer sciences teachers, are faced with challenges created by the teaching environment. 

Attempting to manage students in a CTE setting can be much more challenging than managing 

students in a traditional classroom setting (Stone, 2011).  CTE teachers must supervise 

laboratories with numerous pieces of equipment, materials and tools, accommodate 
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disadvantaged students, and keep up with ever-changing curriculum. This requires teachers to 

continually upgrade their knowledge and expertise. (Hill & Wicklein, 2008) 

 This variety creates an atmosphere that may challenge the teaching and classroom 

management skills of a beginning or student teacher.  Cruickshank, et al. (2009) defines 

classroom management as "the provisions and procedures necessary to create and maintain a 

classroom community in which teaching and learning can occur" (as cited in Stone, 2011).  

Classrooms in which teaching and learning can occur must not only be well-managed, but must 

evoke a comfortable atmosphere for both students and teachers.  If this does not occur, teachers 

and students alike can experience a process of constant frustration.   

 Certain feelings can alter one’s view of the teaching profession as a whole and cause a 

potentially good teacher to leave the field of education.  In a study by Ruhland (2002), classroom 

management issues were identified as a major reason for business teachers leaving the teaching  

profession.  Promoting positive experiences during student teaching, especially ones dealing with 

classroom management could potentially prevent some cases of this desertion from the 

classroom.  The need for quality teachers is always high, therefore, teacher education programs 

should do whatever possible to retain and develop students into great teachers. 

As with any new experience, student teaching is challenging, whether it is a positive or 

negative experience.  Novice and student teachers are often concerned about the challenges of 

teaching content, as well as managing classroom procedures and student behavior (Johnson, 

Rice, Edgington, & Williams, 2005).  A study by Fletcher et al. (2011) showed that classroom 

management was a primary concern for over 60% of the participants, all of whom were student 

teachers at the time.  Student behavior and classroom management techniques are concerns for 

all teachers, and teacher education programs should promote active learning and practice in 
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becoming skilled in dealing with these areas.  Teachers, especially beginning teachers, often 

“compartmentalize ‘teaching’ and ‘classroom management’… they should “blend seamlessly to 

create an overall climate that supports student learning and achievement.” (Evertson and Neal, 

2006, p. 1)   

It is important for teachers to understand classroom management strategies and 

instruction practices that support academic engagement.  “Effective classroom management may 

significantly increase academic engagement for students with behavior problems” (Baker, Clark, 

Maier & Viger, 2008, p. 1877).  Crews and Stitt-Gohdes (in Rader, 2008) state “classroom 

management is central to effective, vigorous instruction” (p. 71). Student learning increases in a 

well-managed classroom. According to Del Guercio (2011), "classroom management is an 

essential element in student learning and sustaining academic achievement."  All students can 

benefit from a classroom with few behavioral problems.  As a "fundamental prerequisite" for 

academic success of at-risk students, an orderly classroom with a clear behavior management 

system can encourage academic growth and create a sustainable learning environment (Kraft 

2010). 

Moore (2009) defines classroom management as the “complex task of establishing and 

maintaining the classroom environment so learning goals can be accomplished” (p. 360). 

Thompson and Wheeler (2008) believe that the physical, intellectual and emotional aspects of 

the classroom environment influence learning goals. This includes trust and a feeling of safety 

between the student and teacher as well as among students. Evertson and Weinstein (as cited in 

van Tartwijk, Brok, Veldman & Wubbels, 2008) describe classroom management as “the actions 

teachers take to create an environment that supports and facilitates both academic and social 

emotional learning” (p. 2).  
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Experience enhances a teacher’s classroom management abilities.  Classroom 

management may be an ambiguous concept for new teachers making it difficult for them to 

interpret the results of their actions. A situation may be considered disorder to a new teacher 

while an experienced teacher considers it order (de la Torre Cruz & Arias, 2007). New teachers 

are often unaware of the number of tasks involved in maintaining a productive classroom. They 

do not realize that many of their practices have an effect on the overall learning environment 

(Chitpin, Simon & Galipeau, 2008). Experienced teachers can work with new teachers to give 

them the necessary skills to cope with disruptive student behavior. Performing new skills in a 

laboratory classroom and receiving feedback from experienced teachers might help new teachers 

handle their classrooms with more confidence. (Brouwers & Tomic, 2000) 

Rader (2003) has found that there are a multitude of suggestions for classroom 

management techniques for beginning teachers in textbooks and scholarly journals. These 

suggestions are based on teachers’ and educators’ experiences and observations as well as many 

research findings.  Many teachers believe the best approach to classroom management begins 

with preparation before the year begins. Novice teachers should prepare for classroom 

management by learning as much about the school as possible, by establishing networks with 

colleagues, and identifying resources (Rader, 2003). 

“Positive management strategies involve being prepared with content knowledge, being 

personally organized, planning properly, and organizing the classroom prior to the students’ 

arrival” (Rader, 2008, p. 73).  Other strategies suggested by Del Guercio (2011) are establishing 

control, creating effective discipline policies, building rapport with students, and determining the 

needs of students who may present behavior problems.  These basic elements of creating a 
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positive learning atmosphere through classroom management practices can greatly improve a 

teacher's ability to maintain control of the environment.   

Another example of a skill most effective teachers utilize is building a foundation of 

guidelines to which students should adhere while in the classroom. Establishing procedures and 

routines for students is one of the easiest ways to increase positive behavior in a classroom. 

These should be established at the beginning of a term and taught to the students (Thompson, 

1998). Students should be provided with a brief list of rules for the classroom or lab that are 

consistent with school policy. On the first day of class, the rules should be presented in a positive 

way, including examples of desirable behavior (Rader, 2003). 

Classroom procedures are the ways teachers and students accomplish administrative 

routines, student movement, housekeeping, lesson routines, interactions between teachers and 

students, and talk among students. Although they are seldom written down, they are the way 

things get done in classrooms (Woolfolk, 2004).  They “communicate behavioral expectations 

for specific situations” (Johnnson et al., 2005, p. 30).  However, according to Kraft (2010), 

teachers are often bombarded with behavior issues because they have too many rules and 

because classroom values are not clearly differentiated from nonnegotiable expectations.   

A positive teacher-child relationship is also an important part of effective classroom 

management. Teachers should be warm, responsive, caring and supportive as well as hold high 

expectations for students. Classroom management is a social and moral process, and strategies 

relying on punishment and external rewards may negatively influence the classroom atmosphere. 

Teachers must take into account students’ characteristics such as ethnicity, cultural background 

and socio-economic status (van Tartwijk et al., 2008).  
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Teamwork and responsibility should also be taught to promote social and moral growth 

in students. Cooperative learning provides students with opportunities to practice responsibility 

and demonstrate teamwork. When each group member has responsibility for the success of a 

group, it reinforces appropriate behavior (Rowan, 2007).  Career and technical education 

curricula provide opportunities for teachers to plan cooperative learning activities and encourage 

interaction between students.   

This idea should lead CTE teachers to decide on certain procedures and classroom 

management systems to be established specifically for career and technical laboratories. 

Teachers must be able to identify students who need assistance and maneuver around computers 

and other equipment to monitor students. Some business education teachers use procedures like 

color-coded cups, flags or cards for students to communicate their needs (Rader, 2008).  These 

techniques, like many others, can create positive expectations for student behavior and promote a 

classroom of successful cooperative learning.  Marzano et al. (2003) found that effective teachers 

who can manage a classroom are able to use certain research-based strategies that direct student 

behavior, which leads to greater student engagement with content and activities.  This, in turn, 

leads to greater student achievement (As cited in Stone, 2011). 

An instructional approach to classroom management is based on the premise that “well-

planned and well-implemented instruction will prevent most classroom problems….lessons that 

engage students in their own learning and afford them the opportunity to be successful learners 

will prevent and solve most management problems” (Moore, 2009, p. 365-366).  New teachers 

need to plan lessons based on standards to be taught and learning needs of the students. Daily 

objectives should be posted for the students (Johnson et al., 2005) and students should be aware 

of their own learning at all times.  Classroom values should be promoted each day, and students 
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should be held responsible for upholding these standards.  Teachers who fail to properly prepare 

and maintain classroom interactions are shown to have increased discipline problems, and 

administrators uphold that this leads to reduced instructor effectiveness and quality of student 

learning (Stone, 2011).     

Monitoring student behavior allows a teacher to know what is happening in the 

classroom, and to allow for targeted responses with firmness and clarity.  Edwards (2008) 

suggests the responses should not interfere with the other tasks the teacher is performing 

“Withitness” helps the teacher stop misbehavior before it spreads and increases in significance. 

“Overlapping” is the teacher’s ability to manage multiple issues (Hardin, 2008).  These skills as 

well as positive overall teacher efficacy can lead to reducing behavioral issues in the classroom.  

Also, how a teacher interprets behavior problems may actually affect the efficiency of the 

classroom.  Marzano (2011) emphasizes that teachers can practice awareness and control over 

the interpretations of certain situations.  This allows the teacher to more effectively handle 

behavior problems. 

Because CTE teachers' classroom management issues can be compounded because 

instruction often takes place in a complex learning environment, teachers should be well 

prepared to face the challenge of the CTE classroom.  Kraft (2010) suggests that lack of training, 

anxiety, and inexperience creates overwhelming feelings of frustration and inadequacy in new 

teachers when faced with a difficult group of students.  Kraft goes on to say that when behavior 

problems arise, many teachers revert back to the "pacifying effects of worksheets and teacher-

centered instruction,” which, in turn, sacrifices the objective of student interaction and 

cooperative learning.  Teachers should be prepared to handle situations where behavior problems 

emerge without compromising the enriching environment created by student-centered 
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collaboration.  This would create a more positive experience for novice teachers and help 

maintain a more optimistic view of the teaching profession. 

Purpose of the Study 

The purpose of this research study was to determine how critical incidents in classroom 

management during student teaching can affect a person's view of the teaching profession.  

Student teachers' perceptions of their teacher education programs and their preparedness for 

classroom management issues were analyzed.  Many instructional techniques and management 

strategies are available as resources to student teachers and novice teachers.  These tools can 

better prepare student teachers for the inevitable behavior problems that will arise in the 

classroom.  Classroom management experiences play a vital role in how student or novice 

teachers view a teaching career.  If teachers are thoroughly prepared, more of these experiences 

may turn out to be positive learning opportunities for growth and development.  This, in turn, 

could help prevent negative views of professions in education, and specifically, teaching in 

career and technical education.    

Method 

 The seven participants in this study had completed or were completing their student-

teaching internship university requirement.  Two of the participants were in graduate school and 

completed their student teaching during the last semester of their undergraduate degree during 

the spring semester of 2011.  One of the participants was in the internship phase of an 

undergraduate degree, while the other four participants were in their first semester of their first 

year of teaching at the secondary level.  The participants were chosen based on their geographic 

availability to the researcher. 
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 All participants’ academic major was career and technical education.  During their 

teacher preparation, three of the participants specialized in family and consumer sciences 

education, two in business education, and two specialized in technology and engineering 

education.  Some students received bachelor’s degrees while some participants received master’s 

degrees.  All participants performed their student teaching in secondary CTE classrooms within 

grades seven through twelve. 

Each of the participants were interviewed in a one-on-one setting, and asked the same set 

of open-ended questions.  Based on the review of literature, these questions were designed to 

help the participants describe a critical incident (Tripp, 1993) regarding classroom management 

during their student teaching internship.  Without passing any judgment, the researcher asked 

each participant to provide specific details of each behavior incident (McNally J., I’Anson J. 

Whewell C. & Wilson G., 2005).  For the purpose of this study, classroom management was 

described as the way teachers organize classrooms and manage the behavior of their students.  

The researcher focused on accounts of disruptive behaviors of students or those behaviors by 

students that make good instruction difficult.  These accounts identified specific areas to make 

recommendations for improving teacher preparation.   

The following questions were asked to prompt an accurate and thorough account of the 

classroom management incidents.   

1. Can you think of a specific incident when you had trouble with classroom 

management during your student teaching?  Describe what happened. 

2. How did you handle the situation? 

3. Do you think you handled it well? 
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4. How did your mentor teacher help you handle the incident? 

5. What in your past experience helped you deal with the situation? 

6. Did this incident affect how you viewed your choice to become a teacher? 

7. How did your teacher education program prepare you for incidents like this? 

8. Have you had any similar incidents during your first year of teaching? 

9. What was the number one thing that helped you deal with classroom management 

during your student teaching internship? 

Each interview was recorded and then transcribed.  Data was analyzed to create 

formulated meanings from all the encounters described during the interviews and common 

themes were examined as they emerged (Miles & Huberman, 1994).  The data will be used to 

explore the implications from the interviews and to make recommendations for improving the 

preparation of future CTE student teachers in the area of classroom management. 

Results 

The responses from participants were analyzed and common themes were recognized 

among most accounts of classroom management problems.  When categorizing the discipline 

problems faced by each student teacher (Question 1), we used the discipline coding system 

provided by the Arkansas Department of Education (G. Orr, personal communication, October 

11, 2011).  The coding system is a series of general discipline issues, each numbered for 

reporting and tracking purposes.  The question, responses, and code names are illustrated in 

Table 1.   
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Although there were a variety of classroom management issues experienced by the 

participants, they can be categorized into four classifications: class disruption, truancy, 

insubordination, and disorderly conduct.  Class disruption was the most common form of 

misbehavior, including students not following directions, antagonizing other students, and 

disrupting the learning process by refusing to do their work.  Only one participant has had a 

similar classroom management issue since he started his first year of teaching.  Tables two 

through nine display the results and formulated meanings for each question, based on participant 

responses. 

Table 1 

Question 1 

 

Can you think of a specific incident when you had trouble with classroom management during 

your student teaching?  Describe what happened. 

 

Significant Statement (Discipline Incident) 
 

Discipline Code 

 Student not doing work 

 Student who wouldn’t participate, 

antagonized other students 

 Students using MacBooks when they 

weren’t supposed to 

Class disruption (Code 5) 

 Truant student during field trip 
Truancy (Code 32) 

 Student who habitually cheated 

 Students cheating while taking a test 
Insubordination (Code 18) 

 Four students misbehaving, bad language Disorderly conduct (Code 6) 
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Question two addressed the ways in which the participants handled the situation.   The 

responses were coordinated using a grounded theory three-step approach using coded conceptual 

categories (Glaser and Strausse, 1967).  In order to analyze the qualitative responses, the 

information was coded using formulated meanings from the interview transcripts.  Themes were 

created and added as the open-ended responses were analyzed.  Once completed, the themes 

were assessed to determine if any of them could be combined based on similarities.  The end 

result was a summarized assessment of the information into relevant, concise themes.   

Table 2 

Question 2 

 

How did you handle the situation? 

 

Significant Statement 
 

Formulated Meaning 

 

Theme 

 Stay on the student, make phone call 

to parents 

 Not sure I did; I just told them to put 

them away constantly 

 Wrote him up and gave him detention 

 Took him outside class, discussed with 

him, used prompting questions 

 Spoke to him privately, had entire 

class write essay about discipline 

Consistent verbal 

warning / Individual 

student intervention 

Student teacher 

 Mentor teacher told me to ignore them 

 Mentor teacher just handled it 

 

Mentor teacher 

 

Mentor teacher 
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The responses to question two were varied, as some of the student teachers handled it 

independently, and some of the participants’ mentor teachers took over the discipline issue 

altogether.  Two participants decided to give consistent verbal warnings to the students, for lack 

of a better way of handling the situation.  On the other hand, two participants had individual 

conferences with the misbehaving student to try and alleviate the problem.  Both of these 

participants felt like the situation was handled well (See Table 3) while one of the participants 

who verbally reprimanded students felt the situation could have been handled in a more effective 

way.  

Table 3 

Question 3 

 

Do you think you handled it well? 

 

Significant Statement 

 Yes 

 Yes 

 Yes 

 Yes, but I asked my mentor teacher to step in as well 

 Yes, but it would have been better for me to handle it 

 No, not at all 

 No, it should have been addressed at the beginning of the year 

 

 

As shown in Table 4, two of the participants stated that their mentor teacher took over 

this particular classroom management issue, along with most similar issues during their semester 

of student teaching.  One participant actually expressed disappointment in the fact that she “did 

not get much discipline experience.”  This individual stated, “My mentor teacher handled things 
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like this, but I think it would have been much better for me to deal with them.”  The fact that 

these two participants did not receive much hands-on experience in classroom management 

hindered their ability to gain confidence in their behavior management capabilities for future 

situations.   

Table 4 

Question 4  

 

How did your mentor teacher help you handle the incident? 

 

Significant Statement 
 

Formulated Meaning 

 

Theme 

 She lets me handle it now 

 Not involved, I pretty much took 

the reigns 

 

Not involved 

 

Student teacher 

 She just told them to be nice and 

respectful 

 Helped me decide to give him 

detention 

 Mainly gave me tips, but pulled 

students aside too 

 She would tell them to put the 

MacBooks away, but they would 

still get them out 

Assisted with issue 
Both mentor and 

student teacher 

 She took over completely 
 

Took over issue 

 

Mentor teacher 

 

 

 Several other students responded that their mentor teacher was less involved in the 

situation, but stated that they appreciated the opportunity to handle the incident on their own.  
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Several students worked with their mentor to resolve the issue and expressed gratitude that they 

had the assistance of a veteran teacher.   

In response to question five, students stated that they found the most valuable 

opportunities for learning about how to deal with children and adolescents in regard to discipline 

management were real-life situations.  Included in the responses were babysitting, interacting 

with nieces and nephews, and coaching athletic teams, all of which provided significant 

experience in learning to interact with students.  Having common sense and many other life 

experiences also represented several responses, which points to the fact that those hands-on 

“real” situations are the most valuable learning experiences for student teachers.   

Table 5 

Question 5 

 
What in your past experience helped you deal with the situation? 

 

Significant Statement 
 

Formulated Meaning 

 

Theme 

 Soccer coach, being around kids 

 Just knowing how to work with the 

student on his level 

 Babysitting, having nieces and nephews 

 

Experience with children 

 

Experience 

 Common sense and being in school 

myself 

 Classroom management class 

 Lots of work experience and people 

experience 

 

Common sense / 

Background information 

 

Common Sense 

 Nothing, I was timid, so I may have 

handled it differently  

 

Nothing 

 

Nothing 
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Question six elicited mostly closed-ended responses, but important ideas were presented 

by the participants.  As shown in Table 6, one student stressed the importance of being able to 

handle the discipline problems of his students because it increased his “confidence to deal with 

other situations.”   This idea of strengthened confidence in classroom management after handling 

a single incident effectively is something only one participant specifically mentioned, but is an 

important aspect of the study.  Participants whose mentor teachers handled all classroom 

management issues may have no real-world application from which to draw valuable learning 

experiences for future instruction.  The student teaching internship is supposed to serve as the 

practicum piece of the teacher education program, and if students are not gaining valuable 

learning experiences during this time, they will not be prepared for their first years of teaching.   

Table 6 

Question 6  

 

Did this incident affect how you viewed your choice to become a teacher? 

 

 

Significant Statement 

 Yes, but only for a while.  Other classes were fun, so it was fine. 

 No, I expected this 

 No, I knew there would be discipline problems 

 Made me more confident to deal with situations 

 No, I knew what I was getting into 

 No, this situation seemed minor to the whole teaching experience 

 She took over completely, so I don’t know 
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One of aspect of this study is whether or not the participants felt like their teacher 

education program prepared them for resolving classroom management problems.  The responses 

were mixed, with three participants responding with a “yes,” three with a “no,” and one with a 

“maybe”.  These responses were then followed with several explanations about why they felt that 

they were or were not prepared for dealing with behavior problems.  The overall theme of the 

participants who felt they were not prepared by their teacher education program was that there 

was not enough emphasis put on application, and that most of the relevant content focused 

heavily on theory.  

 Of the participants who felt they were prepared by their teacher education program, the 

common concept was that the course “Classroom Management” gave them the background 

information they needed to be successful.  Also, the class “Teaching Strategies” was mentioned 

several times, in which participants said they valued the opportunity to teach their peers and get 

hands-on experience teaching.  Although this particular course does not focus on classroom 

management, it is one of the few courses that allow students to “practice” teaching, even if only 

to their peers.  It is important to mention the one participant that could not decide on a yes or no 

to the question, but in regards to their teacher education program preparing them for classroom 

management, responded, “Maybe a little; it gave us the basic skills we needed.”  One participant, 

who is now in her first year of teaching, said, “There’s nothing that can really prepare you” 

alluding to the fact that even if your teacher education program is heavy in theory and training, 

only practice and real-world application can really help a teacher build those skills necessary to 

becoming a competent classroom manager. 
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Table 7 

Question 7 

 

 

How did your teacher education program prepare you for incidents like this? 

 

 

 

Significant Statement 

 No, one classroom management class isn’t enough, we need practice 

 It didn’t.  It was mostly theory and not enough application  

 Nothing can really prepare you.  More scenarios would have helped. 

 Undergraduate classes gave me lots of options to use for management issues 

 Yeah, teaching strategies, classroom management courses 

 Classroom management gave me tools to work with, teaching strategies helped too 

 A little, it gave us the basic skills we needed 

 

 

Question eight was asked to determine if participants had experienced similar classroom 

management issues since they began teaching, but only four of the seven participants were 

actually full-time teachers.  Due to this and the fact that only one of the participants had a similar 

discipline problem, information from responses was inadequate to provide a clear synthesis of 

implications.   
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Table 8 

Question 8 

 

Have you had any similar incidents since you started your first year of teaching?  

 

 

 

Significant Statement 

 Not really, I use the same technique with most behavior problems 

 Not really, the main issue with 8
th

 graders is talking 

 No 

 Yes, that same student acting the same way 

 (Three participants have not yet started teaching)  

 

 

Even though some participants stated that they felt prepared for classroom management, 

the number one response to question nine was having a mentor teacher.  As shown in Table 5, 

when asked what the number one thing that helped them the most during their student teaching 

with classroom management, participants, almost unanimously, provided that having the 

example and support of a mentor teacher was most valuable.  Having a dedicated mentor teacher 

was greatly valued by the student teachers and it was evident that most of them had a positive 

experience, even if it was learning “what not to do” from their teacher that helped them build 

skills to confidently begin their first year of teaching. 
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Table 9 

Question 9 

 

What was the number one thing that helped you deal with classroom management during your 

student teaching internship? 

 

Significant Statement 
 

Formulated Meaning 

 

Theme 

 Teachers in teacher education program 
 

Professors 

 

Teacher 

education 

 Watching mentor teacher 

 Having a mentor teacher to guide me 

 Watching my mentor teacher 

 Training, strong mentor teacher, not 

being afraid to ask for help 

 Mentor teacher 

 

Mentor teacher 

 

Mentor 

 Meeting with other interns and hearing 

similar stories 

 

Other Interns 

 

Other 

 

 

Conclusion 

 Data collected from the seven interviews provides clear implications on concepts 

regarding student teaching and teacher education preparation.  Several big ideas found in this 

study will help us better understand how to prepare student teachers, not only for their student 

teaching, but for their first years as educators.  These concepts are crucial to the overall quality 

of learning by career and technical education student teachers, before, during, and after their 

internship.   
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Theory vs. Real-World Application 

 According to Clement (2010), “one can hardly be considered a highly-qualified teacher 

without a mastery of sound best-practice strategies for managing classroom time, space, and 

student behavior.”  Although this may be a valid statement, as illustrated by several accounts in 

this study, a single theory-based classroom management course is not necessarily adequate 

preparation for CTE student teachers or beginning educators in dealing with student behavior 

problems.  Field observations required in some earlier courses in teacher education programs 

provide some in-class and occasionally hands-on approaches to understanding what goes on in a 

classroom, but most students are not necessarily observing classrooms in their content areas.  

CTE students need more than a superficial understanding of how a teacher manages a classroom 

before the student teaching internship.  This would also benefit student teachers who do not have 

the opportunity to handle classroom management due to over-involvement of mentor teachers, as 

they could be hired to teach without ever getting quality experience in managing a classroom.  

Teacher education programs must provide experiences to produce successful candidates for the 

teaching profession. 

 As in many disciplines, theory-based instruction must also be accompanied by real-world 

application in career and technical education programs.  Teacher education programs should aim 

to provide as much direct “clinical” experience for students as possible (Blue Ribbon Panel, 

2010).  Several of the participants stated that they felt most of their classes were more theory-

based than hands-on.  Even the classes that they thought were helpful provided only concepts, 

ideas, and "tools" which they could go back and recall when a discipline issue arose.  As 

suggested by participants in this study, classroom management should be more of a focus in CTE 

programs.  More courses could be offered regarding discipline, or the courses that are offered 
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could require additional hands-on components rather than focusing so much on the theories 

behind the expected practice.   

Mentor Teacher Involvement 

  Included in these big ideas is the significance of the mentor teacher role in the student 

teaching experience.  The mentor teacher is an integral part of the overall skill-building 

component of teacher preparation.  In a study by Holt, Hargrove, & Harris, (2011), “role models 

were an important contribution to the participants’ life experiences regarding classroom 

management development.”  Several of the participants stated their first mentor teacher was a 

crucial role model.  Data from this study suggests that even if the student teacher does not agree 

with the teaching practices of the mentor teacher, a great deal of learning is taking place.  

Student teachers can observe their mentor teachers' philosophy of classroom management and 

determine if they would like to either model that same process or develop their own, based on its 

effectiveness.   

 Teacher educators need to remind mentor teachers to first model classroom management 

techniques.   Then they must allow the student teacher to handle classroom management 

independently.  It is also important to encourage student teachers to reflect on specific classroom 

management situations that they have handled, and discuss ways they may improve in the future. 

Perceptions of the Teaching Profession 

 Overall, views of the teaching profession were not significantly affected by the critical 

incidents examined in this study.  This study does not support the ideas suggested by Ruhland 

(2002) that student teacher perceptions of classroom management are a primary reason that 

people choose not to enter or leave the profession early.  Gonzalez, Brown, & Slate (2008), 
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found that “discipline is a weak area for most new teachers and handling situations that arise in 

the classroom become trial and error.”  They found that student behavior problems were an 

influential factor in why teachers leave the profession (Gonzalez et. al., 2008).  Perhaps if 

teachers were more prepared to manage a career and technical classroom, not as many of them 

would change careers after such a short time.   

Limitations 

The limits of this study include the ability to generalize to a larger population and beyond 

career and technical education.  Other limitations include the fact that the researcher was 

acquainted with the participants, may have influenced some responses.  It is possible that 

participants may have been hesitant to disclose full, true accounts of classroom management 

issues they had due to the fact that they knew the researcher.  Another limitation is small sample 

size, in which only four participants were first-year teachers.  Therefore, the question about 

similar incidents during the first year of teaching was applicable to only part of the participant 

group.   

Recommendations for Future Research 

Although this study produced some interesting results, further research is recommended. 

Improved questions would provide better data, as some of the interview questions only elicited 

yes/no responses and did not provide adequate information for analysis.  The recommendation of 

the researcher is to eliminate or reword these questions for future research.  Also, a larger sample 

would result in a more comprehensive view of how teacher preparation programs might better 

help student teachers implement instructional techniques and management strategies.   
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Abstracts 

 
The purposes of this research were to study the status of educational management in 

small-sized schools and to develop effective Integrated Learning Activities (ILAs) in science, 
mathematics, and Thai language.  Participants were 39 and 494 grade level 1 (grade 1-3) 
teachers and students from 15 schools in central region of Thailand, Bangkok and its vicinity. 
They were selected by purposive sampling technique during the first semester of academic 
year 2009.  Data collection was conducted by using achievement test; observation forms to 
assess student learning ability; together with characteristic assessment on responsibility, 
group cooperation, discussion and exchange of ideas, handwriting, experiment and note- 
taking. The results of the study revealed the followings:   

1. Small sized schools have double or more class teachings. Some of the schools  
allow their students to study science, mathematics and Thai language through distance 
learning programs from satellite television. The budget for some schools is provided by local 
authorities for hiring computer or kindergarten teachers. There are many learning resources 
in all small-sized schools namely agricultural plots, frog farms, vegetable and herb gardens, 
and plant nurseries. There are also external learning resources such as temples, mangrove 
forests and rivers. The problems are: small-sized schools do not have sufficient number of 
teachers to teach all classes (eight classes from K1 to G6) and the number of students is on a 
decline every year. Almost all of the students come from low economic status. Some schools 
are flooded very often but lack renovation budget. The principals have to ask for help from 
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outsiders and philanthropists. In addition, principal turn-over is high causing discontinuity of 
work.  
 

2. The researchers have developed ILAs in science, mathematics and Thai language 
for grade 1-3 in small-sized schools. The learning units are listed as follows: 
  Grade 1   There are 3 units of activities: Unit 1 We and Our Environment, Unit 2 We 
Love Our Toys and Utensils and Unit 3 Soil. 
 
 Grade 2 There are 3 units of activities: Unit 1 Our Surroundings, Unit 2 Plants: How 
to Plant and Care for Them and Unit 3 Our Body 
 
 Grade 3 There are 3 units of activities: Unit 1 Around Our School, Unit 2 Valuable 
Natural Resources and Unit 3 Valuable Material     
 

3. The results of students’ achievement after using ILAs in science, mathematics and 
Thai language in class are as follows: 

 
Grade 1 Students achieved a higher score level after using ILAs in science, 

mathematics and Thai at a significant level of 0.01 for all 3 units. From observation and 
behavioral assessment, it was revealed that students showed significant cooperative 
behaviour working in groups, being highly inquisitive as well as responsive to discussion. 
Most of the students (>90%) had better discussion skills, giving good reasons and innovative 
ideas. They spoke in a clear and concise manner. As for the writing skills, it was found that 
students used correct and clear language; the content and the sequence of writing were also 
appropriate. The writing was neat and clean. 
 

Grade 2 Students achieved a higher score level after using of ILAs in science, 
mathematics and Thai at a significant level of 0.01 for all 3 units. From observation and 
behavioral assessment, it was found that their fundamental writing, reasoning as well as 
experimental skills are all at a low level, with good  problem solving skills in Unit 3 Our 
Body. Ninety percent of the students were responsive, cooperative and inquisitive. They 
abided by terms of agreement; their work was correct and creative. 

 
Grade 3 Students had a higher score level after using ILAs in science, mathematics 

and Thai at a significant level of 0.01 for all 3 units. From observation and behavior 
assessment, it was found that their intermediate skills in note-taking, pronunciation, sentence 
composition, curiosity, questioning and summarizing, work practice and doing exercise were 
all at a moderate level. On the other hand, they appeared to be responsible in group 
participation while showing good skills in sorting and writing flashcards.    
 

Recommendation:  

1. Related educational organizations should develop practicable ILAs to support 
small-sized schools.  
     

2. School administrators should give a strong support for teachers to attend ILA 
training so that they can apply the knowledge gained for the benefits of their class.  
     

3. Research results on ILAs should be extended and applied to all small-sized schools 
nationwide. 

 
 
…………………………………………………………………….. 
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1.0  RESEARCH BACKGROUND 
 
There are certain problems regarding Primary Education in Thailand, including inadequacy 
of personnel, instructional media, budget, as well as infrastructures such as building and land. 
It is evident that small-sized schools nationwide do not have enough teachers to teach all 
classes. In some areas, the shortage of teachers is so severe that one teacher has to teach all 
subjects. Thus, teachers do not have time to pursue their own professional development, 
which consequently affects quality of teaching and learning. Moreover, students in these 
schools lack appropriate learning skills as well as living skills in daily life after their 
graduation. Teaching is focused on the transferring of knowledge from teachers to students 
rather than encouraging students to nurture their analytical skills, practice discussion, or 
develop self-motivated learning and practical connection between students and their 
surrounding environment. 

 
Integrated Learning Model is a teaching approach that allows learners to make 

connection among content knowledge across all subjects, disciplines, skills, attitudes, and 
beliefs. Furthermore, learners are able to understand patterns and connections between bodies 
of knowledge in order to comprehend the target Big Ideas. With Integrated Learning Model, 
students are more relaxed and can acquire in depth development of cognitive, psychomotor, 
and affective domains. Learners can apply knowledge they have gained to their daily life. In 
brief, Integrated Learning Model helps promote and develop learners’ multi levels of 
intelligence, enhancing appreciation of aesthetics and ethics. It influences feelings and 
thoughts of the students; they will perceive inter-disciplinary relationship and more 
importantly can apply knowledge of one subject to others. As a result, the Integrated 
Learning Model can reduce instruction time and effectively manage overlapping subject 
content. Teachers can readjust their implementation strategies to enhance students’ thinking 
skills, physical skills, social skills and aptitudes. 

 
The Institute for the Promotion of Teaching Science and Technology (IPST) realizes 

the importance of integrated learning. The approach is designed using science as a core 
subject and integrating it to mathematics and Thai language. If the learners follow the 
designated activities, they can learn 3 subjects at one time within one activity. This system 
provides opportunity for students to get involved and control their learning process while 
teachers take responsibility as the facilitators to motivate and encourage student learning. 
Activities are based on cooperative learning and students are divided into groups of 4-5 
members. They have chances to discuss with their peers, exchange opinions, share 
responsibilities, find solutions, and summarize information that they have found.  Finally, 
teachers and students discuss and summarize what they have learned together. In addition, 
the Authentic Assessment is continually used in order to assess students learning achievement. 

 
IPST is interested in developing ILA packages for science, mathematics and Thai 

language for small-sized school teachers to lessen their burden of teaching. Moreover, the 
activities can address the different learning styles of students and enrich their minds, souls, 
bodies and wisdoms which will help them develop into complete human beings. These 
activities put emphasis on cooperative learning in which students will have opportunity to 
work together in their quests for knowledge and experience.  
 
2.0   RESEARCH QUESTIONS: 
 

1. What is the problem of educational management in small-sized schools? 
2. What is the most effective way to implement integrated learning in science, 

mathematics and Thai language for grade level 1 small-sized school students? 
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2.1   Conceptual Framework: 

  Educational management problems in small-sized schools are used as framework to    
  develop the ILAs in science, mathematics and Thai language; as shown in Figure1. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
 

 

 
 
 
 

 

 
 
 
 
 
 
 
 
 
 

Background 
information 

Principles for 
development of ILAs 

Process of ILA 
development 

1 Lack of teachers in 
small-sized schools 
 
2. Ideas about 
interdisciplinary 
learning management 
 
 
 
 
 
 
 
 
 
 

1.  The activities of 
integrated learning are 
compliant  with the 
national standards of 
learning in order to 
reduce teachers’ 
burden and promote 
student learning.   
 
2. Integrated learning 
of science as a core 
subject with 
mathematics and Thai 
language. While 
learners follow each 
activity, they learn 
three subjects at the 
same time. 
 
3. Integrated subjects 
are consisted of 
content, objectives, 
activities, media, and 
assessment /evaluation 
test. 

1. Trial activities in small-
sized schools. 

2. Observe and interview 
participating teachers. 

3. Get information from 
real situations. 

4. Edit, improve, and 
modify activities for  
effective use. 

Integrate learning 
activities into 
teacher handbooks 
and instructional 
media. 

Figure 1:  Framework of Research 
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3.0   RESEARCH METHODOLOGY: 

 
3.1   Participants: 
 
      Participants were 39 and 494 grade level 1 teachers and students in central region of 
Thailnd, Bangkok and its vicinity. They were selected by purposive sampling technique 
during the first semester of academic year 2009. 
 
3.2  Instruments: 

1. Nine assessment tests of learning units as follow: 
 1.1) We and Our Environment test – Grade 1 

       1.2) We Love Our Toys and Utensil test – Grade 1 
       1.3) Soil test – Grade 1 
        1.4) Our Surroundings test – Grade 2 
       1.5) Plant: How to Plant and Care for Them test– Grade 2 
       1.6) Our Body – Grade 2 
       1.7) Around Our School test– Grade 3 

 1.8) Valuable Natural Resources test – Grade 3 
 1.9) Valuable Material test– Grade 3 

2.  Learning and behavioral observation form  
3. Assessment forms for assessing responsibility, group discussion, handwriting, 

experiment and note-taking. 
 
3.3  Process of activity development and Data collection 
 

1. Survey the conditions of educational management in 3 small-sized schools. 
2. Study the theory about learning and integrated learning management from literature. 
3. Examine science, mathematics and Thai language National Curriculum . 
4. Conduct workshops on development of integrated learning management attended by 

fifteen experienced scholars and teachers. 
5. Test content validity by specialists in science, mathematics and Thai language. 
6. Revise activities based on suggestions of specialists. 
7. Trial activities in five small-sized schools. 
8. Collect data and discuss the results with teachers who use the activities to improve 

and modify activity plan. 
9. Revise activities and lesson plans prior to distribution to the public. 

4.0  EXPERIMENT AND DATA COLLECTION 

 
Experimental design: use interdisciplinary learning in sample schools  
 
4.1  Experiment Procedure 
 
       4.1.1  Hold a meeting of grade 1-3 teachers in small-sized school and scholars from  
                 IPST.  
 
       4.1.2 Trial activities in Unit 1 while the teachers collect data during the following steps: 

4.1.2.1  Pre-test of each unit. 
4.1.2.2  Observation and note-taking during or after using activities. 
4.1.2.3  Post-test of each unit. 
 

       4.1.3  Collect data by observation method to select suitable activities. 
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       4.1.4  Interview (Focus group) for Unit 1, then summarize and introduce Unit 2 and 3 to  
                 teachers. 
 
       4.1.5  Repeat step 1.2 for Unit 2 and 3 activities. 
 
       4.1.6  Collect data by observation method. 
 
       4.1.7  Summarize the result of Unit 2 and 3. 
 
       4.1.8  Analyze data for further research  
 

 The development process of  the ILAs in science, mathematics and Thai language is  
shown in Figure 2. 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Data analysis 
 
 
 
 
 

Step 1 
Literature review 

Step 3 
Integrated learning 
formation 
 

Manipulate time allocation, objectives, 
learning media/instruments and 
evaluation tools. 

Step 4 
Trial of activities 
and evaluation 

 Hold meeting of scholars and 
teachers. 

 Pilot test (pre-test, post test and 
behavior observation)  

 Interview (focus group) 
 Edit and improve activities in 

each learning unit. 
 Test activities (pre-test/post-test) 
 Interview (focus group) teachers 

that use integrated learning. 
 Improve each activity in a 

learning unit. 

Step 5 
Report and publish 
final edition  

Study the National Education Act 
B.E.2542, Policy of basic National 
education: principle, targets and structure 
and integrated learning  

Step 2 
Framework and 
units 

Identify formats and compliancy of 
activity plans with standards and 
indicators of each subject area. Identify 
conditions of students and schools.  
Verify unit design and continuity. 

Figure 2. A flowchart of the development process of learning activities.  
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Quantitative data from tests were shown in frequency, percent, mean and standard deviation 
and was analyzed by group factor analysis, frequency, percent and content analysis. 
 

5.0  CONCLUSIONS AND RECOMMENDATIONS 

 
 Research Summary 
 
5.1  Status of small-sized schools 

 
It was found that a typical small-sized school always have 5-10 teachers, 1-5 

buildings with areas totaling 2,000-9,200 square meter. Double or more class teachings were 
noted. Some schools made used of distant learning programs from satellite television for all 
subjects. Some schools received a budget provided by the local authority for hiring 
kindergarten and computer teachers. Most schools had a vegetable garden, a herb garden, 
a leisure corner,  a small park, a fish pond, and other learning sites such as mangrove forest 
and temples. 

 
The problems were: small-sized schools did not have adequate number of teachers to 

teach all classes (eight classes from K1 to G6).  The numbers of students were on a decline 
every year. Almost all of the students came from low socio-economic status; some schools 
were flooded very often and lack of renovation budget. The principals had to ask for help 
from outsiders and philanthropists. With a high turn-over rate of principals, schools were 
faced with discontinuity. 
 
5.2   Results of development of integrated learning activities grade 1 - 3 for small-sized  
        schools 
 
        5.2.1 The results of development were shown below: 

      
      Grade 1 

Unit 1 We and Our  Environment   13 hour 
Unit 2  We Love Our Toys and Utensils   15 hour 
Unit 3 Soil      11 hour 
 

                  Grade 2 
Unit 1 Our Surroundings      16 hour 
Unit 2 Plants: How to Plant and Care for Them 17 hour 
Unit 3 Our Body      14 hour 
 

                  Grade 3 
Unit 1 Around Our School   16 hour 
Unit 2 Valuable Natural Resources  17 hour 
Unit 3 Valuable Material    14 hour 
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5.2.2  Results from 10 small-sized schools were shown below 

  Table 1: 

 Comparison of the score between pre-test and post-test. 

 
** p< .01 

 
Table 1 showed that grade 1 students had higher score level after using ILAs in 

science, mathematics and Thai (significant 0.01 for 3 units). 
 

Grade 1 From observation and behavior assessment, it was found that students 
exhibited cooperative behavior, enthusiasm and asked good questions. Most of students 
(>90%) had better discussion and reasoning skills, innovative ideas, concise and clear 
speaking while they showed outstanding writing skills: no misspelling. It was noted that their 
handwritings  were neat and clean. 
 

Grade 2 Students achieved a higher score level after using ILAs in science, 
mathematics and Thai at a significant level of 0.01 for all 3 units. From observation and 
behavioral assessment, it was found that their fundamental writing, reasoning as well as 
experimental skills are all at a low level, with good  problem solving skills in Unit 3 Our 
Body. Ninety percent of the students were responsive, cooperative and inquisitive. They 
abided by terms of agreement; their work was correct and creative. 
 

Grade 3 Students had a higher score level after using ILAs in science, mathematics 
and Thai at a significant level of 0.01 for all 3 units. From observation and behavior 
assessment, it was found that their intermediate skills in note-taking, pronunciation, sentence 
composition, curiosity, questioning and summarizing, work practice and doing exercise were 
all at a moderate level. On the other hand, they appeared to be responsible in group 
participation while showing good skills in sorting and writing flashcards.    

 

5.3  Discussion 
ILAs in science mathematics and Thai language were developed for grade1-3 

students in small-sized schools. These students had score higher after using each unit of 
activities.  From observation and behavior assessment in each unit, it was found that students 

Grade Unit N 
Pre-test Post-test t-test 

X S.D. X S.D. 

1 
1 81 12.02 2.75 17.14 2.71 -31.69** 
2 81 13.59 3.42 17.96 2.38 -12.99** 
3 62 10.39 4.49 18.50 2.11 -13.79** 

2 
1 76 7.90 3.60 14.19 4.13 -18.58** 
2 86 11.15 4.06 16.37 2.63 -12.82** 
3 71 11.54 3.08 16.66 2.77 -16.46** 

3 
1 62 14.87 4.87 20.03 4.9 -12.74** 
2 76 9.79 3.78 14.66 3.28 -15.07** 
3 56 16.52 5.74 21.04 5.26 -8.21** 
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had high level score in group participation, enthusiasm and questioning. Most of the students 
(80%) showed improvement in discussion and exchange of ideas, reasoning, expressing 
creative ideas clearly and concisely. As for writing skills, the students had used accurate 
language with good structure. They had neat and clean hand-writing. These activities were 
trialed and edited to better suit small-sized school students before implementation in phase II. 
Each Unit of activities enhanced and encouraged students’ interest very well, especially Play 
and Learn, Sing and Dance, Exploration, and Self-Experiment. Teachers played a role as 
facilitators instead of being a knowledge giver. This allowed more time for teachers to attend 
to weak students and had more time still to develop instructional media. With reference to 
Konstantopolos’s 2008 study, small class size in pre-school and grade 1-3 primary school 
had a great impact on student outcome. In this connection, students who took part in ILA 
approach could simultaneously develop their knowledge on science, mathematics and Thai. 
For example, they improved their handwriting by practice writing scientific terms, and solved 
mathematics problems while doing science experiment.  
 

In brief, after meeting with the Focus Group and observation of actual class teaching, 
the researchers had found strong evidence of learner improvement following implementation 
of ILAs in science, mathematics and Thai language in small-sized schools. Teachers 
expressed their satisfaction with the ILAs. They really used the series of activities in the 
specified order. They made their own teaching equipment using raw materials from the 
school surrounding. Students were happy and they enjoyed learning, especially grade 1 
students who could read and wrote with improved handwriting. This was a result of using 
exercise booka for reading, writing and handwriting for each learning unit. Students had been 
practicing continuously without feeling bored. They liked ILAs. Hopefully, ILAs should 
contribute to the child development as a whole.    

5.4   Policy Recommendations 

 

5.4.1.   The integrated learning activities developed in this project should be  disseminated  
           to teachers in small-sized schools throughout the country. 
 
5.4.2 Institutions related to teachers’ professional development should develop  

practicable learning activities that integrate several learning areas for the limited 
number of teachers in small-sized schools. They should also be supported by 
continuous training programs with post-teaching consultations, in order to probe 
the extent that the trainings are useful and the need for improvement.  

5.5   Recommendations for School Administrators 

 

  5.5.1    School administrators should encourage teachers to participate in the training of           
            integrated learning activities in different learning areas so that the teachers can   
            adopt, adapt and eventually develop the integrated learning activities that are  
            most suitable to the students in the particular school environment. 
 

5.5.2 School administrators should participate in planning the instructions involving  
          integrated learning activities and specify the use of integrated learning activities      
          as one of the school academic strategies. 
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5.6    Recommendations for Teachers 

5.6.1    The teachers should examine and comprehend the described learning activities.    
           For  practical activities, they should understand the use of materials, instruments   
           and chemicals and should perform trail experiments before the actual classes. 
 
5.6.2     The teachers should prepare the learning media beforehand, especially if the  
          school lacks materials, media or experimental equipment, substitutes should be  
          considered. 
 
5.6.3     The teachers should be aware of the students with slow learning progress who may  
           not complete the activities in time due to insufficient reading and writing ability.  
           The teachers may allocate extra time period for practice of reading and writing. 

5.7   Recommendations for Further Research 

5.7.1      Integrated learning activities based on other learning areas should be developed. 

 
5.7.2 Classroom behaviors of teachers who use integrated learning activities may be  
            examined further, in comparison to teachers who base their teaching on non- 
            integrated methods. 

………………………………………………………………………………………………….
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Uncovering the subconscious language of ethical leadership: Identifying the linguistic 
markers of ethical leadership through computational text analysis. 

 

 

Abstract 

The competitive forces of globalization will require that all organizations, educational, 
nonprofits, and private industry, become learning organizations if they are to survive into the 21st 
century.  Seniors leaders will need to become teachers, creating organizations that are centers for 
learning and growth.  Key to this concept of leader as organizational teacher is the necessity for 
senior leaders to serve as role models of ethical behavior.  There have been numerous recent 
reports of the ethical failures of senior leaders that have resulted in failed companies, disgraced 
careers, and sometimes jail sentences. Using the computerized text analysis software Linguistic 
Inquiry and Word Count (LIWC), this study proposes to explore the research question: Is it 
possible to identify the personality characteristics of these failed titans of industry through an 
analysis of speeches and written documents.  We propose to catalogue and analyze text 
selections of both successful and failed senior leaders in an attempt to discover if there are 
linguistic markers that function as a hidden language of ethical leadership.  
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Uncovering the subconscious language of ethical leadership: Identifying the linguistic 
markers of ethical leadership through computational text analysis. 

 
 

Introduction 

The competitive forces of globalization will require all organizations, educational, 

nonprofits, and private industry to become learning organizations (Senge, 2006) if they are to 

survive into the 21st century. Leaders will need to become teachers, creating organizations that 

are centers for continuous adaptive learning and growth.  The chief executive officer (CEO) can 

be thought of as the chief learning officer of the company and as the person principally 

responsible for embodying the values of ethical leadership for the organization and its 

stakeholders.  Recently there have been numerous examples of the ethical failures of CEOs that 

have resulted in disgraced careers and sometimes jail sentences. What went wrong with these 

titans of industry educated at the highest centers of learning: top ranked universities that 

encourage the highest levels of academic achievement and presumably ethical leadership?  The 

research question we propose to explore in this paper: does an analysis of the written texts of 

these failed leaders provide clues to unstated and subconscious ethical leadership characteristics 

of the failed CEO’s?  

Research Objectives 

Using the computerized text analysis software Linguistic Inquiry and Word Count 

(LIWC) (Pennebaker, 2009) we propose to catalogue and analyze text selections taken from 

corporate annual reports in an attempt to better understand the hidden language of ethical 

leadership. Written documents can be used as impression management tools to portray a positive 

image of leadership through the judicious editing and careful selection of content words 

(Pennebaker, 2011). Content words include nouns, action words and modifiers such as adjectives 

and adverbs.  These words are used to build an idea and explain the idea to specific audiences. 
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Content words are carefully and laboriously chosen to convey ideas and are the chief focus of the 

author (Pennebaker, 2011).  Recent studies have shown, however, that common words used in 

every day speeches and written documents such as pronouns, articles, and prepositions tend to 

reflect more accurately the personality traits and behavioral tendencies of the speaker or writer.   

“Pronouns, articles, prepositions, and a handful of other small stealthy words reveal parts of 

personality, thinking style, emotional state, and connections with others.”(Pennebaker, 2011, pg. 

ix).  The function words, the small words that may escape the scrutiny of author’s biased pen, 

can reveal an unintentional but perhaps more accurate view of the CEO’s personality and 

personal characteristics. Although these function words account for less than one tenth of 1 

percent of the vocabulary of the speaker, they contribute up nearly 60 percent of the words used 

by the speaker (Pennebaker, 2011). The brain is not wired to notice the use of these function 

words as one would notice descriptive and action words (Pennebaker, 2008). The function 

words, therefore, tend to be invisible to the listener because the listener will naturally focus on 

the speaker’s content.  

Proposed Methodology 

 Comparing a sample set of CEO’s who have been found guilty of illegal and unethical 

behavior and sentenced to lengthy prison terms with successful, Fortune 500 CEO’s, we propose 

to analyze selected texts taken from corporate annual reports to determine how these CEO’s 

differ in terms of function word usage.   Based on previous research, we will explore the types 

and quantity of function words to identify and compare the following individual personality 

traits: 

1. Neuroticism: characterized by more frequent use of the use of first person singular.  Excessive 
use of first person pronouns reflect a high degree of self involvement (Davis & Brock 1975; 
Weintraub, 1989) and has been shown to correlate with an anxious disposition. 
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2.  High need for Achievement: is characterized by few first person singular pronouns, and 
frequent use of articles. (Pennebaker & King, 1999) 

3.  Machiavellianism: characterized by more frequent use of first person singular pronouns (Ickes 
et al., 1986)  

4.  Self-monitoring:  characterized by a higher use of second and third person pronouns. (Ickes et 
al., 1986) 

5.  Honesty: characterized by the use of exclusive words (e.g. the use of words like but, without, 
exclude), cognitive complexity (e.g. percentage of words greater than 6 letters), use of self-
references (e.g. greater use of words like I, me, myself) and first person singular pronouns. 
(Pennebaker, 2011). 

6.  Arrogance: characterized by high use of we- and you-words and low use of I-words. 
(Pennebaker, 2011). 

 
Contribution to Leadership Scholarship and Education 

The research outcomes of our text analysis will add to and extend the personality 

dimensions in the ethical leadership model developed by the Brown & Trevino (2006), Figure 1 

below. Using LIWC, we will quantitatively identify the function words from the not-so-obvious 

subtext of the writings of leaders and correlate the function words to individual characteristics of 

the selected failed and successful leaders.  

Identifying trait antecedents of personal characteristics by LIWC can aid in the 

development of strategies for selecting and developing ethical leaders.  “Personality antecedents 

may be uniquely suited to predicting ethical leadership, because ethical behavior reflects 

variation in individuals’ deep-seated values and beliefs and vary constantly across situations and 

over time”. (Walumbwa & Schaubroeck, 2009).  

However, it is important to note that identifying personal characteristics in the Brown & 

Trevino model of ethical leadership will not alone produce a cookie-cutter model for effective 

ethical leadership style. 
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Figure 1- Brown & Trevino Leadership Model  

 Highly effective ethical leaders also demonstrate a passion for their purposes, goals and 

objectives and lead with their hearts as well as their heads (George, 2007).  However, the more 

we explore, develop, and apply tools to understand and predict ethical leadership behavior in 

organizations, the better equipped we will be to train and educate new generations of leaders. 

This research proposal, therefore, is one attempt to answer the call for much needed research in 

this understudied area of leadership.  For as Brown and Trevino (2006) note, “Ethical leadership 

remains largely unexplored, offering researchers opportunities for new discoveries and leaders 

opportunities to improve their effectiveness.” 
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Abstract 
In this paper, we use data on secondary school graduates for public and private schools in Hawaii 
during 1969-2007 to examine their different effects on productivity in Hawaii.  The secondary 
school graduate data are divided by the employment data to form the graduate ratio as a proxy 
for human capital.  Preliminary tests show that the series has an autocorrelation problem of 
AR(1) form.  Hence, the Generalized Least Square method (GLS) is used to correct for this 
problem. The results show that both public and private school graduates affect the productivity 
positively. Surprisingly, the effect of public school graduates is stronger than that of private 
school graduates.  
  
JEL classification: O47, E23 
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___________________________________________________________________________ 
 
 
1. Introduction 
 The importance of capital in fostering productivity growth is emphasized in economic 
macroeconomics. The Original Solow model, modified by Endogenous model on growth, was 
extended to allow for human capital in the theory labeled “new-growth.” This model was 
originally developed to study the effect of research and development on output in a closed 
economy.  It has been further modified to allow for secondary school enrollment as a proxy of 
investment in human capital. Research using across-nation data shows that school enrollment has 
a positive effect on productivity growth. Our paper is unique in that very few papers use the 
number of graduates as a stock variable, which is a better measure of human capital. Our paper 
also uses state level data, which are less commonly used in private versus public schools to 
investigate their different effects. 
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The remainder of this paper is organized as follows: Section 2 discusses existing 
literature, Section 3 introduces the theoretical model and data issue, Section 4 analyzes the 
empirical methodology and the estimated results, and Section 5 concludes. 

 
 

2. Existing Literature 
 2.1 Theoretical Literature 
 There is plenty of theoretical literature on human capital and productivity growth.  The 
neoclassical model on this subject is the Solow (1957) growth model, where labor productivity, 
defined as output per worker, depends solely on capital per worker.  Lucas (1998), Romer 
(1990), and Aghion and Howitt (1992) extended this Solow model in the so-called “new growth” 
theory. It was originally developed to study the effect of research and development on output 
growth in a closed economy.  It is further modified by Kremer (1993) for productivity growth in 
a closed economy and by Barro et al. (1995) for an open economy. 

Bils and Klenow (2000) wrote an influential paper on the possible two-way causality 
between economic growth and education.   They developed a dynamic optimization model in 
which a firm’s output depends on capital, labor and the stock of human capital, which is equal to 
the aggregate product of the number of workers in the firm and their level of human capital.   
The consumer maximizes his utility subject to the constraint that his wage is at least as great as 
the sum of life time consumption and expenditures on education at an early age.  Bils and 
Klenow show that the optimal quantity of school enrollments depends positively on the total 
factor productivity of a country.  Concerning the effect of schooling on economic growth, they 
show human capital has only a very weak effect on growth of GDP per capita and GDP per 
worker. 

In Thirlwall (2006) and Lynn’s (2003) books on economic development, they argue that 
an increase in per capita income fosters the willingness to invest further in education.  Hence, 
there is a self-perpetuating positive feedback cycle of economic or productivity growth and 
human capital.  Education then increases productivity growth, which in turn increases school 
enrollments as per capita income rises.  Thirlwall also points out that social investment in 
education often yields lower returns, as measured by per capita income, than private investment.  
This fact inspired us to add private total expenditures to our econometric model. 

 
2.2 Empirical Literature 
Though many “new growth” models are developed for productivity defined as GDP per 

worker, most empirical studies instead have focused on GDP per capita.  Barro (1991) is the 
pioneer in the new growth approach.  He uses cross sectional data for 98 countries, single 
equation estimation, and ratios of primary and secondary enrollments to population. His results 
show that education has a positive effect on GDP per capita.  Levine and Renelt (1992), Mankiw 
et al. (1992), Barro and Lee (1993), Levine and Zervos (1993), and Kremer (1993), all confirm 
Barro’s results.in their slightly modified models using single equation estimations.  

Knowles and Owen (1995) find that when life expectancy and based-period output per 
capita is added to the model, the effect of human capital on growth is not statistically significant.   
Caselli et al. (1996) even show that the secondary school enrollment ratio affects economic 
growth negatively.  On the contrary, Temple (1999) finds that several outliers cause the observed 
weak effect of human capital on growth.  After removing these outliers, he finds that the effect of 
this secondary school enrollment ratio is positive.  Hojo (2003) further points out that while 
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education might not affect per capita output directly, it can do so indirectly through an increase 
in productivity. 

Papers investigating the effect of economic growth on human capital accumulation are 
scarce.  Behrman and Knowles (1999) find that children in higher income families receive more 
education than those in lower income families.  A careful observation of the historical data from 
the United Nations and the World Bank also reveals that countries with higher productivity 
levels tend to have higher rates of school enrollments.  Thirwall (2006) and Lynn’s (2003) 
development theory arguments are supported by this particular paper and the corresponding data.   

Bils and Klenow (2000) also carry out empirical studies to examine the effect of 
productivity on school enrollment in their paper.  They use single equation and OLS regressions 
on a dataset with 85 observations. They found a positive effect of productivity on school 
enrollment.  Though they express their concerns on the possible simultaneity problems they also 
show that with a cross sectional dataset, it is very difficult to find appropriate instruments for the 
endogenous variables.  Kumar (2003) is the single author who attempted the simultaneous 
equation estimation using 2SLS approach.  As discussed earlier, he found that the effect of 
productivity on the school enrollments is negative.   

None of these papers investigate the different effects of private schools versus public 
schools using state data.  In the following section we introduce our model and data issues. 

 

 
3. Model and Data Issue  

We use an augmented Cobb-Douglas production function similar to a "new growth 
model":  

1

n

t t jt
j

y D h C


    (1)         

     
where D is the shift parameter, y is output per worker and h is human capital, which can be 
measured by school graduates per worker. t time index and C is a vector of control variables, 
such as imports, population and tourism.  

The data set contains numbers of private school and public school graduates in the State 
of Hawaii from 1969 to 2007. This data is too short to take a 4 to 5 year average.  Instead, we 
carry out the estimation using the original yearly data and hence utilizing Newey estimations to 
control for auto correlation and heteroskedasticity problems.  

   
 
 4. Methodology and Results 
 The initial regressions and Granger causality tests do not show a significant positive two-
way relationship between human capital and productivity.  Hence, we study the effect of human 
capital on output per worker using single equation estimations with per capita income, tourism, 
and imports as control variables. We first tested for heteroskedaticity using the White test and 
found a p-value of 0.0366, indicating a heteroskedaticity problem.  Similarly, tests for 
autocorrelation for an AR(1) yields a p-value = 0.000, AR(2) yields a p-value = 0.034 and AR(3) 
yielded a p-value = 0.385.  The Akaike information criterion procedure also yields two lagged 
values as the best model.  Therefore, we used Newey-West estimations with two lagged values 
and found a significant positive effect of human capital on output per worker as shown in Table 
1.  
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 The most interesting finding is public school graduates have a stronger effect on 
productivity than private school graduates.  The possible explanation could be that private 
schools emphasize theoretical education to send students to top universities in the nation.  This 
approach will produce great students, but not necessarily great workers.  Public schools teach 
more applicable knowledge and practical skills, which directly affect labor productivity once 
they leave the schools and join the labor force, either as part-time workers while attending 
college or full- time workers. 
 
Table 1.  Effect of Human Capital on Productivity 
  Dependent Variable: Productivity = Output Per Worker   
______________________________________________________________________________ 
 Variable  Public School Graduates   Private School Graduates  
   Coefficient  p-value   Coefficient  p-value 
Human Capital   634145***      0.000       474962***  .001 
Per capita income 1.2796***   0.000   1.1518***  .000 
Imports  .03977     0.924   -.0735      .873 
Tourism  .0025     0.000     .0021***  .000 
Constant  -19305***    0.000      -.608.95  .497 
__________________________________________________________________ 
 
Note: *** and ** denotes 1% and 5% statistically significant, respectively 
 
 Next we considered the different effects of public school versus private school on per 
capita income. The results for public school versus private school graduates, which are shown in 
Table 2, are similar to those in Table 1, except that the variable public school is only significant 
at a 10% level.  Additionally, the effect of tourism is no longer significant.  This implies that 
Hawaiian tourism can increase per capita income only indirectly through an increase in labor 
productivity.  The finding is consistent with Hojo (2003). 
 
Table 2.   Effect of Human Capital on Per Capita Income      
  Dependent Variable: Per Capita Income 
______________________________________________________________________________ 
Variable  Public School Graduates   Private School Graduates 
   Coefficient  p-value   Coefficient  p-value 
Human Capital 622455*     .063       410665**  .046 
Productivity  .3252**     .000   .3233***  .000     
Imports  .4367     .184       .3366   .247 
Tourism  .0055   .214       .0058   .244 
Constant   8881**    .026   -1987***  .004     
__________________________________________________________________ 
 

Note:***, ** and * denote 1%, 5%, and 10% statistically significant, respectively. 
 

We also found that tourism has a positive and significant effect on productivity and per 
capita income, while imports do not.  This can be easily explained.  While exports can increase 
output per worker or per capita income, imports might not.  In the equation for national income 
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accounts, imports are entered with a negative sign, whereas exports are entered with a positive 
sign. It will be interesting to know the effect of exports on these variables; however, Hawaiian 
data on exports are not comprehensive and are thus left for future research. 
 
6. Conclusion 
 Using the ratio of secondary school graduates for public and private schools to 
employment as a proxy of human capital, we discovered that human capital has a positive and 
significant effect on output per worker and per capita income in Hawaii.  We also found that 
public school graduates affect productivity and per capita income more than their private school 
counterparts, although the latter is only weakly so.  This implies that obtaining education from 
private schools is not necessarily better than that from public education.  If a secondary school 
student wishes to work shortly after finishing a college degree, entering a public school might be 
a better choice than a private school.  Only when a student wishes to go to graduate school, 
enrolling in a private school might be worth the expenses. We also noticed that tourism only had 
a positive and significant effect on output-per worker.  Further studies should be carried out once 
more data becomes available, including income from tourist spending, or a larger sample size.  
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2.		ABSTRACT:	
					When	visiting	prisons	these	days,	particularly	if	one	is	there	for	the	purpose	of	art	and	art	
education,	one	undoubtedly	encounters	Bob	Ross,	the	late	artist	from	public	television.			Bob,	
that	godfather	of	art	among	the	prison	culture,	has	offered	a	comfort	zone	for	approaching	the	
often‐indefinable	arena	of	art.		In	the	world	of	prisons,	the	world	is	regimented,	cellular,	
monotonous,	well	defined,	an	officer	is	an	officer,	an	inmate	is	an	inmate,	and	art	follows	the	
path	of	least	resistance.		This	path	is	one	of	formulas	and	recipes	for	making,	in	the	language	of	
Bob,	“happy	trees	for	little	animals.”	
							The	prison	community	not	only	makes	art	from	recipes,	here	art	is	hammered	into	tools	for	
corrections	and	therapy.			If	the	recipes	do	not	work	at	creating	better	citizens,	then	spitting	up	
self‐expression	through	painting	and	drawing	may	do	so.		Of	course,	art	is	understood	as	a	tool	
not	only	for	therapy,	rehabilitation,	and	corrections	in	prisons,	it	has	traditionally	been	use	as	a	
commodity	in	the	economic	art	world.		
								There	are	many	factors	why	art	has	been	understood	as	function.		Basically,	art	is	difficult	to	
identify.		In	response,	whole	systems	develop	definitions	making	art	bend	to	the	limits	of	reason	
and	explanation.			In	this	paper	I	will	describe	how	this	“bending	of	art	to	fit	reason”	happens	in	
the	confined	landscape	of	prison	and	the	results	this	bending	creates.				Furthermore,	I	will	
describe	the	affects	this	closed‐mimetic	system	has	upon	creativity	and	upon	a	person’s	inability	
to	explore	landscape,	that	visual	encyclopedia	answering	so	many	questions	of	form,	of	color,	or	
relationships,	etc.			It	has	been	my	experience	that	both	mimesis	(a	necessary	point	for	all	
beginners)	and	the	extent	to	which	an	individual	relates	to	his/her	surroundings	play	a	strong	
role	in	that	individual’s	creativity.			The	artist	is	like	an	explorer	finding	those	visual	cues	that	
connect	him/her	to	that	landscape;	be	it	light	and	shadow,	looking	for	the	horizon,	borrowing	
from	life	until	they	have	developed	their	own	navigational	skills.			When	these	issues	are	not	
addressed,	art	making	in	prison	is	merely	babysitting,	patronizing	and	functions	as	busy	time.			
     This paper discusses ways in which the artist/teacher facilitates the incarcerated students beyond 
ready formulas and how to teach the navigational skills to explore the visual field of the forbidden 
landscape of prison.  One way, as this paper explains, has been to donate artwork to prisons, 
consequently changing both landscape and the focus of the community.  I have donated and exhibited 
my artwork in several maximum-security prisons in the east and in the Midwest.  At one prison in 
New England, I have donated 47 large paintings that now hang throughout the prison.   As the inmates 
say, “I can’t turn around without seeing one of your paintings.”  The paper explores further the affects 
this artwork has upon the community and upon artists working in this community. 
     Abandoning any functional and purposeful approach to teaching art in prison, in this paper I instead 
describe different phenomenological approaches.  These are often very demanding of the student; it is 
not an “anything goes and we will call it art” approach.  When it is experienced as art, the “inmate” 
label is never attached; a very important issue when approaching art phenomenological.   There can be 
no “inmate art shows,” only art shows in a “real” venue. 
    Drawing from life can be used as a method of phenomenology.   For example, I tell the men they 
can develop their ability “to see” by drawing from “life.”  Drawing from “life” is not drawing from 
photos, their imagination, from Bob, Playboy magazines or cartoons, but from the world around them.  
One inmate suggests that there is no “life” in prison.   I said that was the challenge, but in fact there 
was “life” in prison, we just have to work harder to find it.  
     However, true to any phenomenology, it may be that what the student finds in this approach, the 
student may not like.  Likewise, art offers no guarantees, not even “happy trees for little animals.” 	
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Abstract 
 

 The research purpose was to study the results of KWPML Plus Project Instructional Model in the 
context of developing students reading comprehension abilities in Thai language subject implementation. The 
instructional model procedure consisted of 6 steps : 1) revise prior knowledge (K = What do you Know?) 2) set 
learning outcomes goal (W = What do you Want to know?)  3) plan to construct new knowledge (W = What do 
you Plan to do?)  4) monitor and check the procedure operated according to the plan  (M = How do you Monitor 
the operation?) 5) summarize learning outcomes (L = What have you Learned?) and 6) plan to construct further 
knowledge (Plus Project). The research found that students reading comprehension abilities in average score 
was in higher level after learning by the instructional model and their satisfactions through learning procedure 
were in high level. Besides, the teachers and students reflected that the instructional model benefit for not only 
students but also for teachers as well. 
  
Key words: KWPML Plus Project Instructional Model, reading comprehension, Thai language subject 
 
Introduction 

Nowadays we are facing knowledge based society. People use technology as a transmitter to convey 
and conduct changes in data, information and knowledge. While we consume them, even data information or 
knowledge, the changes are increasing among them every single minute. In this reason, language is the main 
factor to operate, transfer and to function the utilizing of all knowledge benefits. According to Alexander and 
Potter (2005),   we live at a critical time. Humanity has acquired immense knowledge, skills and power. We 
have created global communication networks and markets which connect people everywhere. We are changing 
our economy, technology and society faster than ever… education is part of the driving force of change, giving 
people skills and knowledge to make things better, faster and more powerful. If our education system is unable 
to equip people to address the many challenging issues facing them, from the global to global, then the future is 
bleak because they will surely engulf humanity, as they almost did during the last century.   

Thailand in the present is still in developing process including economics, society, science and 
technology and so on. The quality of education system is the main function to support the successfulness of 
those developments. Thailand facing education reform since the initiated of Educational Act 1999 especially 
mentioned in section 6: education is for developing Thai people as a whole in physical, mind and intellectual 
and according to section 22: child – centered is the principle for conduct the learning process, all this for the 
expectation of quality people, which should be output from quality education system. On the other hands, the 
results shown from national examination level revealed that the learning outcomes of Thai students as average 
result was in at risk level, including in Thai reading comprehension ability. In my opinion, reading 
comprehension ability is the most important ability for living and learning particularly in a present day. 
According to Banlue Pruksawan (1989) said that reading ability is an important tool for learning, without 
reading ability people will be facing obstacle in learning process. Also Chaweelak Boonyakarn (2004) 
mentioned to the important of reading is for life-long learning, response to people curiosity which is human 
nature. Certainly, I can say that reading ability enhances development in intellectual skills as a tool for 
sustainable learning to live happily in the real world. 

Not only the reasons mentioned above but also my career as a lecture of tertiary level made me 
interested in developing an instructional model for enhancing and developing students reading comprehension 
ability. 
 
Development of KWPML Plus Project Instruction Model 

The KWPML Plus Project instruction Model was constructed based on the idea of KWL and KWL 
Plus reading strategy which believe on using metacognition to enhance reading ability. And also based on 
project based learning to encourage inquiry learning. The instructional model consisted of 6 steps of learning 
management as the illustrated figure 1. The instructional model was developed upon my teaching during 
academic year 2008 – 2010  in two courses of tertiary level, one was Curriculum Development and the other 
was Learning Process Organization. 
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 The samples using in the process of developing the instructional model were 32 students studied in the 
faculty of education, Thaksin University who registered in Curriculum Development course in the second 
semester of 2008 academic year. The result of instructional model based on reflective metacognition strategies 
in my studying was consisted of 6 steps in learning process arrangement which were: step 1 : reviewing prior 
knowledge,  step 2 : setting learning outcomes goal, step 3 : planning to construct new knowledge, step 4 : 
operating action according to the plan, step 5: monitoring and summarizing new knowledge, step 6 : planning 
reading project to construct further new knowledge which follow 4 steps : 1) setting reading project topic and 
learning objectives, 2) planning reading project methodology according to the objectives, 3) operating step by 
step and 4) summarizing and reflecting the new knowledge.  

The samples using in the process of testing the 6 steps of instructional model efficiency were 42 
students who study in the faculty of education, Thaksin university and registered in Learning Process 
Organization course in the first semester of 2009 academic year. The result of instructional model efficiency 
was 81.20/83.63 which higher than the 75/75 efficiency criterion. And from this research results I named the 
instructional model to be KWPML Plus Project as the illustrated figure 1. 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
  

 
 
 
 
 
For confirmation the effectiveness of the instructional model an experimental research was set which 

the samples for experiment process were 2 groups of 54 students in each group who took Learning Process 
Organization course in the second semester of 2009 academic year. Cluster random sampling was used in this 
research. The research found that: 1) students’ learning achievement of the experiment group was higher than 
the control group. And 2) the students’ opinion on the instructional model as totally was in high level as well as 
in aspects level which consisted of learning activity arrangement aspect, media and learning resources aspect, 
learning assessment aspect, and outcomes from the instructional model aspect. 

From the mentioned results influenced me to be interested in research more on using KWPML Plus 
Project Instructional Model in other context particularly in developing students’ reading comprehension ability 
in primary level stage. In this research I cooperated with 3 Thai teachers who teach Thai Language in primary 
grad three, grade four and grad five, who have been participating in a project of enhancing school based 
development supported by local university.   
 
Research objectives  
 The research objectives were:  

1. to study students’ Thai reading comprehension abilities learning by KWPML Plus Project 
Instructional Model  

2. to study students’ satisfaction through learning by KWPML Plus Project Instructional Model 
3. to study teachers’ opinion through teaching by KWPML Plus Project Instructional Model in Thai 

subject. 
 

 

 
KWPML 

 
1. revise prior knowledge  

(K = What do you Know?)  
2. set learning outcomes goal  

(W = What do you Want to know?) 
3. plan to construct new knowledge 
      (W = What do you Plan to do?)   
4. monitor and check the procedure  

operated according to the plan   
  (M = How do you Monitor the  
          operation?)  
5. summarize learning outcomes  
    (L = What have you Learned?)  

 
Plus Project 

 
6. plan to construct further knowledge  
   (Plus Project) which consisted of  
   following procedure : 

1) Setting project topic and 
learning objectives 

2) planning project methodology 
 according to learning objectives 

3) operating followed the steps   
4) summarizing learning outcomes 

and reflecting  
 

Figure 1 procedure of KWPML Plus Project 
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Research Procedure  
 

1. Sample 
Purposive selection was used in this research. The samples consisted of three teachers who teach Thai 

subject in primary grade three, grade four and grade five, and their students who studied in the first semester of 
2010 academic year, also being research samples. 

 
2. Method 
This research operated according to the following stages 

 Stage 1 : Holding workshop meeting for planning together with three participant teachers , this stage 
set up during March – April 2010 as following activities: 

1) Holding workshop meeting on 6-7 March, 2010 to making understanding  
through KWPML Plus Project Instructional Model and practicing designed lesson plan based on the 
instructional model. And also set up classroom action research topics of those three teachers. 

2) The three participant teachers set up classroom action research proposals,  
prepared lesson plans and research tools according to the researcher advises. This step took time about five 
weeks.  

3) Holding a meeting on 16 April, 2010 to recheck lesson plans and research tools 
then assigned three experts to give opinions on research tools quality inspection. 

4) Holding a meeting on 1 May, 2010 to consider the reflection of experts quality 
 inspection then improved by those advises before tried out them. 

Stage 2  : Three participant teachers tried out the research tools with the students who 
were not the real samples. 

Stage 3 : Three participant teachers implemented classroom action research  
methodology using research tools with their samples and studied the results according to the research objectives. 
 Stage 4 : The researcher collected data and  analyzed the results of students reading comprehension 
abilities, students’ satisfaction towards the instructional model and the teachers’ opinions.  
 

3. Research tools  
Research tools consisted of : 

         1)     three sets of lesson plan designed based on KWPML Plus Project Instructional Model 
prepared by the participant teachers according to the researcher advices. 

       2)    Thai reading comprehension ability examinations prepared by the participant teachers 
according to the researcher advices for pre and post test.  

       3)    Satisfaction questionnaires asking students about learning by KWPML Plus Project 
Instructional Model in Thai subject.  

       4)   Semi-structure interview form asking teachers about teaching by KWPML Plus Project 
Instructional Model in Thai subject. 

 
4.    Data collection 
       Data collection were as following : 
       1)   The reading comprehension ability examinations were taken by those three group students 

before learning by lesson plan designed based on KWPML Plus Project Instructional Model.  
       2)   The reading comprehension ability examinations and satisfaction questionnaires were taken by 

those three group students after learning by lesson plan designed based on KWPML Plus Project Instructional 
Model. 

       3)  Semi-structure interview form asking teachers about teaching by KWPML Plus Project 
Instructional Model in Thai subject was used by the research after they finished teaching the lessons. 

 
5.   Data analysis 

     1) Descriptive statistic were used to analyze the data collection of the reading comprehension 
ability examinations and data from satisfaction questionnaires which were mean (µ), standard deviation () and 
percentage (%).  
     2) For analyze satisfaction questionnaires data, rating scale of means were interpreted as follow :
   4.51 – 5.00  mean  satisfaction at the highest level 
   3.51 – 4.50  mean  satisfaction at a high level 
   2.51 – 3.50  mean  satisfaction at a medium level 
   1.51 – 2.50  mean  satisfaction at a low level 
   1.00 – 1.50  mean  satisfaction at the lowest level  
    3) Content analysis was used to analyze the interview data collection. 
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Research Results 

 
1. The results of reading comprehension ability of the three group students were showed in the table 1. 

 
Table 1 : Reading comprehension ability results of three group students   
 

Student Grade level 
Total 
Score 

Before After 
Development Score 

µ  µ  score % 
Grade 3 (N=24) 30 16.30 4.24 22.60 4.18 +6.30 21.00 

 Grade 4 (N=29) 30 13.31 3.27 24.14 2.60 +10.83 36.10 
 Grade 5 (N=28) 30 13.61 2.81 21.50 3.35 +7.90 26.33 

 
From table 1 showed that the average scores of Thai reading comprehension ability of three group 

students after learning by KWPML Plus Project Instructional Model were higher than before learning, in details 
showed that the percentage of development score of grade three students was 21 %, 36.10% and 26.33% were 
development scores of grade four and grade five students. 
 

2. The results of students’ satisfaction through learning by KWPML Plus Project Instructional Model 
were showed in table 2 

 
Table 2 : Students’ satisfaction through learning by KWPML Plus Project Instructional Model  
 

 
Aspect 

Grade 3 
(N=24) 

Grade 4 
(N=29) 

Grade 5 
(N=28) Level of satisfaction 

µ σ µ σ µ σ 
 
1.  Learning activity arrangement  
2.  Media and learning resources 
3.  Learning assessment 

 
4.33 
4.50 
 4.07 

 
0.65 
0.60 
0.66 
 

 
4.21 
4.25 
4.11 

 
0.50 
0.70 
 0.69 
 

 
4.48 
4.41 
 4.38 

 
0.51 
0.50 
 0.49 
 

 
High  
High  
High  

total 4.30 0.64 4.19 0.63 4.43 4.19 High  

 
From table 2 showed the students’ satisfaction through learning by KWPML Plus Project Instructional 

Model of those three groups were in high level in both total level and in aspect level which consisted of learning 
activity arrangement aspect, media and learning resources aspect, learning assessment aspect. The total mean 
score were 4.30,4.19 and 4.43 in order of grade three, grade four and grade five students. 

 
3.  The teachers’ opinion on teaching by KWPML Plus Project Instructional Model found that it was 

benefit not only for students but also for teachers as well. Students developed their plan for reading task 
systematically, their reading achievements were in higher level. The procedure of the model enhanced active 
learning habits and also could be able to apply in planning reading activities which further support self directed 
reading habit and developed thinking skill and life-long learning. Besides, teachers revealed that the model 
enhanced teachers to be aware of planning skills in any tasks, they also learned research process skills 
systematically and supported positive attitude on conducting research and realized effect of using research 
process to develop students learning achievement.  
 
Discussion 

Based on the results of this study, the following issues were discussed : 
1. For the results of average scores of Thai reading comprehension ability of three group students  

after learning by KWPML Plus Project Instructional Model were higher than before in quite high percentage 
level of development, the season indicating this success was because of the learning process activities designed 
by the teachers according to the procedure of KWPML Plus Project instructional model were systematic and 
also enhanced students to use their own thinking process to revise, monitor and evaluate their learning process 
while experienced those activities. The first stage of the instructional model “revise prior knowledge” is the first 
activity for students to survey, review and retrieve their prior knowledge to be ready to bridge a link to construct 
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new knowledge. Then followed by the next step “set learning outcomes goal”, the activity in this stage could 
help students set a focus point to learn exactly to be success by the next activity of the third step “plan to 
construct new knowledge”. The coming up stage “monitor and check the procedure” could make students used 
their metacognitive strategy to enhance the successfulness of their tasks. The next step of constructed new 
knowledge from their reading was “summarize learning outcomes” this would be made sure of the completely 
learning outcomes to be constructed by the learners. And the final step “Plus Project” was the last step to 
encourage students to be an autonomous learner to find what they want to learn more by themselves using 
project based learning to complete their curiosity, this would support the idea of child-centered and sustainable 
learning.  All of this stages can be explained based on constructivism theory according to  Jean Piaget 
(Wikipedia, 2010) who articulated mechanisms by which knowledge is internalized by learners. He suggested 
that through processes of accommodation and assimilation, individuals construct new knowledge from their 
experiences. When individuals assimilate, they incorporate the new experience into an already existing 
framework without changing that framework. This may occur when individuals' experiences are aligned with 
their internal representations of the world. Also congruence with Amornsri Sangsongpha (1999) claimed that 
activated prior knowledge is an important activity in pre reading stage, it can enhance students’ readiness in 
process of learning. This was in congruence with the results of the research conducted by Kitichai Yanarangsri 
(1997) and Pannee Sawetman (2000) found that prior knowledge is the important factor to enhance and develop 
intellectual skills. Besides, the learning process activities based on the instructional model also support the idea 
of Robin Fogarty (1994) who revealed that there are 3 aspects of metacognition experiences: planning  
monitoring and evaluation that would be covered in the instructional procedures.  

2. The research found that students’ satisfaction through learning by KWPML Plus Project  
Instructional Model of those three groups was in high level this can be confirmed that those students appreciate 
to learn by the activities based on the procedure of the instructional model. I think the reason for support the 
reflection was because the students could be able to retrieve their prior knowledge to construct their own 
knowledge and also have a chance to create the topic to do project learning which could be response to their 
curiosity it could be more value than just learn on the step of teacher footprint only. This leaning environment 
made students feel at ease to learn more as Tisana Kamanee (2004) said a friendly atmosphere can enhance 
students learning happily.  

3. The teachers’ opinion on teaching by KWPML Plus Project Instructional Model found that it was 
 benefit for not only students but also for teachers as well. They revealed that the instructional model enhanced 
teachers to be aware of planning skills in any tasks, they also learned research process skills systematically and 
supported positive attitude on conducting research and realized effect of using research process to develop 
students learning achievement. From this result I think because of the affect of research method which could let 
those teachers to work together with the researcher closely, then they could be able to ask whatever they wanted 
to know or to clarify so this made them prepared their own classroom research with clearly understanding both 
in outcomes goals and procedures to carry on. I also can claim that positive friendship could make this result 
happened among win-win situation between the researcher, the teachers and the students. 
 
Recommendations 
 

1. Recommendation for implementing the instructional model were as follow : 
1)  The difficult of vocabulary and message in the passage of reading materials lesson plan  

should be appropriate with students age and should be activated students interesting. 
2) For firstly lesson teacher should help students in the third stage “plan to construct new  

knowledge” and may be need to prepare some other material to help students to learn mere such as dictionary, 
encyclopedia, pictures, video, etc.  

3)  Questioning technique can be used to enhance the successfulness. 
4) Student self evaluation skill may be need to be orientation.      

   
2. Recommendation for further research were as followed : 

1) There should be a variety study of dependent variable to confirm the efficiency reliable of  
KWPML Plus Project Instructional Model implementation. 

2) True experimental research should be a research methodology design to compare the  
efficacy of the instructional model with others. 
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Here is a story that has some of the world’s best selling papers …
allegedly hacking into the phones of the families of kidnapping vic-
tims, terrorism victims and dead soldiers. The same media empire is
accused of protecting its corrupt activities by paying off the police and
collecting covert information on politicians.

(Jeet Heer, July 19, 2011, The National Post)

Introduction

“Extra! Extra! Read all about it! Employees of Rupert
Murdoch’s News of the World Newspaper Have Been

Caught Doing Sleazy Things!!” So read the headlines, or some-
thing to that effect, of newspapers not owned by RupertMurdoch
this past July.Yet, for anybody in Canada and the U.S. concerned
with the decline in rational and respectful political debate,
the revelations that Murdoch employees engaged in unethical
behaviour was not a surprise. After all, this same man owns Fox
News, a television station known for its bombastic hosts vicious-
ly denigrating anyone who utters a progressive thought. In fact,
despite the claim to be “fair and balanced,” many media watch-
ers describe any American news source owned by Rupert
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Murdoch to be nothing more than a shill for the far right wing of
the Republican Party (Dickinson, August 10, 2011).
Murdoch owns many other media outlets, including the New

York Post which earlier this year ran “an editorial cartoon that
likened President Obama to a crazed chimp deserving to be shot”
(Heer, July 19, 2011) — for whichMurdoch only reluctantly apol-
ogized. Many of us were not at all surprised to learn that the
flagship newspaper of Murdoch’s British holdings engaged in
phone hacking, paying police officers for sensitive private infor-
mation on citizens, and blackmailing prominent politicians.
For media watchers, ‘journalistic ethics’ and Murdoch are not

often contained in the same phrase. But what about the people
who do not concern themselves with thinking about the corpo-
rate media and their effects on civil society? Were they sur-
prised to learn of the immoral tactics of these journalists who
work for Murdoch? Judging by the reaction from British citi-
zens, my guess is that yes, they were genuinely surprised, espe-
cially when they learned that the targets were regular citizens,
not celebrities or politicians. Judging from what I have wit-
nessed in the classroom over the years, I was not surprised to
learn of their surprise.
For almost 30 years I have been a social studies educator, in

both the high school classroom and as a teacher educator. In both
settings, I am always struck whenever I hear a student talk
about the media as though it is filled with objective, unbiased
news.A lack of awareness about bias in the ways that knowledge
is socially constructed, referring to what and how something is
included versus what is excluded, in textbooks and the curricu-
lum is a crucial problem for social studies educators to contend
with. A lack of awareness about the financial interests behind
corporate media, however, is a crucial problem for all citizens to
contend with.
This article will make a case for teachers to engage in media

literacy so that fewer people will think the news is objective! It
will pose questions about the media for teachers and students to
ponder.

Lessons for (and from) educators
As mentioned, in the early summer of 2011, citizens in English-
speaking western nations became aware of a major scandal
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involving one of the most powerful institutions in Britain, namely,
the long-running News of the World newspaper. Apparently, the
paper had been engaging in extremely egregious activities. The
example that set off the public was when they learned that the
paper’s employees hacked into the cell phone messages of a miss-
ing teenager, and deleted some of them to make room for more, a
tactic that gave the parents false hope that theirmurdered daugh-
ter was actually alive. The News of the World, in operation since
1843, was forced to shut down days after the revelations became
known.Moreover, its parent company,News International, itself a
subsidiary of News Corporation, succumbed to public and political
pressure and withdrew its bid to purchase a majority of shares in
British Sky Broadcasting, a satellite broadcaster. From what we
have learned about the tactics of News Corp journalists, all citi-
zens should emit one collective “Whew!”
I mentioned that many people were not surprised to learn of

these very unprofessional and illegal activities.Yet, I believe that
there is much all of us can still learn from this sordid tale.
Two important questions for social studies and media litera-

cy educators are: What is the agenda behind the use of such
unethical tactics? And more importantly, what should be the role
of the news media? Before each section, a question has been
posed for the progressive educator to reflect upon as they read
the section. Beginning with a few select details about the growth
of Murdoch’s News Corporation is a good place to start.

Should a society do a background check on anyone
who makes a bid for a major news outlet? If so, who
should do it?
The News of the World was bought by Australian media mogul
Rupert Murdoch in 1969, the first major British newspaper he
was able to control. He had acquired the pejorative nickname
“The Dirty Digger” because of nefarious dealings with the social
and economic fabric of Australian society, the country that
spawned Murdoch. Indeed, one educational policy researcher
contends that the once lauded Australian public education sys-
tem was severely compromised because of “the push [of a] priva-
tization agenda with the backing of Murdoch’s press empire”
(Martin, 2009, p. 87).
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In 1976 Murdoch purchased The New York Post, a tabloid
famous for its sensationalist headlines. This foray into the U.S.
market led to the creation of the Fox Broadcasting Company in
1986. Apparently, the FBI is now investigating rumours that
Murdoch-employed journalists based in the U.S. engaged in
phone-hacking with family members of the victims of the
September 11th 2011 terrorist attacks. Indeed, it would appear
prudent to have Murdoch’s murky media world investigated —
the concentration of his media empire holdings, the tactics used
by his journalists, and the overall effects of the political ideology
his News Corp promotes — all should be held up to scrutiny.The
difficulty lies in finding consensus around who should do the
investigating. It would clearly be folly to allow a government to
shut down any media source it deems to be an obstacle to imple-
menting its agenda. In Canada, perhaps an all-party committee
might be able to agree on who should comprise a panel of experts
in media observation from various academic institutions and
think tanks.

What problems can arise when journalists and politi-
cians develop a ‘cozy’ relationship?
Two weeks after the story about the most recent round of phone
hacking was first published in The Guardian newspaper, 10
News Corp employees had been arrested or held in custody by
police. These included Andy Coulson, the communications direc-
tor of Conservative Prime Minister David Cameron, and Clive
Goodman, the formerNews of the World editor tasked with writ-
ing about the British royal family. Story after story appeared
during July and August describing a culture of acquiescence
among British politicians because of the power of the newspaper
to destroy their political careers should they not cater to the ide-
ology of News Corp publishers.
Former Labour Prime Minister Gordon Brown was targeted

by Murdoch-employed journalists as they successfully obtained
private information about his finances and legal issues. They
even attempted to find out the medical condition of his ill young
son despite the parents’ desire to keep it from the public
(Davies, N. & Leigh, D., July 11, 2011). Moreover, Murdoch’s
employees apparently paid high ranking police officers for pri-
vate information of famous and regular British citizens, acts
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that led to the resignations of the head of Scotland Yard and his
deputy. In short, it was an incredibly ugly situation precisely
because of the role that Murdoch’s media empire played in
British society.
With public outrage building to fever-pitch proportions,

British politicians from all three major parties demanded to
have Rupert Murdoch, now 80, and his 38-year old son and heir
apparent James appear before a Parliamentary committee. On
July 19th the Murdochs sat before British Members of
Parliament; their basic message was, “We are sorry for what hap-
pened, but we did not know about these tactics.” Well, I for one
cannot say for certain whether these two did or did not know
what tactics their employees were using to get stories,1 but it is
clear that the “we were ignorant” explanation is the only one
that would turn down the heat. Apparently, the public relations
firm they had hired to deal with the public outrage prior to the
hearing paid dividends (Vanden Heuvel, 2011); for a while this
strategy seemed to work. But eight weeks later, former News
Corp executives suggested that the younger Murdoch was aware
of the “illegal espionage” of his employees back in 2008 (Satter,
September 13, 2011). The committee of British lawmakers have
decided to recall James Murdoch for another grilling because of
this new evidence.We have yet to see how this transpires — per-
haps a slick public relations firmmay not be able to help the heir
apparent out of this jam. This would be good for democracy, of
course, in that if the Murdochs were to be reprimanded, media
moguls might be less inclined to treat citizens in this manner.
People who run for public office with a different political agenda
from the Murdochs should not have to be subjected to public
humiliation and abuse.

What does it tell citizens when former media mogul
Conrad Black attacks the ethics of current media mogul
and former rival Rupert Murdoch?
The Murdoch phone hacking scandal has even provided a source
of mirth and merriment for Canadian media watchers. It was
only a few years ago that the Canadian public witnessed the
downfall of its own media mogul, Lord Conrad Black of
Crossharbour.After relinquishing his Canadian citizenship for a
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British peerage, Lord Black was convicted of fraud and obstruc-
tion of justice for the way he conducted the business dealings of
his own media empire. In 2007, he was sent to an American
prison to serve a six-year sentence. Despite this setback, Lord
Black recently saw fit to comment on the ethics of his former
rival Rupert Murdoch. A few days before an appeals court sent
him back to prison for his crimes, Black used his column in the
archconservative Canadian newspaper he founded, theNational
Post, to sanctimoniously state, “[News Corporation] is a nasty,
vulgar, cynical, dirty-laundry operation that has reduced stan-
dards of public taste and decency on at least four continents for
decades” (Black, July 23, 2011). I would think that there are
many people familiar with the Lord’s own sense of ethics that
would claim his views were tantamount to the pot calling the
kettle Black, pun intended.
But let’s get back to the original questions: What exactly can

we learn from the revelations about these kinds of unethical
strategies used by corporate media? What can and should we
expect from corporate media and its role in society?We canmake
better sense of the first question once we have explored the sec-
ond one.

What should be the role of the media in our complex
society?
Back when I was a high school student in the early 1970s, the
public was inundated with a set of news stories that came to be
known as the Watergate Affair. Two reporters for the
Washington Post had obtained enough evidence of illegal wrong-
doing, including tapping of political rivals’ phones, that emanat-
ed from the office of the American Republican president,
Richard Nixon. Shortly afterward, Nixon was impeached. It
seemed that the sentiment of the general public in the 1970s
approved of the role of the media to report on illegal activity
among elected officials.
Watergate, however, led to a massive increase in a type of

reporting that is sometimes referred to as gotcha journalism.
This form includes observing politicians and celebrities to the
extent that virtually every aspect of their personal lives is under
constant scrutiny. To this day ‘gotcha journalism’ distorts the
motivation of many reporters, as the targeting of former British
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Prime Minister Gordon Brown’s personal records by Murdoch
employees clearly demonstrates. This type of muckraking jour-
nalism must obviously keep many people from wanting to run
for public office.
Learning about the ethics of media moguls like Murdoch and

Black definitely tells us something of their basic character. It
illuminates howMurdoch’s media outlets work on the most base
of our interests — sex scandals and other improprieties
(Thompson &Hutton, July 10, 2011). Black’s personal strategies,
on the contrary, included exalting the rich as though they were
part of an aristocracy. His recently published memoir (2011) is
filled with evidence of an aristocratic hubris. Despite these dif-
ferent approaches, both media moguls want to further entrench
conservative social hierarchies along axes of gender, class and
race. Is this the role citizens want for the media?
Of course, journalism has also had a long history of fulfilling

an important role in western nations, as well. The Watergate
Affair is only one example of many that demonstrates a positive
function for the media. Journalists such as Robert Fiske, George
Monbiot, John Pilger, Naomi Klein, Seymour Hersh, Matt Taibbi
and countless others have each pointed an important critical
lens on the economic and geopolitical global power structure.Yet,
none of these journalists have done their work for either the
Murdoch or the former Black media empires. The very existence
of people with such courage provides a clear example for a noble
role for the fourth estate. Sadly, the Murdoch empire or the for-
mer Black empire have been almost bereft of performing such a
journalistic role in the countries they operate in.
Canadian journalist and historian Jeet Heer (July 19, 2011)

explains: “the Murdoch press as a whole … tends to go after any
group that doesn’t adhere to the ideals of middle-class white
society … an eclectic and elastic category that includes union
members, gays, almost all foreigners, uppity women and racial
minorities.” Anyone familiar with the usual fare on Fox News
will recognize these same groups are regular targets of conser-
vative populist defensiveness. Creating a culture of fear among
American and British commoners seems to be the modus
operandi. As we shall see in a subsequent section, Canadians
should not be too smug about the situation here.
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What can teachers do to counter the media-induced
‘Culture of Fear’?
American linguist George Lakoff (2008, 2004, 1996) has written
extensively on the different frames that conservatives and liber-
als use to view the world they live in. One of the most compelling
themes in Lakoff’s work is the emphasis on fear in the typical
conservative mind. This explains why conservatives are more
fearful of change, and frightened of feminists and gay people,
and why they seem to be overall much more xenophobic. They
appear to have a visceral fear of terrorism, but this fear seems
directed mostly at Muslims while anti-government militia
groups fly under the radar.
The fear function also affects conservative perspective on eco-

nomic issues, as well — they only seem willing to support taxes
that pay for a bigger military, more police, or more prisons.
Listening to Fox News and other Murdoch-run media outlets
gives the impression that conservatives want to dismantle the
social welfare state and even the public education system
because they do not want to see their hard earned tax dollars
helping out people they perceive to be lazy, or different in any
way from themselves. Fox News has been instrumental in the
creation and development of the supposedly populist Tea Party.
Of course, the Tea Party events have been funded by the billion-
aire Koch Brothers (Monbiot, October 25, 2010). According to
respected British journalist GeorgeMonbiot, theTea Party is one
of the world’s greatest exercises in false political consciousness.
It is an “astroturf” movement, Monbiot explains, which means it
is “a fake grassroots movement [that] purports to be a sponta-
neous uprising of concerned citizens, but in reality it is founded
and funded by elite interests.” The constant Tea Party refrain of
more tax cuts obviously benefits billionaires more than com-
moners. From what we have recently seen with Wisconsin gov-
ernor Scott Walker, the Tea Party is having a very deleterious
effect on civil society in that state — running on a tax cut agen-
da resulted in Walker passing legislation that abolished the col-
lective bargaining rights of public sector workers such as school
teachers. This is all courtesy of Murdoch’s Fox News (and the
Koch Brothers).
The ‘culture of fear’ strategy has been directed at famous lib-

eral politicians, as well as common citizens. In the U.S., Fox News
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were clearly more supportive of George W. Bush’s policies than
they have been toward the policies of the Clinton and Obama
Administrations. It is quite possible that the fear of angry rheto-
ric from Fox News television hosts has affected the struggle to
enact progressive policy with both Democratic presidents.
In Britain, the News of the World phone hacking affair

revealed a culture of extreme fear within British political circles.
Politicians themselves began to fear that if they did not adhere
to Murdoch’s perceived political ideology, based on fanning the
flames inherent within an extreme right wing populism, then
they could expect to see the end of their own political careers.
Consider the situation of former British Labour Prime Minister
Gordon Brown. Before the last British national election,
Conservative leader David Cameron was deeply embedded in
the same social circles as Murdoch’s top people in the United
Kingdom (Katz, July 14, 2011). There is little question that the
more progressive Brown lost because Cameron was quite suc-
cessful in currying favour with Murdoch’s people. Students
should be made aware of these kinds of media influence in elec-
toral politics.
It has been said that Murdoch’s association with both conser-

vative Ronald Reagan and liberal Tony Blair indicates that he
supports politicians of various ideological backgrounds. The
truth is that Blair was a neoliberal in favour of the corporate
agenda as much as any Republican President or Conservative
Prime Minister of the last 30 years (as was fellow liberal Bill
Clinton). In other words, Murdoch’s own politics appear to be
focused on mainly economic issues: deregulation of industry, pri-
vatization of the commons (including a relentless attack on pub-
lic education by touting the merits of voucher schools and char-
ter schools), portraying support for the rights of workers as anti-
American, and of course, more and more tax cuts. All of the
politicians that worked hard to garner support from Murdoch’s
media empire, no matter their stance on social issues, had to
support this neoliberal pro-corporate philosophy or else experi-
ence serious attacks, even on a personal level, from Murdoch’s
empire. Remember Murdoch’s New York Post cartoon of
President Obama described earlier.
I do not believe that the public wants the corporate media to

play the role of kingmaker in a democracy. Social studies teach-
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ers should develop pedagogy that helps students understand the
implications of such a role in our society. A civil society would
expect teachers to take this on.

What are pitfalls of creating a polarized society of
progressives versus conservatives?
This cultivation of a culture of fear is one obvious strategy that
Murdoch has utilized to further entrench the neoliberal agenda,
especially in the English-speaking western countries. Yet, there
is an even more sinister effect arising from the culture of fear
the Murdoch empire has nurtured. There appears to be an
insidious divisiveness in American society, a fault line that has
now widened to become a large crevice with conservatives on
one side pitted against progressives on the other side. By now
most people should be aware that the talking heads on Fox
News like Bill O’Reilly and Glenn Beck are famous for declar-
ing that conservatives are the real Americans because they
work hard and do not look for government handouts. Liberals,
according to Fox News hosts, do un-American things like drink
lattes or drive foreign cars, and they expect the government to
tax working people and give the money to lazy people. The
Murdoch media empire seems to relish the role it plays in cre-
ating a polarized society.
Sometimes this strategy leads to tragedy — in January of

this year a deranged young gunman shot Democratic
Congresswoman Gabrielle Giffords and six others at a political
event in Arizona. Liberal commentator Keith Olbermann
alleged on his MSNBC television show that “Sarah Palin played
a significant role in raising the volume of vitriol in the U.S. …
Bill O’Reilly and Glenn Beck of Fox News [raised] the level of
extremism in partisan political argument” (Doyle, January 11,
2011). This is the sort of dangerous game that Murdoch’s media
empire has created. This is why I do not lament the bit of heat
he and his son have taken of late. A civil society does not seem
to be on their wish list, and because of this, I would like to see
the influence of the Murdochs and their ilk in the media dissi-
pate as quickly as possible. This can only happen when citizens
are aware of this influence.
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What can teachers do to ensure this does not occur in
Canada?
As far-reaching as the Murdoch media empire is, Canada seems
to have been spared the ugliness of its approach to journalism.
Yet, we cannot be too smug. The current federal Conservative
government led by PrimeMinister StephenHarper has been lob-
bying for a few years to bring “Fox News North” to Canadian tel-
evision (Newman, June 10, 2010). In early 2011, after a lengthy
and rather bitter battle, they succeeded — Sun News, owned by
Quebecor, the Quebec media giant controlled by Pierre Peladeau,
began to broadcast on cable channels. The distressing aspect of
this for Canadians wanting a stronger civil society is that Sun
News is modeled after Murdoch’s Fox News.
On May 2nd of this year, Canadians went to the polls because

the opposition parties found the governing Conservatives in con-
tempt of the Parliamentary process. This election resulted in a
majority government for the Conservatives after five years of
minority rule. Although they only received 39% of the popular
vote, the Conservatives now have until at least 2015 to imple-
ment their policies. The Conservative election platform was
quite telling about what their policies are: corporate tax cuts,
constructing massive new prisons (even though violent crime
has been on a steady decrease for many years), buying extreme-
ly expensive U.S.-made stealth jets, and ending the gun registry.
In short, a platform of corporate tax cuts, prisons, jets and guns
managed to get the Conservative Party the majority government
they craved. There is no doubt that the fear factor influences
Canadian conservative voters, as well. Much of the corporate
media in Canada were also instrumental in pushing this con-
servative agenda.2

What are the implications for teachers?
In the past, I have written about critical media literacy for the
social studies classroom (2007, 2008, 2009, 2011a, 2011b). My
approach included helping students identify the bias of a certain
article of a particular journalist or even a news source. This
always began with an understanding of political ideology in
terms of both economic and social issues. The Murdoch phone
hacking scandal has given me pause of my approach, and I now
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think that something more is required. Teachers should reflect
upon how the news is presented to the masses, and design ped-
agogy that illuminates the basic premise for a society to func-
tion, one that is based either on fear or on caring for one anoth-
er, even for a stranger. By corollary, students should be given the
space to ponder the manner in which the corporate media fosters
a culture of fear. They should be made aware of these tactics so
that they can decide if this is the role of the media they want. As
one example, I strongly believe that high school social studies
teachers should have asked students to reflect on why the
Conservatives campaigned on building new massive and expen-
sive prisons during a time of economic uncertainty and
decreased violent crime rates. Pedagogy that included the media
perspective on these fear inducing conservative positions would
have been relevant and undoubtedly illuminating. Contrasting
the ideological perspective or bias from one news source to
another on the very same topic is a very useful exercise for teach-
ers to assign students. This is especially effective when articles
from conservative Canadian media outlets such as Sun News or
Post Media are compared to progressive news sources such as
the Toronto Star or the excellent BC-based on-line newspaper
called The Tyee. (See www.thetyee.ca.)
If students prefer a more civil society than what right wing

populism offers, then an awareness of the effects of media sen-
sational extremism at least allows the option of them doing
something about it. By definition, critical media literacy includes
the identification and location of the power nexus in our society.
The Murdoch phone-hacking scandal demonstrates that a better
approach to critical media literacy in the classroom must also
include deeper questions about the basic nature of society one
wants to live in. These deeper questions must be connected to
ways that students and citizens can become aware and active in
participating in our democratic society. After all, many wise and
caring people have said to anyone who cares to listen:Democracy
is not a spectator sport!

* * *
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Paul Orlowski has been engaged in social studies education for almost
30 years. He is currently on faculty at the University of Saskatchewan.
Paul's teaching and research interests are in anti-racism, class con-
sciousness, media literacy, and teaching for a stronger democracy. His
biggest fears are that the Tea Party gets stronger in the U.S., and that it
makes a serious appearance in Canada, too. Paul wants social studies
teachers to deconstruct this movement in the classroom.

ENDNOTES

1 There are so many things that the public cannot know for certain when
people fight the power. For example, the journalist who first blew the whis-
tle on the illegal tactics used by News of the World journalists, Sean Hoare,
was found dead on July 18th, 2011, the day before the Murdochs testified.
The police, who had recently seen some of their top people resign over the
scandal, announced that it was not a suspicious death. (For more, see
http://www.guardian.co.uk/media/2011/jul/18/news-of-the-world-sean-
hoare.) It was a similar situation when a British scientist working for the
Ministry of Defence, David Kelly, was found dead in a wood near his home
in March 2003. Kelly’s death occurred a few days after he had gone to the
media to dispute the British government’s claims that Iraq had weapons
of mass destruction prior to the invasion of that country. (For more, see
http://www/guardian.co.uk/media/2003/jul/18/broadcasting.bbc.) We simply
cannot know for sure what actually takes place when whistle blowers
decide they cannot accept what they know to be unethical behaviour with
authority.
2 As an example of a major Canadian media source endorsing the
Conservative Party’s agenda, see http://www.theglobeandmail.com/news/
opinions/editorials/the-globes-election-endorsement-facing-up-to-our-chal-
lenges/article2001610/.
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A critical review on portfolio assessment for ESL/EFL college students: Issues, needs, 

and possibilities. 

 

Abstract 

 Operationally defined as “a collection of the writer’s work over a period of 

time” and containing three core elements “collection, selection and reflection” (Hamp-

Lyon, 2006, p, 140), portfolio has been recognized as a common alternative assessment 

tool evaluating students’ writing performance based on the process-approach framework 

since mid-1980s (Yancey & Weiser, 1997; Hamp-Lyon & Condon, 2000). In the L1 

writing context, portfolio assessment was applied widely from second-grade to college 

level. The bulk of literature have discussed various issues, such as how it was developed 

into large-scale assessment systems in secondary and high schools, whether portfolio 

assessment should conform to traditional psychometric standards, and whether college 

students really benefit from multiple revisions and reflections. (Murphy, 1994; Black, 

Helton & Sommers, 1994; Callahan, 1995)  

  Compared with the amount of literature in the L1 area, portfolio assessment 

studies in the L2 contexts seemed to center around college-level students yet the amount 

remained relatively scant. The body of research continued to focus on ESL/EFL students’ 

perceptions on compiling portfolios, yet to what extent are L2 learners’ writings actually 

assessed by self-assessment, teachers and peer feedback via portfolio remained 

inconclusive and study results were mixed (Chen, 1999; Hirvela & Sweetland, 2005; 

Hamp-Lyon, 2006; Hung, 2006; Aydin, 2010). In spite of these inconclusive results, 

relatively few studies explore why self-assessment and feedbacks do not seem to work in 

some portfolio assessment cases. This may be unfortunate, since the effect of portfolio as 

an assessment tool may decrease when any of the core elements does not function well. 

Meanwhile, whether portfolio assessment should be standardized to enhance reliability and 

validity appeared to be another debatable issue (Song & August, 2002). 

 This presentation aims to bridge the above-mentioned gaps by evaluating the status 

quo of portfolio research and redefining portfolio assessment in ESL/EFL college-level 

contexts. First, past study results will be synthesized to highlight the current problems of 
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portfolio assessment research. Second, framework of portfolio will be inquired and 

rearticulated, including whether psychometric standards should be positioned within a 

portfolio system. Third, questions on how teachers, peers and students might interact to 

enhance the evaluation purpose of portfolio will be discussed. Finally, suggestions for 

future empirical studies based on the previous discussions will be given.  
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Abstract 

Many TESOL methods developed in the 20th century are based on theories outside 

TESOL, e.g. psychology, cognitive science, and linguistics. The current practice of teaching 

linguistics at many universities lacks one important area – lexicology. As a result, most TESOL 

programs in the United States and overseas do not include lexicology in their ESOL teacher 

training programs. 

It is important for ESL teachers to have a good understanding of what language is all 

about; accordingly, TESOL programs require that future teachers take introduction to linguistics, 

phonetics and phonology, and grammar, traditionally subdivided into morphology and syntax. 

There are good reasons for that: the minimal segmental unit of language is phoneme, hence 

phonology. Phonemes serve as construction blocks for morphemes, hence morphology. 

Morphemes constitute words, and here we find a surprising gap: most TESOL programs do not 

offer a course of study of the word. Moving on from words to linguistic units larger than words, 

the situation gets back to normal: phrases and sentences are covered by syntax. 

Most teachers would agree that learning a second language is to a great extent a matter of 

learning the vocabulary of that language, and this paper shows why lexicology, a branch of 



linguistics that deals with the study of words, relations between words, and the whole lexicon, 

should be included in ESL teacher training programs. 

The paper details the reasons why lexicology should be included in ESL training 

programs, discusses the scope of lexicology (definition of the word, types of meaning, types of 

semantic change, word formation, types of word combinations, and vocabulary as a system),  and 

demonstrates how ESOL teachers would benefit from studying lexicology through a better 

understanding of the vocabulary system, better understanding of language in general, and a better 

ability to teach vocabulary more effectively.  

A “Word” about Vocabulary Teaching 

 The October 2009 issue of Essential Teacher published an interview with Keith Folse, a 

TESOL professional with 30 years of experience, who was asked to share his views on teaching 

grammar. When Folse was asked for some final thoughts, he said, “In learning a language, I 

think vocabulary is the single most important component for comprehension, but grammar is the 

backbone of the language” (Ariza, 2009). The importance of teaching and learning vocabulary is 

obvious, because, as Wallace (1982) puts it, “there is a sense in which learning a foreign 

language is basically a matter of learning the vocabulary of that language” (p. 9). Despite that, 

according to Wallace, “it has often been remarked how strange it is that comparatively little has 

been written on the teaching and learning of foreign language vocabulary” (p. 9). Regrettably, 

we have to agree with that. Here is just one example. Chapter 20 in Brown’s Teaching by 

Principles: An Interactive Approach to Language Pedagogy (2001), the book that I like a lot and 

use in one of my TESOL methods courses, deals with form-focused instruction and is subdivided 

into the following sections: The Place of Grammar, To Teach or Not to Teach Grammar, Issues 

About How to Teach Grammar, Grammar Techniques, Grammar Sequencing in Textbooks and 



Curricula, and A “Word” About Vocabulary Teaching. Five sections on grammar and a “word” 

about vocabulary teaching! 

It is important for ESL teachers to have a good understanding of what language is all 

about: language is the subject they teach, and knowing one’s subject is, for example, the first 

requirement that teachers must meet in order to be licensed in Wisconsin: “Teachers know the 

subjects they teach” (Wisconsin Educator Standards - Teachers, 2011). Accordingly, TESOL 

programs require that future teachers take introduction to linguistics, phonetics and phonology, 

and grammar, traditionally subdivided into morphology and syntax. There are good reasons for 

that: the minimal segmental unit of language is phoneme, hence phonology. Phonemes serve as 

construction blocks for morphemes, hence morphology. Morphemes constitute words, and here 

we find a surprising gap: most TESOL programs do not offer a course of study of the word. 

Moving on from words to linguistic units larger than words the situation gets back to normal: 

phrases and sentences are covered by syntax (Fig. 1). 

 

Figure 1. 

 It seems that sometimes linguists forget the simple truth: in the beginning was the 

Word. There is another book that I use in my courses, Crystal’s Cambridge Encyclopedia 

of Language (1997). Its detailed Index of Topics lists dozens of pages dealing with 



phonology, morphology, and syntax. The study of the word, lexicology, however, is not 

mentioned at all. 

Lexicology: Definition 

Noah Webster defines lexicology in his 1828 American Dictionary of the English 

Language as “the science of words; that branch of learning which treats of the proper 

signification and just application of words.” (Noah Webster’s). As you can see, neither the term 

nor the area of scientific study is new. Why then lexicology was neglected? James McMillan of 

the University of Alabama offers the following explanation: 

Since the beginning of the study of the English language in America, the lexis has been 

the component most extensively and most frequently treated. Lexicographers and 

philologists, both professional and amateur, have diligently catalogued general 

vocabulary, slang, dialect, jargons, argots, and neologisms, and have attempted 

generalizations about lexis and social correlates. However, structural linguistics in the 

years 1925-1965 excluded the lexis from its purview, accepting the dictum of Bloomfield 

(1933, p. 274) that “the lexicon is really an appendix of the grammar, a list of basic 

irregularities.” (p. 141) 

Butler (1985) expresses a similar opinion and when referring to Bloomfield’s Language, states 

that “one important consequence of this position was the rejection of the study of meaning as 

being outside the scope of contemporary linguistics” (p. 2).  

 Excluding lexis and meaning from the study of language is, to put it mildly, strange, as 

the main function of language is to communicate meaning. Fortunately, the situation is changing. 

In his Cambridge Encyclopedia of the English Language (2003), Crystal does mention 

lexicology: 



 To study the lexicon of English, accordingly, is to study all aspects of the vocabulary of  

 the language – how words are formed, how they have developed over time, how they are  

 used now, how they relate in meaning to each other, and how they are handled in  

 dictionaries and other word books. It is a study which is carried on by lexicologists, who  

 are thus practicing lexicology. (p. 118) 

Singleton (2000) defines lexicology in the following way:  

Lexicon is based on the term lexis whose Greek meaning is ‘word’, but which is used as a  

collective expression in linguistic terminology in the sense of ‘vocabulary’. The study of  

lexis and the lexicon is called lexicology (p. 1). 

Jackson and Amvela (2007) come up with a similar definition: “the brunch of linguistics that 

studies words and vocabulary” (p. 243). 

 In recent years there has been growing interest in lexicology and, as a result, a growing 

number of publications. Here are just a few examples:  

 Words, Meaning and Vocabulary: An Introduction to Modern English Lexicology 

(Jackson and Amvela, 2002); 

 Lexicology: International Handbook on the Nature and Structure of Words and 

Vocabularies (ed. by Herausgegeben, Cruse, Hundsnurscher, Job and Lutzeier, 2002); 

 Lexicology and Corpus Linguistics (Halliday, Cermnikov, 2004); 

 Lexicology: A Short Introduction (Halliday and Yalloop, 2007); 

 New Approaches to Specialized English Lexicology and Lexicography (Balteiro, 2010); 

 Webs of Words: New Studies in Historical Lexicology (Considine, 2010). 

All of the books listed above include the word lexicology in their titles; there are, however, 

numerous publications on lexicology that do not, for example, English Words: History and 



Structure (Stockwell & Minkova, 2001); Words, Words, Words (Crystal, 2006); Language and 

the Lexicon. An introduction (Singleton, 2000).  

The Scope of Lexicology and Implications for Vocabulary Teaching 

In the broadest sense, lexicology is concerned with all aspects of the word and the 

lexicon. Undoubtedly, ESL teachers will benefit from a good understanding of what the word is 

the way they benefit from understanding such concepts as phoneme, morpheme, and sentence. 

Although people without a linguistic background do not find it difficult to identify words in 

speech, it is really hard to come up with a scholarly definition that would cover all lexical units 

that are typically referred to as words. Accordingly, lexicology aims at defining the word as the 

main unit of language. 

 Many lexicological publications discuss the historical development of the English 

vocabulary, something that is included in academic courses in the history of the English 

language, but a review of the origin of English, a discussion of the native English vocabulary and 

borrowings, the differences in their usage would certainly enhance ESL teachers’ interest in the 

lexicon. 

 Borrowing words from other languages is one of the ways of enlarging the lexicon; the 

other ways include productive (affixation, compounding, and conversion) and minor ways of 

word formation (shortening, blending, onomatopoeia, and backformation). ESL textbooks do 

include some information on word formation, but lexicology offers a systematic treatment of 

word formation processes. 

 One of the language teaching approaches, the lexical approach, emphasizes teaching and 

learning words and lexical units consisting of more than one word, “collocations, idioms, fixed 

and semi-fixed phrases which form such an important part of the language” (Harmer, p. 74). 



Lexicology offers a detailed discussion of the nature of lexical units larger than a word, their 

classification (e.g. opaque, semi-opaque, and semi-transparent idioms), as well as their usage. 

Most teachers would probably agree with Harmer (2007) who holds that “words-in-combination 

have to be perceived as meaning units in their own right, just as single words such as book or 

table do” (p. 38).   

The section of lexicology that deals with “words-in-combination” is called phraseology. 

It helps better understand and consequently better teach those units. Harmer, for example, uses 

the term phrasal verb to refer to both take off and put up with (p. 38), whereas the two 

expressions are clearly different in their structure and usage: take off consists of a verb and an 

adverbial particle, and put up with consists of a verb, adverbial particle and a preposition. ESL 

students would benefit if their teachers were able to explain the difference between prepositional 

verbs (e.g. apply for), phrasal verbs (turn off), and phrasal-prepositional verbs (put up with) since 

they are used differently, e.g. in phrasal verbs, the adverbial particle can occur after the object: 

Turn the light off, and prepositional verbs do not allow the preposition after the object: *I’ll 

apply the job for. On the other hand, if the object is expressed with a pronoun, prepositional 

verbs still have it after the preposition (I’ll apply for it and not *I’ll apply it for), whereas phrasal 

verbs have the pronoun before the adverbial particle: Turn it off and not *Turn off it. 

Phraseology is now studied and taught as part of lexicology, but it may soon become a 

separate branch of linguistics. Here is, for example a catalogue description of Phraseology: 

Theory, Analysis, and Applications, a book published by Oxford University Press in 2001: 

Over the last twenty years, phraseology has become a major field of pure and applied 

research in Western European and North American linguistics. This book is made up of 

authoritative contributions from leading specialists who examine the increasingly crucial 



role played by ready-made word-combinations in language acquisition and adult 

language use. This is the first comprehensive and up-to-date account of the subject to be 

published in English. (Phraseology) 

 Word meaning is another area that lexicology deals with. Here lexicologists look into 

what meaning of the word is, types of meaning (connotational, denotational, part-of-speech 

meaning), and semantic change: generalization and narrowing of meaning, metaphoric and 

metonymic transfer of meaning, types of metaphors, and other word usages known as figures of 

speech (e.g. hyperbole, litotes, irony, etc.).  

 Semantic change is related to other kinds of lexical variation, namely, regional and social 

variation and registers. These phenomena have long been studied and taught; lexicology, 

however, focuses on the lexical aspect of such variation, as, according to Longman Dictionary of 

Language Teaching and Applied Linguistics (2010), “a particular register often distinguishes 

itself from other registers by having a number of distinctive words, by using words or phrases in 

a particular way (e.g. in tennis: deuce, love, tramlines), and sometimes by special grammatical 

constructions (e.g. legal language).” 

 The study of meaning and meaning relations is an important part of lexicology. 

Traditionally, meaning relations are discussed in terms of synonymy, antonymy, hyponymy, or 

meronymy, i.e. relationships between pairs or small groups of words. Lexicology, however, 

views vocabulary as a system and studies paradigmatic and syntagmatic relationships that make 

it possible to classify words into larger groupings: semantic fields, their subfields, and other 

word classes. Classification of words into grammatical classes, parts of speech, dates back to 

ancient Greece, and the theory of semantic fields started developing in the 1930s. My own 

research aims at studying the interrelationships between the two types of lexical classes. 



 The analysis of a relatively small number of high frequency verbs (about 2,000) and 

adverbs (about 1,700) has shown that the lexicon can be presented as a hierarchical system of 

parts of speech and their subclasses, and semantic fields and subfields. The two types of word 

classes overlap at the level of lexical sets, lexical groupings whose members have the properties 

of one grammatical class and one semantic field. Thus, a systematic application of the following 

features:  

a) Dynamic / static 

b) Transition from one state to another / no transition 

c) Active subject / inactive subject 

to the classification of verbs results in the following subclasses: 

 

Table 1. 

On the other hand, each verb is a member of a semantic field and subfield, and for 

example, despite the fact that they belong to different parts of speech, even a quick comparison 

of the lexical meanings of the following words: anger, awe,  fear,  furious, frighten, gladden, 

joyfully, rage, rejoice may result in placing them in three groups:  

joyfully 
gladden 
rejoice 

anger 
furious 
rage 

awe 
fear 
frighten 



 

Figure 2. 

What was said above about the interrelationship of semantic fields and parts of speech 

can be shown in the following way: 

 

Figure 3. 



 Understanding the structure of English vocabulary can help ESL teachers explain how, 

for example, verbs are used in speech. ESL learners often find it challenging to comprehend and 

use correctly tenses and aspects. Many grammars use the concepts of state, event, action, 

process, activity to explain the use of tenses and aspects (see, for example Quirk et al., p. 177), 

but, as the authors of A Comprehensive Grammar of the English Language state, “Regrettably, 

there is no single generic term for such ‘verb-denoted phenomena’” (p.177). Having a clear 

picture of the structure of the English vocabulary in terms of semantic-functional classes will be 

instrumental for ESL teachers in explaining tense and aspect to their students. 

 Another area quite often included in lexicological publications is lexicography, “the art of 

dictionary making” (Richards & Schmidt). The knowledge of dictionary types can be beneficial 

for ESL learners and helpful for ESL teachers in selecting vocabulary for instruction and using 

definitions specifically designed for non-native speakers. 

 Conclusion 

 I hope this brief description of lexicology shows that an academic course dealing with the 

nature of the word and the structure of vocabulary would fill the gap in ESL teacher education 

programs. A better understanding of the lexicon and of the processes of vocabulary acquisition 

will help ESL teachers to plan their instruction more effectively. Teaching vocabulary learning 

strategies, developing learner autonomy, and showing ways of how to learn new words outside 

the classroom is crucial for the success in second or foreign language teaching and learning, as 

the number of words encountered by the student exceeds significantly the number of words left 

in the student’s active vocabulary, which is so well shown by Hatch and Brown (1995, p. 374) in 

Figure 4: 



 

Figure 4. 

 The discussion of specific strategies of learning new words lies beyond the scope of this 

paper; I would like, however, to conclude with a reference to a webinar on teaching vocabulary 

by Paul Nation and Lynn Bonesteel presented on November 4, 2010. The two experts discussed 

a number of techniques of teaching and learning vocabulary, and I was particularly pleased to 

hear an opinion that despite the latest trends in ESL methods, time-tested techniques should not 

be forgotten. Here is what Nation (2010) said about word cards: 

There’s a way for learning words which is extremely effective. It’s also very 

unfashionable, but in spite of being unfashionable, there’s a very, very large body of 

research which shows how effective it is, and this is using word cards. 

I could not agree more: writing a word on a card, writing its definition, examples of usage, and 

having cards handy for revision has helped many generations of ESL learners, and lexicology is 



there to help teachers and students with, as Noah Webster put it, “the proper signification and 

just application of words.”  The English lexis deserves to be viewed not just as “an appendix of 

the grammar, a list of basic irregularities,” but rather as “most delicate grammar” (Butler, p. 

133).   
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The Development and Validation of 

the Cognitive & Affective Learning Style Inventory 

for Elementary School Students (CALSIE) 

 

 

The purpose of this study is to develop the Cognitive & Affective Learning Style Inventory for 

Elementary School Students (CALSIE) inclusive of lower grades and to confirm the validation of 

the inventory.  

 

Inventory factors were developed and categorized based on the conceptual model of E. J. Kim (2005, 

2007). The content validity of 120 questions were determined by consultation with four university 

professors, six elementary teachers, and 25 elementary students. Testing was performed on 502 

students from six elementary schools in four cities, namely Seoul, Daejeon, Cheonan, and Jeonju. 

Test results were analyzed by exploratory and confirmatory factor analysis. 

 

Findings of the study are as follows : 

First, it was demonstrated through exploratory factor analysis that CALSIE consists of seven distinct 

factors. The traits of these seven factors are consistent with the cognitive and affective elements 

suggested by the CALSIE conceptual model. Cognitive factors were comprised of perception, 

processing, storage and recall. Affective factors were comprised of attitudinal inter-relationships 

among learners and teachers, attitude of accepting information, degree of participation, and type of 

participation by student. 

 

Secondly, analysis of the inventory questions confirms seven distinct categorical elements of CALSIE. 

These outcomes suggest that the 'independent/dependent' classification may be more precisely 

substituted for the 'alone/together' classification as distinguishing elements of attitudinal 

inter-relationships among learners and teachers. 

 

Thirdly, the goodness of fit tests for TLI, CFI, RMSEA were satisfied through confirmatory factor 

analysis. As a result, the study validates the cognitive and affective categorical elements of 

CALSIE as an effective instrument for measuring the learning styles of students.  

 

Key words: Cognitive & Affective Learning Styles, factors, the conceptual model 
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The Effect of Cognitive & Affective Learning Style Elements of  

Lower Grade Students on their Adjustment to Elementary School 
 

 

The purpose of this study is to analyze the relationships among cognitive and affective 

learning style elements of students of lower grades and their adjustment to elementary 

school. 

  

The Cognitive & Affective Learning Style Inventory for Elementary School Students 

(CALSIE) by E. J. Kim (2008) and the School Adjustment Inventory by Y. R. Kim (2000) 

were performed with 680 students from nine elementary schools in seven cities nationwide. 

Test results were analyzed by regression analysis. 

 

Findings of the study are as follows : 

First, the cognitive and affective elements of processing, storage and recall, attitude of 

accepting information, as well as the degree and the type of participation have meaningful 

effects on the ability of students of lower grades to adjust to teachers, learning, and school 

life.  

 

Secondly, whole processing, deep storage and recall, open-accepting information, 

participative, and trial types adjust better to their learning environments than other types. 

 

Teachers should consider the cognitive and affective learning style elements of students of 

lower grades to facilitate their successful adjustment to the learning environment.  

 

Key words: Cognitive & Affective Learning Styles, elements, adjustment 
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ABSTRACT 
 

This qualitative study sought to explore feedback from teacher preparation candidates 
who were enrolled in a full-time Master of Arts alternative certification program while 
simultaneously teaching full time in secondary urban classrooms. Sixty English certification 
participants were asked to respond to an open-ended prompt, given in their methods course, at 
the end of their first semester of teaching. The prompt was designed to gather students’ final 
thoughts of the semester in order to better ascertain the needs of new teachers. “Word clouds” 
were created from these responses using the website www.wordle.net. The most prominent 
words were used as a tool for selective coding of the reflections. The analysis yields 
recommendations for improving teacher education programs. These are particularly useful to 
teacher educators because these recommendations stem from the experiences and insights of 
those who are prepared in such programs. Additional findings indicate that providing time, 
space, and a structured format for reflection encourages novice teachers to convey their thoughts 
and experiences in unique ways. 
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Abstract 
 
This paper highlights the design and diagnostic features of the Student Orientation to School 
Questionnaire (SOS-Q), which was developed to measure various aspects of students’ 
disposition to and comfort with school.  Since the major practical purpose of the SOS-Q is to add 
a non-cognitive component to student assessment to contribute to holistic strategies for 
improving academic success, the objective of this study was to test the association between SOS-
Q data and student academic outcomes.  The results of data analyses consistently confirmed a 
positive association between student orientation to school measured by the SOS-Q and academic 
outcomes, such as grade 9 achievement tests and high school completion. 
 
 
   
The views expressed in this paper are those of the authors and not necessarily their 
employing organizations. 



 1

Introduction 
 
Motivating all students to complete high school remains a serious challenge facing educators and 
communities in North America.  It was clearly demonstrated that high school dropouts 
experience more difficulties in entering job market compared to other youth (Snyder, Dillow & 
Hoffman, 2007).  Not surprisingly, high school completion has become an eminent feature in 
American and Canadian education policies (e.g., Richards, 2009; Swanson, 2004).  For an 
example of the Alberta Education Ministry’s prioritization of the high school completeion issue 
see http://ideas.education.alberta.ca/hsc.  
 
Educators need to better understand why students are leaving school early and explore different 
avenues of creating safe, supportive, and engaging school environments that would motivate all 
students to complete high school.  Appreciating dynamic and increasingly diverse student 
populations and their needs by teachers, counselors and administrators would improve if school 
and district data collections extend beyond traditionally gathered achievement, attendance and 
behavioral data, which mostly measure student “outcomes,” to assessing possible “antecedents” 
of these outcomes.  These often hidden and not easily detectable antecedents encompass 
students’ orientation to school, namely, affective experience and sense of connectedness to and 
relevance of school (Akey, 2006; Brew, Beatty & Watt, 2004; Cleveland, 2011; Collaborative 
for Academic, Social and Emotional Learning [CASEL], 2003; Greene, 2008; Stiggins, 2001).  
Identifying hidden pressures that precede the negative outcomes such as high school non-
completion would enable educators, parents and communities to detect emerging issues early and 
decide on customized supports.  Likewise, education policies and interventions would be 
informed and tested by systematically collected comprehensive empirical evidence.   
   
This paper features the results of a pilot project targeting development and testing of a multi-
dimensional instrument measuring student orientation to school – Student Orientation to School 
Questionnaire (SOS-Q). The SOS-Q was conceived as a carefully tested and validated 
assessment and diagnostic tool that would provide a solid, consistent ground for district or school 
educators to empirically evaluate student orientation to school instead of relying on sporadic 
student feedback and observations or anecdotal evidence.  The SOS is aimed at identifying at 
risk students and assisting in the design and monitoring of intervention strategies based on the 
students’ SOS profiles. 
     
Theoretical framework of the study encompasses concepts of alienation (Burger 1974; 
Newmann, 1981; Seeman, 1959) and social capital (Portes, 1998).  The dimensions of alienation 
(such as powerlessness, normlessness, meaninglessness, self-estrangement and isolation) offer 
the base for explanation and empirical examination of why some students drop out of school.  
Defining alienation as a situation-relevant variable links it to the concept of school environment.  
The social capital approach focuses on the nature and quality of teacher and peer-related 
networks that can explain the differences in the probability of students leaving school.  
Croninger and Lee (2001) contend that teachers provide an especially important source of social 
capital available to students in considering whether to stay in school, and Greene (2008) has 
observed, “Understanding why a kid is challenging is the first and most important part of helping 
him” (p. 11).  Based on this theoretical foundation, the SOS constructs reflect students’ 
perceptions of the social supports emanating from the school environment, as well as judgment 
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of their own power to be in control, including capability to achieve desired outcomes, manage 
situations, rebound from challenges, or put another way, their own ability to effectively function 
in school environments. 
 
While the SOS-Q conceptual constructs were examined in previous studies, this paper focuses on 
the practical application of this instrument and whether student orientation to school measured 
by the SOS-Q is significantly associated with student achievement and eventually with high 
school completion.  Hence, the major objectives of the study reported here are to: 

1) examine the relationship between the SOS-Q data and student academic outcomes, such as 
grade 9 achievement and high school completion three years after entering grade 10; and 

2) outline future directions in research and practical applications associated with SOS-Q. 
 

Data and Method 
 
This research was carried out using student data obtained from a school district in Alberta, 
Canada.  Given the objectives of the study, although the SOS-Q can be administered to both 
upper-elementary and high school students, the reported results are based on the SOS-Q junior 
high data, mainly from grade 9 students who were also tracked over three years to their 
completion of high school. 
 
Overall, 1356 junior high (Grade 7, 8 and 9) students from 20 schools participated in the SOS 
surveys in May-June 2007.  The SOS-Q high school version administered to the students 
comprises 57 items measuring seven orientation to school constructs (see Table 1).  (A 
supplementary 11-item scale measuring students’ outside of school work experiences is not 
discussed in this paper).  Each questionnaire item has five responses ranging from Strongly 
Agree to Strongly Disagree. 
 
The mentioned SOS constructs (or sub-scales), which were confirmed by factor analysis, were 
further cluster analyzed using K-means cluster analysis to distinguish between groups of students 
characterized by different orientation to school. 
 
Academic outcomes data on over 260 students used in this paper included concurrent grade 9 
achievement data (the results of standardized tests administered in 2007), as well as 2010 high 
school completion outcomes three years after these students entered grade 10.1  The associations 
between SOS and student achievement and SOS and high school completion were tested using 
one-way ANOVA and cross-tabulations. 
    

                                                 
1 High school completers included both credentialed and non-credentialed completers.  Credentialed completers are 
students who achieve credentialed completion status (Alberta High School Diploma, High School Equivalency 
Diploma [GED], and Certificate of Achievement for completion of the Integrated Occupational Program).  Non-
credentialed completers are students who leave school without one of the above credentials but who have earned 
credits in high school courses that enable them to continue into post-secondary or apprenticeship programs.  
Continuers are students registered in upgrading programs at post-secondary institutions, who do not complete high 
school within three, four or five years but are still involved with the secondary system as evidenced by their having a 
course completion record. Leavers are students from the Grade 10 Cohort who are not “completers" or "continuers” 
(Government of Alberta: Education, 2010). 
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Results 
 
SOS-Q Sub-scales and Student Clusters (Profiles) 
 
The SOS-Q was piloted four times in 2003 through 2007.  Extensive input from student and 
teacher focus groups played a key role in the development of the upper-elementary and high 
school SOS instruments. The finalized SOS-Q subscales used in this study are illustrated in 
Table 1 below.  The SOS-Q had been tested throughout the four pilots using factor analysis and 
analysis of internal scale consistency (Cronbach’s alpha).  The constructs remained notably 
stable time-wise despite the revisions, and demonstrated good internal consistency with 
Cronbach’s alpha being normally above 0.70 (Nunnally & Bernstein, 1994) and exceeding 0.90 
for the SOS-Q in total. 

 
Table 1. SOS-Q Factor-based Sub-scales for High School Students 

SOS-Q Sub-scales Definitions 
Cronbach’s 

Alpha 

SAFE AND CARING SCHOOL  (17 items) 
o Student perception of school environment – the academic and social setting of a school 

that support the welfare of students 
0.94 

EXTERNAL RESILIENCE  (12 items) 
o Perceived ability to recover quickly from (external) disruptive change or hardship without 

being overwhelmed or acting in dysfunctional ways; 
o Perceived ability to cope and adapt successfully in the face of challenges, risk, or 

adversity 

0.87 

INTERNAL RESILIENCE  (4 items) 
o Perceived ability to resist anxiety and maintain internal emotional and mental balance 

0.72 
 

EXTRA-CURRICULAR ACTIVITIES  (8 items) 
o Student participation in and perceived value of extra-curricular activities 

0.87 
 

SELF-CONFIDENCE  (6 items) 
o Students’ conviction that they are capable and well-positioned to be successful at school 

and beyond 

0.84 
 

UTILITY OF SCHOOL (6 items) 
o Students’ sense of usefulness of school 

0.87 
 

PEERS (4 items) 
o Perceived supports from friends and ability to get along with peers 

0.75 
 

Total SOS scale (57 items) 0.95 
Sub-scale maximum score= 5.00; minimum score = 1.00  
 
Cluster-based classifications of students using the SOS-Q factor-based sub-scales revealed 
distinctive “top,”  “medium” and “bottom” student clusters or profiles (Figure 1).  Members from 
the “top” cluster conveyed the most positive orientation to school compared to the members of 
the remaining clusters.  Members of the “medium” clusters were generally moderately positioned 
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on the SOS sub-scales and students in the “bottom” (potentially most at risk) cluster showed the 
greatest negative stance on the majority of the SOS sub-scales.  (The clusters displayed in Figure 
1 were obtained using the full junior high SOS data set encompassing grade 7, 8 and 9 students). 
 
 

SOS Pilot IV: Four Clusters, Junior-high
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Figure 1 
 
The purpose of cluster analysis was identifying different student profiles, which may be analyzed 
and used as a diagnostic tool to identify groups of students who may be potentially at risk of 
alienation from school.  To ease comparisons of the emerged clusters, the final cluster centers, 
reflecting the average sub-scale value for each cluster, were transformed into standardized z-
scores and plotted on the graph.  (Z-scores are standardized scores expressed in the number of 
standard deviations above or below the mean.  Z-score of zero represents the mean). 
 
Although both three and four-cluster solutions provided good student classifications by 
distinguishing very well between different groups of students, the more detailed, four-cluster 
solution differentiating between the high and low-medium level of orientation to school was used 
in this paper to analyze the association with academic outcomes.2   

                                                 
2 The persistent trend of the Internal Resilience sub-scale to deviate from the overall pattern of student responses in 
the cluster models needs to be further examined in order to generate reliable, evidence-based explanations.  The 
teachers and principals from the participating school district who discussed the results, hypothesized that some of 
the bottom SOS students could be “street-smart” or accustomed to challenges as a result of encountering various 
issues and, therefore, develop relatively high emotional resilience.  At the same time, the discussants noted that the 
medium cluster with low internal resilience (e.g., the ability to resist anxiety and maintain emotional stability) may 
constitute a subject for concern, since these students may be relatively vulnerable to arising problems, including 
weak resistance to stresses and challenges in and outside of school. 
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SOS Association with Student Achievement 
 
Table 2 shows the results of one-way analysis of variance in student achievement according to 
the four distinct SOS clusters.  Grade 9 student achievement data (standardized Provincial 
Achievement Test [PAT]) were collected close to the time of the SOS survey.  The results 
support the hypothesis about a positive relationship between favorable orientation to school and 
academic achievement.  Specifically, members of the top cluster, who displayed the most 
positive orientation to school tended to achieve at a significantly higher level than their medium 
and bottom counterparts who conveyed less positive SOS. 
 

Table 2. Grade 9 Student Achievement by Cluster Membership – Raw PAT Test Scores* 

Student Profiles 
(Three Clusters) 

Grade 9 English Language Arts Grade 9 Mathematics 
Mean SD N Mean SD N 

Top 70.12 13.50 85 67.06 23.53 85 
High-Medium 62.66 13.43 76 55.22 18.32 74 
Low-Medium 65.71 12.45 65 55.47 20.24 64 
Bottom 61.89 10.82 28 48.46 16.63 26 
Post-hoc (Tukey HSD) Top>High-Medium; Top>Bottom Top>High-Medium; Top>Low-

Medium; Top>Bottom 
F (one-way ANOVA) 5.491 8.054 
Sig. (two-tailed) p<0.01 p<0.01 
Eta squared 0.062 0.090 
*The maximum standardized test score is 100. 

 
Figure 2 provides a graphic illustration of the association between SOS and student achievement 
data in English Language Arts generalized into three major categories: (1) excellent level of 
achievement; (2) acceptable level; and (3) below acceptable level along with a small number of 
students who did not write the test.  Chi-square test confirmed statistical significance of the 
association, with remarkably higher percentages of members of the top SOS cluster achieving at 
the excellent level compared to their counterparts from the medium and especially bottom 
clusters.  As hypothesized, lower percentages of students from the top SOS cluster achieved at 
the below acceptable level then students who conveyed a less positive stance toward school. 
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Figure 2 
 
 
SOS Association with High School Completion 
 
The SOS-Q 2007 results for the same group of grade 9 students were analyzed for the 
associations with their subsequent 2010 high school completion outcomes by grade 12 (Figure 
3).  The associations were in the direction congruent with the achievement results.  Notably 
higher percentages of students from the top SOS cluster completed high school by grade 12 
(three years after entering grade 10) in comparison to the students from other clusters 
(particularly the bottom one).  The finding that, not surprisingly, the most substantial differences 
in academic outcomes normally occurred between the top and bottom SOS clusters, while the 
differences among the two medium and the bottom clusters were more subtle, attests to the 
importance of positive disposition toward various aspects of school environment for students’ 
success.  This finding echoes the concern raised during the focus groups with school educators 
that students scoring at a medium level on the SOS scale (who are neither overly positively nor 
very negatively orientated to school) may represent a relatively volatile group, with the 
possibility of some members leaning toward either top or bottom clusters.  This points to the 
importance of regular monitoring of student orientation to school at the cohort and individual 
level to uncover the underlying reasons for discontent and develop customized strategies helping 
students maintain a positive outlook and connection to school. 
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Figure 3 
 
In summary, the results of short-term and longer-term analyses consistently confirmed a positive 
association between student orientation to school measured by the SOS-Q and academic 
outcomes including both junior high achievement and high school completion levels.   

 
Discussion and Conclusions 

 
The study supported the hypotheses about a positive link between student orientation to school 
measured using the SOS-Q and student achievement and between the SOS-Q and subsequent 
high school completion.  The utility of the study reported here is confirmed through its 
foundation in educational research and practical intervention strategies targeting dropout 
prevention.  A dynamic, increasingly complex societal fabric and ensuing social pressures (e.g., 
increased immigration and percentage of two-income and single parent families) combined with 
intense educational demands on students, finds its direct reflection in schools.  Schools have 
progressively diverse student populations that face various challenges in handling family, 
community, peer, education and work pressures.  Under these circumstances, the importance of 
schools in providing all, but especially disadvantaged, students with fair access to valuable social 
networks and resources including emotional support, information and guidance dramatically 
increases.  Therefore, it is essential for school and district staff to extend knowledge of their 
students beyond the normally collected achievement data in order to capture and address latent 
but important student affective needs. 
 
The SOS questionnaire is a comprehensive, yet succinct instrument assessing student disposition 
toward school that draws attention to and establishes a precedent for comprehensive school-
based data collection and the development of subsequent student support strategies.  By using the 
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SOS-Q teachers and administrators can develop evidence-based understanding and strategies to 
identify (potentially) at risk students and help them complete high school.  The SOS-Q can 
provide primary student-generated information that extends far beyond conventional satisfaction 
surveys. 
 
For example, at a school level, teachers, counselors and administrators would be able to: 

 Identify the profile of any school’s student population in terms of attitudes towards 
school.  (E.g., can be done for the school in general, by grade or by individual 
classrooms). 

 Find out how distinctive groups of students in the school differ from each other in terms 
of their orientation toward school and what proportions of students belong to each group 
or cluster. 

 Identify what particular elements of a particular school’s environment are valued the 
most and the least and by which groups of students (or individual students). 

 Identify how different groups of students (or individual students) assess their emotive-
affective capabilities, which are key to success in and outside of school.   

 Identify the proportion of potentially at risk students who might need interventions (e.g., 
those who are at the “bottom” level in terms of their orientation to school or perception of 
their relevant affective competencies) and develop customized interventions fitting these 
students’ particular SOS profiles. 

 The SOS-Q can be used by school counselors to work with individual students, to 
identify and discuss the issues as they review the SOS results. 

 
Since the SOS-Q is a comprehensive instrument, which highlights various aspects of school 
environments and student traits, it can be used to support a variety of school improvement 
initiatives such as building safe and caring schools and bullying prevention. 
 
The SOS-Q is user-friendly and time requirements for the SOS-based student assessment are 
moderate, ranging from 20 to 30 minutes.  The SOS instrument is also cost-effective since the 
data from individual schools can be scanned electronically from the standardized questionnaire 
forms or the instrument design would permit electronic administration. 
 
In summary, the SOS-Q offers a means to respond to students’ affective needs within the typical 
school environment with potential benefits for student achievement and ultimately improved 
high school completion.  Specifically, SOS questionnaire results have already helped inform 
teachers, counselors and administrators in the pilot school district about ways to ensure that 
students are “enjoying” their learning and experiencing success in school.  Grades 4, 7 and 10 are 
seen as crucial transition years for students and it is recommended that the SOS questionnaire be 
administered at these grade levels so that follow up can occur as planning and programming is 
undertaken for individual students.   
 
As to the more distant future, the validated and normed SOS-Q could prove to be a catalyst of 
the next stage of action research directed at identifying best school and district practices and 
strategies to increase students’ engagement in schools based on the SOS-Q diagnostics.  The 
SOS-Q also is intended to inform parents and the general community on students’ needs.  This 
points to the necessity of pursuing complementary studies around the SOS-Q, which represents 
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only one facet in the array of factors potentially related to student success in and outside of 
school.  Thus it is important to reach beyond the SOS in the future and link it to the examination 
of family and community-related environments.  This would include empirical verification of the 
key outside-of-school factors essential for improving high school completion to inform 
collaborative school-community efforts in this direction.  As the research progresses, these 
family and community-related components may be incorporated and better understood as a 
causal phenomenon. 
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Abstract 

With the advent of e-learning environments, distance learners are on one hand appreciative of the 
ease and convenience of learning, but are apprehensive about computer-based teaching and 
learning because of the lack of interactions they perceive are missing among teachers and 
students in the familiar and traditional classrooms. Mahoney (2009) maintains that while 
students may “flock to online courses” to earn credit without being inside of a traditional 
classroom, students could have difficulties adjusting to this innovative approach. Unfortunately, 
there is "a virtual disconnect" among students because of the inability to communicate with 
professors and other learners in a more socially engaging context that promotes scintillating 
discussions. Learners are empowered by the positive reactions of peers and professors to 
continue to embrace the learning process. 

Those who teach online courses know how important personal contact can be in determining 
students’ progress. Equally important is for students to accurately perceive their feelings about 
how they are progressing in a course. While forums and frequent assignments through learning 
management systems do allow students to get involved in discussions and interact with an 
instructor, strategies for group discussions using conference phone calls could dramatically 
engage and connect the instructor with students with an added human dimension. Potentially, the 
impact is huge. Using simple instructions, instructors can connect with students through 
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scheduled conference calls to help organize content, identify and review key concepts, inform 
students of the content to be covered, and allay any concerns without delay. 
 
The authors share the results of surveys from students on how this strategy dramatically 
enhanced online graduate courses. Evidence of students’ reactions to questions such as  
(1) Did the conference calls have an impact on being connected to others in the course? and  
(2) Do you think the interaction during conference calls with other students was meaningful?  
will be presented with video clips that capture the essence of the experience. 
 

Introduction 

The purpose of this paper is to demonstrate how conference calls can be used as one actionable 
method for improving social interaction among instructors and students in online classes in order 
to enhance learning. A teaching and learning digital learning environment enables participants to 
engage with one another and the instructor without being in physical proximity. (Halvorsen, 
Mahfood, and Beckmann, 2009) This modern feature to reach out to students wherever they are 
can be both positive and negative. On the one hand, it is positive because diverse participants, 
many of whom would not have had an opportunity to learn from one another, can do so through 
cyberspace.   On the other hand, it is negative because professors and participants cannot 
perceive the nonverbal communication of students who may be confused about a particular 
concept presented. (Halvorsen, Mahfood, and Beckmann, 2009) 

Every effort should be made to nurture open lines of communication so that when 
misunderstandings arise, they can be quickly identified, addressed and resolved. (Halvorsen, 
Mahfood, and Beckmann, 2009). One practical and effective way to enhance online instruction is 
through the use of conference calls. 

A study by Jung, Choi, Lim, and Leem (2002), opined that social interaction with instructors 
play a significant role with regard to the success of online learners. Smiley, Bedford and Clark 
(2010), described the experiences of commuting distances from 40 minutes to eleven hours for 
traditional face-to-face courses. However, they expressed that their personal interactions with 
their peers and professors were some of the most memorable times of their lives. Digital learning 
can provide opportunities when students are dispersed by long distances. Conference calls can 
make significant differences in the quality of the learning. 

One purpose of the conference call is to help students get the information they need regarding 
how to complete online class assignments. Conference calls are a direct and cost-effective way 
for students to receive answers, within a supportive and “emotionally warm” context, about 
concerns regarding required course assignments and activities. Additionally, conference calls can 
provide the means to invite discussions with outside experts who can share professional 



Dramatically Enhancing Online Educational Courses with Conference Calls                              3 

 

experiences and a knowledge base of practical application that supplements content found in 
textbooks. 

Recently, online services make it possible to use conference calls an important learning tool that 
can benefit students in online learning courses. These features are now available: 

 An online service allows for flexible scheduling and notification of conference calls so 
that students need only call a number at a specific time. 

 Teleconferencing is available 24/7. 

 Limited to 150 callers.  

 Provides up to 4 hour time duration per call. 

 Call recording is available for a modest fee and provides the option for creating podcasts 
for later use.  Long distance charges may apply to callers.  

Process and Procedures 

Step 1: Create a personal account.  

 

 

Step 2: Schedule the conference.  

Many options are possible to ensure flexibility. 
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Step 3: A phone number and conference call code is provided on the website and sent as 
notification by email. In the learning management system (LMS), the instructor announces the 
call and provides the information, as shown below. 

 

The setup for getting a free account is straightforward. A number of competing online services 
provide comparable services. This paper describes just one of the service providers.  

Logistics: Establishing Conference Call Etiquette 

• Inform students of phone etiquette beforehand.  

• Assigning a reading assignment prior to the call promotes thoughtful and prepared 
discussions. 
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• Begin the conference by calling roll and asking students to mute their phones after 
responding. Each student is welcomed by first name.   

• After an introduction, the instructor establishes an agenda.  

• Assign scheduled times for questions throughout the call, especially during the middle 
and end.  

• Assign specific students to share thoughts or experiences at some point in the call prior to 
the call time.  

Course Introduction Calls 

A call scheduled at the beginning of an online course can serve as an introduction to the course.  
Students who live within a convenient distance may be invited to participate face-to-face for the 
duration of the call. 

Guest Speaker Calls 

Guest speakers are scheduled during the duration of the course.  Students are encouraged to 
participate by asking questions when appropriate.  

Methodology 

The Sample 

This study involved 68 reported responses from graduate student participants who were enrolled 
in three online master’s level online courses at a public university with an annual enrollment of 
approximately 9,000 students. The subjects completed an online survey at the end of each 
course. The majority of participants were classroom teachers studying to become school 
administrators. In this particular graduate program, students take all of their courses online with 
the exception of an internship. 

All students were notified during the course by the instructor and by email that they would be 
offered the opportunity to participate voluntarily in a brief and anonymous end-of-course online 
survey. Participation did not affect a student’s course grade. 

Data Collection 

All online program participants were provided with information via Moodle, an electronic 
learning management system, about the study and invited to participate anonymously at the end 
of the course. Students had to log in to a secure server site to complete a ten-minute online 
survey. All responses were anonymous and confidential. While students were invited to 
participate, they were not rewarded or compensated. 
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Instrument 

A total of 68 students participated in the survey using the Conference Call Survey Instrument; 
the instrument had a total of 16 questions, ten of which used the Likert-scale format. Questions 
were based on research related to online teaching and learning and perceived student satisfaction. 

Items 11-16 on the survey were constructed response type questions pertaining to personal 
experiences and what participants’ liked least and most about the conference calls. 

 

Table 1. Conference Call Survey Instrument 

Item Focus  Item 

1 Difference Did the conference calls during this course make a difference in 
communications? 

2 Contribution Did you feel that the conference calls contributed to the course? 

3 Frequency Were the frequency of conference calls appropriate? 

4 Length Was the length of time appropriate for the conference calls? 

5 Recommendation Do you recommend that conference calls should be used in online 
courses? 

6 Connection Did the conference calls have an impact on you being connected 
with others in the course? 

7 Value How would you rate the value of the conference calls? 

8 Meaningful How would you rate the level of meaningful interaction through 
conference calls? 

9 Supplementary 
Resource 

Do you think that conference calls can supplement the content of 
online courses? 

10 Technical Issues Did you experience technical issues during the conference calls? 

11 Fill in the Blank I think that conference calls are __________. 

12 Personal Experience Briefly, please relate your personal experience with conference 
calls during this course. 
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13 Convenience Briefly, describe whether or not the conference calls were 
convenient. 

14 What I Like Most Briefly describe what you like most about conference calls. 

15 What I Like Least Briefly describe what you like least about conference calls. 

16 Recommendation Briefly describe whether or not you would recommend conference 
calls for other online courses. 

Questionnaire administered to students on conference calls. 

Results 

Figure 1 displays the percentages of the 10 Likert type item responses to the Conference Call 
Survey Questionnaire. When asked to relate the level of meaningful interactions through 
conference calls, 61.2% of participants thought there was very large meaningful interaction with 
38.8% stating that the interaction was somewhat meaningful. 
 

 

Figure 1:  Conference Call Survey Instrument 

Legend:  1 Difference 
 2 Contribution 
 3 Frequency 
 4 Length 
 5 Recommendation 

 6 Connection 
 7 Value 
 8 Meaningful 
 9 Supplementary Resources 
 10 Technical Issues
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When participants were asked whether the conference calls had an impact on students being 
“connected” with others in the course, 69.2% reported that conference calls made a very large or 
a large impact. More surprisingly was the 91% positive response to the questions on whether 
students felt that conference calls contributed to the course. 
 
Overall, 88.3% of respondents believed that the conference calls made an overall difference in 
communications, whether it was a very large difference, large difference, or some difference. 
Other notable results were that 75% of students recommended that conference calls should be 
used in online courses. Items 11-16 asked participants to fill in the blanks with their opinions on 
what they thought of conference calls, including their personal experiences with conference calls 
during the course, and what they liked most and least about the calls. Many of the comments 
consistently regarded the conference calls in affective terms as a social activity that provided a 
welcomed form of support; this support was characterized in terms of emotional warmth and 
positive human interaction.  
 
Discussion 
 
While online courses allow students who are accustomed to technology to interact, the quality of 
that interaction can be enhanced at little cost through conference calls that are perceived 
positively by a large majority of students. Conference calls can perceptibly support and enhance 
an online course with an emotional dimension of community. Generalized reported descriptions 
of “warm” and “warmth” suggest a significant contrast with the otherwise perceived “coolness” 
of computer-mediated instruction.   
 
Online education, because of its benefit of universal accessibility, is defining a future where 
computer-mediated instruction is persistent. This, apparently, has been accepted as a reality by 
generations of learners who grew up with technology; the reality that students perceive is filtered 
through that prism. This paper suggests that some desired social aspects of the traditional 
classroom can be supported in the digital classroom with an actionable and affordable tool. The 
use of conference calls supports instructional goals with an affective dimension largely based on 
the “warmness” of positive human interaction.  
 
The results indicate that students liked: “hearing the expectations of the assignment from the 
teacher”, “the professor was able to talk to all of us at once, exchanging information, and 
clarifying areas of confusion”, “getting the one-on-one and the idea of being in class”, “the ease 
of asking the instructor a variety of questions about the course and assignments due”, and “being 
able to talk directly to the instructor and to other classmates”. 
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While most participants reported positive feedback, some stated that noise in the background 
interfered with clarity of the conversations. In some instances, calls broke up based on the fact 
that some calls were coming from rural areas with poor cell phone connections. 
 
Although there were a few problems with background noise in reception, most participants 
recommended conference calls for other online classes so as to offer more interaction between 
those taking online classes. Participants suggested, as an overall finding, that conference calls 
were very helpful in providing more detailed information about what was expected in the course. 
Most participants believed that conference calls were an important resource that provided 
“human feedback” from teacher and classmates. 
 
Conclusion 
 
Conference calls are perceived positively by graduate students in enhancing their online learning 
experience. This additional support mechanism was reported as providing very significant 
benefits and value, primarily with an emotional context. While students are accustomed to using 
technology to further their education, they do report a positive and reassuring difference when 
human interaction and community is communicated through the use of conference calls.  
 
Participants were well satisfied that they could easily obtain clarification on course expectations 
and obtain immediate feedback from their professor and classmates. One consideration to be 
given when conducting conference call is the length of time for each session and the time when 
the conference call is scheduled. It would also be appropriate to increase the frequency of calls 
with shorter duration. 
 
More research needs to focus on related issues that address online education. For example, the 
nature of a course, its complexity, and the type of students (graduate students with professional 
lives) might lead to related areas of inquiry. In particular, it’s possible that a sense of community 
is of very high perceived benefit, as in educational administration. It’s possible that very busy 
people taking a graduate program might perceive the opportunity to engage with others through a 
conference call differently that undergraduate online students.   
 
It is clear that conference calls can enable instructors to easily engage with online students in a 
very cost-effective manner. The actionable nature of this strategy can, indeed, make a difference 
to many students because they perceive this support strategy very positively. 
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Abstract 

The necessity for changes in today’s schools does not rest with just a paradigm shift for teachers 
and students.  Those who aspire to become educational leaders are now faced with challenges not 
only in the preparation, but also in the delivery of their knowledge and skills. In order to ensure 
the quality and competency of these individuals, there has been a change in educational 
administration programs that prepare candidates for success.   

According to Forman and Soloff (2010), “ISLLC, the Interstate School Leaders Licensure 
Consortium, were developed by the Council of Chief State School Officers to help strengthen 
preparation program in school leadership in 1996.”  Nation-wide, universities provide 
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preparation programs in order to better ensure that candidates pass the School Leaders Licensure 
Assessment (SLLA). The SLLA, which is a requirement for licensure in most states, tests the 
competency of school leaders. These preparation programs are scenario-based on a set of 
standards developed by ISLLC.  These standards include:  

 Vision of learning  

 Culture of teaching and learning 

 Management of learning 

 Relationships with broader community to foster learning 

 Integrity, fairness and ethics in learning 

 Political, social, economic, legal and cultural context of learning 

Although candidates are knowledgeable of these standards, an additional workshop designed by 
the presenters to solidify their learning to make them aware of the application in real world 
scenarios was offered. The research goal was to ascertain, if and to what extent, the preparation 
sessions did or did not have an impact on candidates who attempted to pass the SLLA exam.  

A survey was administered after each of the 3 training sessions that were offered during a period 
of 3 semesters.  86 participants registered for half day sessions on the SLLA exam; of these, 45 
returned. Of the 86 who participated, 5 did not pass the exam; the overall passing rate was 94%.  

Introduction  
 
Several studies confirm that the school principal plays a key role when addressing the challenges 
of accountability in P-12 schools (Herrington & Wills, 2005). The positive impact on student 
achievement comes from the principal who is responsible for influencing and shaping the  
learning environment that students receive.(Leithwood, Seashore-Louis, Anderson, & 
Wahlstrom, 2004).  Additionally, the influence of the federal government on the preparation and 
certification of school building leaders will increase with the expectation that school principals 
will be the next group required to meet the No Child Left Behind (NCLB) “highly qualified” 
standards (Roberts, 2009). If this is the case, then it would seem to reason that preparation 
programs for principals and other educational leaders would use standards and other standardized 
assessments to ensure high quality educational leader preparation programs. 
 
Essentially, all states require that public school principals meet certification requirements. 
Furthermore, nearly all states require candidates for principal certification to be eligible for a 
teaching certificate, currently hold a valid teaching certificate, or have held one in the past. 
According to Roberts (2009), nearly half of the states requiring school leaders to pass a 
standardized assessment use the School Leader Licensure Assessment (SLLA).  
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The research undertaken was to determine, if and to what extent, the SLLA preparation 
workshop sessions did or did not help principal candidates successfully pass the exam. 

 

 

Methodology 

Participants who attend the sessions were introduced to individuals who had been successful in 
achieving the designated cut off score for the state; hence passing the exam.  Those successful 
individuals shared personal preparation tips and experiences that aided in their positive outcome.  
The four major tips repeated frequently amongst passers were:  

(1) get a study partner  

(2) create a study schedule 

(3) set a pace for each response 

(4) critique and analyze your responses along with your partner’s responses   

The three frequently repeated experiences amongst passers were:  

(1) come to the testing site prepared (pencils, pencil grips, ink pens, and valid 
identification) 

(2) remember to create responses using appropriate jargon related to the questions being 
asked 

(3) realize that many of the multiple choice responses seemed repetitive; therefore it is 
important to be knowledgeable about the terms that are appropriate for responding to 
the question accurately   

Test passers provided an overview of the test design. By dissecting the practice test preparation 
questions from ETS (Education Testing System), it was possible to analyze the test, scenarios, 
standards, practice questions and case studies based upon the standards with correct answers and 
incorrect answers. 

Participants of the training session took a simulated test in which they monitored the time within 
the tasks to be completed.    
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The Sample 

This study involved participants who were enrolled in graduate classes and working toward the 
master’s degree in educational administration or add-on certification in educational 
administration.  A total of 86 participants consisting of 67 females and 19 males, took the three 
sessions. The professional experiences ranged from levels K through 12 and years of teaching 
experience varied from zero to twenty-five years. The length of the study was over a period of 
three semesters. Participants were at various stages of their administrator preparation program. 
Many participants had completed the majority of the coursework required before attending the 
SLLA workshops; a few came at the beginning of their preparation program. 

  

Practice Scenarios  

 The following are example of scenarios that have been utilized over the years to assess 
your working knowledge of school leadership: 

 Scenario #1 

 You hear a rumor that one of the teachers may be dating one of the students. What steps 
will you take to handle the situation? 

 Scenario #2 

 The high school principal is quoted in the local newspaper as saying that students are 
being sent to the high school unprepared for the curriculum.  You are the principal of the 
middle school that has students that feed into the high school.  The teachers are upset by 
the remark, and parents are showing concern for the comment.  What steps do you take 
to solve the problem? 

 Scenario #3 

 The school’s athletic director has come to you concerned about the sportsmanship at 
athletic events.  The parents especially exhibit vulgar gestures and comments at games to 
officials and players.  You get a letter from a parent stating that she witnessed students at 
a cross-country meet ridiculing members of the other team, and she witnesses one student 
intentionally step into the path of an oncoming runner.  What are the issues and concerns 
that need to be addressed by the principal?  What suggestions would you provide to the 
athletic director to handle the problem? 

Data Collection 
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The preparation program offered to participants was completely online with the exception of the 
internship. Students were informed in classes about the half-day workshops as well as through 
the use of online flyers and invited to attend Surveys were administered at the conclusion of each 
SLLA preparation workshop. The results were presented in a digital and verbal format. 

Instrument 

SLLA Exam Test Prep Survey and Demographic Form 

Directions: Please complete the survey and return it to Dr. Clark.  

1. Which SLLA exam did you take? __________ 

a. All multiple choice 

b. All corrected responses 

c. Combination of corrected response and multiple choice 

2. Other than the SLLA Prep Session, what other kind(s) of preparation did you do to prepare for 

the test? _______ 

a. Self‐study 

b. Study with a partner 

c. Study within a group  

d. Took sample test from EST 

e. Nothing 

3. When you took the exam, how far along were you toward program completion? ______ 

a. Just started taking classes 

b. Approximately 1/3 through course work 

c. Approximately ½ through course work 

d. Approximately 2/3 through course work 

e. Last semester of course work 

4. Did the university course work prepare you for the exam? ___ 

a. Yes 

b. No 

5. Do you feel that the program adequately prepared you to become an effective principal or 

educational leader? ____ 

a.  Yes 

b. No 

6. Evaluate the SLLA Prep Session ___ 

a. Very helpful 

b. Helpful 

c. Not  helpful  

d. Waste of time 

 

7. What was the most beneficial part of the session?   
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________________________________________ 

________________________________________ 

8. What was the least beneficial part of the session? 

 

9. Pretend that you are baking a cake for a person ready to take the SLLA exam.  What is the recipe 

you would share for being successful in passing the exam?  

 

10. Name (optional): ___________________  

11. Gender: Male  ____  Female____ 

12. Ethnicity:  African American ___ White ____ Other _____ 

13. Age range:  20‐25 ___ 26‐30 ____ 31‐35 ____ 36‐40 ____ Over ____ 

14. Highest degree held:  Bachelor ____ Master ____ Specialist_____ Doctorate_____ 

15. Undergraduate GPA: _____ 

16. Position: Teacher _____ Supervisor ____ Coordinator _____ Other _____ 

17. Number of years teaching:  1‐5 ____ 6‐10____ 11‐15____ 16 or more ____ 

18. School location: Rural ____ Urban ____ Inner city ____ Other ____ 

19. School type: Public ____ Private ____ Charter _____ Other ____ 

20. Number of times taking SLLA exam: 1 ___ 2____ 3____ 

Comments:  

 

_____________________________________________________________________________________ 

May we use your comments? Yes___ No ___ 

I give permission for my comments to be used in the study. _________________________________ 

Results 

Of the 45 surveys completed, a general and significant trend emerged.  Participants reported 
universally with open ended responses that their experiences were very positive.  Some reposted 
comments like: 

 “The practice session helped me pass the SLLA exam. Of this I have no doubt.” 

 “Thank goodness for the practice.  Had I not had the training, I would not have passed the 
exam because I had no knowledge of what to expect in the timing.” 

 “I had already taken the test two times before attending the training and did not pass it. I 
was mortified and ashamed.  Something had to change.   I was willing to do almost 
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anything to be successful the third try!  By gosh, I attended and was blessed with the 
knowledge of how to take the test and what to expect under authentic conditions.” 

 “Thank you! Thank you! Thank you!” 

 Before the workshop, I did not know how to answer the question in a clear and concise 
way.”  

 

Conclusion 
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“Wisdom lies neither in fixity nor in change, but in the dialectic between the two.” 
Octavio Paz 
 

 
Abstract 

 
This case presents a situation in which a reformist superintendent attempts to achieve a system- 

wide, yet simple change in the school time schedule to incorporate well established neuro 

cognitive sleep research to enhance student learning. The public discussion of the reform 

proposal brought forth a very negative, single issue group who took over the dialogue process 

using intimidation.  The board of education ended the dialogue and dismissed the superintendent. 

Governance design and political practices trump established learning research to accommodate 

small group resistance.  

 
Case Narrative 

 

It started on the playground one crisp winter morning.  The sky was Navajo blue, the 

temperature in the upper 40s and the elementary-school-age kids were running in circles chasing 

one another on the loose gray asphalt. Others scurried up the rusted monkey bars as high as they 

could.  The boys were way up; the girls were pulling at their dangling legs, all giggling with 

excitement. The time was a little after 7:00 AM; the start of the school day was 90 minutes away.  

Parents had dropped off their children and were on their way to work as were the teachers.  

Superintendent Smith, on his way to the district office, stopped to enjoy a moment with his 
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students. He looked on intrigued by this level of early morning energy.  He noted how wide 

awake and energized elementary school children are long before school starts.  

A few days later he stopped to observe high school students at an early morning swim 

practice.  At 6:30 AM the droopy-eyed high school team was lined around the pool half listening 

to the coach; physically present but mentally still in bed. 

Smith went on to observe high school students at the start of their school day: 7:20AM.  

He found a group of subdued teenagers in a Woodworking class and the students in the Algebra 

class were no more awake. However, by the second hour, 8:30 AM, the Language Arts class 

showed him a different story. The adolescents were alert, talking, and kidding; kinetic 

adolescents engaged in learning. 

Reviewing his observations and becoming more curious, Smith, a former science teacher 

familiar with the developing brain-based neurological research going on in universities around 

the country, began consulting with local pediatricians and researchers who confirmed his school 

site observations.  Young children wake up from sleep early, because they go to bed earlier than 

adolescents who are often late to bed and therefore slow to activate body and brain when they 

awake to attend early starting school.  Both age groups require the exact same amount of sleep.  

Intrigued, Smith decided to learn more about the content of sleep research. His scientific 

background led him to gather research first and then study how to process change in his 

organization. He was in his third superintendent position and was considered a successful change 

agent. Presenting data in a clear manner that demonstrated learning improvement had worked for 

him in the past. He knew that when designing a reform plan newly learned information 

influences change planning.  
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Neuro cogitative research findings indicate that adolescents require as much sleep as they 

did as children – approximately 8-9 hours per night (Anders, Carskadon, & Dement, 1980).  

Most adolescents are subject to a sleep phase delay: they go to sleep later, commonly at 11:00 

PM, and are often wide-awake at that time even when exhausted (Wolfson & Carskadon, 2008).  

Many studies used observational data; others have used Melatonin segregation analysis to 

confirm the observational data. Melatonin, a hormone that encourages sleep and is secreted by 

the brain’s penal gland, regulates circadian rhythm, and plays a critical role in the timing of when 

individuals fall asleep and wake.  Adolescents have less Melatonin in their systems later at night 

than do younger children, explaining why the teenagers standing on the pool deck at 6:30 AM 

were drowsy.  They fell asleep late at night and then got up before they had adequate sleep for 

the alert team practice.   

A leader in this research, Dr. Mary A. Carskadon, the Director of E.P. Bradley Hospital 

Research Laboratory and professor in the Department of Psychiatry and Human Behavior at 

Brown University School of Medicine concluded, “Given that the primary focus of education is 

to maximize human potential, then a new task before us is to ensure that the condition in which 

learning takes place address the very brain biology of our learners” (Carskadon, 1999, p. 352).  

Most teenage students who go to sleep at 11:00 P.M.-midnight and need 8-9 hours sleep would 

naturally wake later than younger children and published medical research confirms this. Smith’s 

quandary was how to adjust the school time parameters to fit the brain and body needs of high 

school students to give them the best opportunity to learn.   

Minneapolis Public Schools, under the leadership of Superintendent Carol Johnson, 

collaborated with the University of Minnesota in 1999 to measure the effects of later start times 

at schools on adolescents. At the University of Minnesota, Dr. Kyla Wahlstrom’s research team 
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from the Center for Applied Research and Educational Improvement (CAREI) had been studying 

two Minneapolis area school districts since 1996.  This research found that later start times 

resulted not only in lower dropout rates, fewer student depression incidents, but also in higher 

grades for teenaged students. After the first year of a later start time parents reported a 92% 

preference for later start times overriding the concerns for personal schedule patterns and student 

athletic practice (Research Works, 2001). 

More recent research confirms the earlier findings (Owens, Belon, & Moss, 2010). In a 

delay of school start time by just 30 minutes (in this case, from 8:00AM to 8:30AM), the 

percentage of students getting less than seven hours of sleep decreased by an astonishing 79.4% 

and those reporting at least eight hours of sleep increased from 16.4% to 54.7%.   Student 

satisfaction with sleep improved, as did student motivation, alertness and mood.   Class 

attendance also improved (Owens, et al., 2010). Smith asked the district’s teachers and principals 

to observe early morning behavior of high school students, and they confirmed the scientific 

research. 

This research has guided many private and charter schools to use a later start time for 

adolescents.  A handful of public school districts have amended their start times as a result of this 

data.  However, overall, despite the decisive research of the last two decades, the majority of 

urban school districts stick to the old, early start times for high schools and, perversely, later 

times for elementary schools where children would be happier with earlier hours. 

Concerned about the lack of change, the National Sleep Foundation published “Eight 

Major Obstacles to Delaying School Start Times” to inform and guide educational leaders and 

community members (National Sleep Foundation, 2010). The obstacles covered included   

transportation, after-school activities, an uneducated community, stress for families, teacher time 
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with their families, and student resistance—all tough issues to tackle.  Though the research was 

convincing, applying it to practice, as noted by the National Sleep Foundation, can be a complex 

and even high-risk undertaking for any leader. Yet as Howard Gardner pointed out, “Leaders 

almost by definition are people who change minds” (Gardner, 2004, p.1). Smith considered 

himself a leader, by work position and personal orientation.  

Understanding and respecting research is essential, but converting that knowledge to 

effect change in human conduct within an organization requires political, managerial, 

psychological and leadership skills along with a willingness to risk reputation and perhaps even 

position. As noted change scholar Michael Fullan (2006) points out, there is a skill set to 

successfully advancing organizations. Superintendents must keep up with the research and the 

work of their colleagues, as leading change is a draining and potentially perilous activity.   

Smith, experienced in changing school districts through the application of research, approached 

the topic with caution knowing the task would be difficult and the path full of unpredictable 

elements. Change in public systems is not rationale. In fact, understanding irrationality is 

important in everyday actions and decisions (Ariely, 2008).  Public organizations invite, even 

require public participation. Was this highly diverse community ready for a give and take 

discussion on the merits of school start times? Would the power groups embrace the necessary 

disturbance that change discussion generates?  Would the discussion help to strengthen the 

community or further divide it? Then, Smith thought, did he just find the need to improve and 

change personally irresistible?  This was a major decision, for as Margaret Wheatley (1998) 

warned leaders: 

In recent surveys, CEO’s report that up to 75% of their organizational change efforts do 

not yield the promised results.  These change efforts fail to produce what had been hoped 
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for, yet always produce a stream of unintended and unhelpful consequences.  Leaders end 

up managing the impact of unwanted effects rather than the planned results that didn’t 

materialize. (p.1) . 

Satisfied with his study of the science of sleep, knowledgeable of the risks, yet convinced 

that a change in start times would yield educational value to student learning, Smith, hesitated a 

moment to reflect on his motives, then began.  

His good intentions were a beginning of a plan he needed to develop, not an easy task.  

Change theory is one thing, but action change needs to be discovered via reflective action 

(Fullan, 2006). Fullan cites seven core premises for change: motivation, capacity building, a 

focus on results, learning in context, changing context, reflective action, tri-level engagement, 

(school and community, district, and state) and persistence with flexibility.  Successful change to 

benefit student learning involves the skills of the leader to keep the distributed group of leaders 

focused on system development and personal learning to create change momentum. Smith 

believed that change is a life force for individuals and the organizations they join and that, at 

best, distributed leadership draws change out of staff rather than driving reforms through them 

(Hargreaves, 2009). However, Smith wondered if his associate superintendents, principals and 

teachers could change within the current system in a community with a historic mistrust between 

unions and administrators, ethnic groups, social classes, and board members. What would have 

to happen to get the key leaders to agree, to not feel threatened, to embrace risk and change 

history?  Smith brought in consultants, including Richard Elmore and Linda Darling-Hammond, 

to present work on the importance of leaders, teachers and principals to create a learning culture. 

He invested heavily in ongoing professional development for all teachers that is grounded in 

ethical commitments to children (Darling-Hammond, 2009). Smith felt his district, after three 
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years of working in learning communities, was prepared to change past habits.  Changing school 

start times was the first test to determine if the system was capable of large-scale reform. 

Changing school start times to fit student body/mind performance was not a complex 

idea. The research was clear.  Examples of success were prevalent.  Parents and teachers witness 

the sleep effects on children daily. Change to stakeholders in the system was minimal. Costs 

were neutral. Yet, resistance to and fear of any change are huge factors in any process. Indeed, as 

Doug Reeves (2009) explains: “The fear of pain and death is not, for many people, greater than 

their unwillingness to change” (p. 1). Smith knew what appeared to be simple change had 

psychological implications that varied with each person.  In addition, there is always resistance 

to authority figures presenting almost anything new in organizations, particularly in districts 

where urban superintendents may change on average in less than three years.  Time is short. The 

intent to move a large organization from knowledge to practice, clear on the surface, is fraught 

with political and psychological hurdles.  Smith’s design was to create an open learning and 

communications program for the community, employees, and students.  He would pace it to 

avoid fear of sudden newness and keep it open to emerging ideas.  He would use the groundwork 

of the professional learning communities. He would make it simple, transparent and direct.  

What could go wrong? 

Learning leaders are trained in university programs to practice organizational 

improvement in their work in school districts.  School leaders frequently emerge with solid 

credentials to lead, but lack the inspiration or courage to radically change instruction systems. 

Universities must find ways to create a new class of educational leaders, Eduerati, or highly 

skilled and broadly educated formulators of system change (Elmore, 2004). Districts must find 

incentive to encourage existing leaders in districts to defy the general acceptance of daily failures 



8 

and to stop the spiraling cynicism that discourages problem solving (Darling-Hammond, 2009). 

Smith would need the system leaders in the district leadership cabinet to create the change at the 

school level.  He gathered a progressive group of leaders, each of whom was within ten years of 

retirement. A vulnerable time in one’s career.  He knew that leadership needed to be distributed 

for change to be successful.  Change requires multiple sources of leadership: associate 

superintendents, parents, principals, students, and teachers, all willing to model their 

commitment to instructional reform. Would the first leaders, the cabinet, be ready for the 

personal risk? Would they weigh the results in terms of increased student learning? Could they 

find the incentives to lead? 

The cabinet initially saw change as a disruption from many fronts: the bus schedule 

would have to be altered; lights might be required for the stadiums; athletic practice times 

changed; and teachers’ childcare arrangements would have to be rearranged. Furthermore, no 

immediate neighboring school district had a high school that started later. Student learning was 

less important than the alteration of athletic practice times at the high schools!   They warned 

that coaches in the major sports have a powerful parent following.  Smith realized his time issue: 

“It took me four or five years to build a competent senior team, and I had to replace some 

positions three or four times in the first five years” said a long time superintendent (Hall, 2011, 

p.53).  Sustainable organizational change requires acceptance, ownership, incorporation, 

measurement, and ultimately, continuous modification. This is a 12 to 15 year process built 

around a three year superintendent employment window (Hall, 2011). Surely, the next 

superintendent will come in with a new set of ideas that will not likely follow the previous and 

likely discredited superintendent. Smith thought about the complex human connections (some 

clearly unprofessional) a few cabinet members had with board members and his own brief three 
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and a half year tenure. Yet the majority of the cabinet initially chose to support Smith, either to 

accommodate him for their own career purposes or maybe out of genuine commitment to 

learning or both. Perhaps blinded by his own ambition or idealism, Smith could not distinguish 

the real source of their motivation. But, he knew even with their tacit support, a change in the 

schools’ time schedule was a minor adjustment within a much larger vision toward improving 

learning quality for all students in all schools--engaging teachers and principals with a new and 

vigorous work effort (Elmore, 2009). Would he have the support of the leaders to disturb the 

status quo; to risk their careers; to bring them in front of significant ego driven resistance? He 

had reason to wonder. Smith had worked under other superintendents as an associate and he 

knew ambivalence and fear when he saw it. “This guy will be gone in a year and we will still be 

here,” he thought some in the cabinet must be thinking.  

Smith began a dialogue with the public utilizing the public communication apparatus of 

television, radio, newsletters, public meetings, and internet communications. His cabinet of lead 

educators and managers briefed the School Board on the research and well-known benefits of the 

potential change in the start and end time for the schools.  The logistics of schedules and costs 

were presented. Athletics would largely be unaffected; the same number of practice hours, just 

rearranged.  The board members seemed to like the plan when the media were in the room.  Yet 

Smith’s experience with this board and other boards was reflected in the words of Larry 

Rosenstock (2011): “They offer an illusion of democratic participation but do not really provide 

it. They are rarely able to generate substantial reform, but are able to prevent it” (p. 142).  

Darling-Hammond (2009) concurred: “Boards of education have not always represented parents 

and students, nor have they always worked collaboratively with educators to understand and 

develop change” (p. 52). Board members value their community position and personal popularity 
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often over all else, even student learning.  Yet, leadership includes change to meet the mission of 

the organization and needs of its clients. Smith knew to ignore an opportunity to improve 

learning was wrong.  Superintendents never really know if their associates or boards are honestly 

behind them, but they do know that the board governance system is perpetually unstable creating 

insecurity, even anxiety, within the annual contract employee’s group. 

Ready to accept the risk, Smith then moved on to the next group, the principals, who 

confirmed the observations of teachers and the research of scientists.  The elementary principals 

found good reasons to start earlier. The younger children, early risers, were eager for school. The 

high school principals were cautious in recommending a later start for teenagers because they 

were concerned with athletic team practice schedules though less than 20% of the students 

participated in sports, even fewer in the major fall sports of football and cross-country. Smith, an 

avid athlete, had been a high school principal previously and knew athletic success was an 

important community factor.  Schools and the communities they represent often measure their 

success based upon athletic prowess rather than academic achievement. Principals feared the 

reaction of coaches who only knew one system of practice and competition, the current one, the 

one they grew up under, where athletic schedules set the school start and end times. High school 

principals also suspected that their athletic parent support groups would fear a loss of 

competitiveness. If a change in school start time impacted athletic success, some in the 

community would be concerned. 

Change requires a willingness to think about the whole: the system, its mission and 

design. The public and school employees needed an opportunity to gain and absorb new 

information, reflect upon it in relation to student learning and establish an informed opinion.    

Smith knew that support for change will always be mixed: some will act to support the overall 
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purpose of the learning organization; some will only support change that benefits them 

personally. To suggest that adults in public institutions represent the interest of their clients-- 

children and families—is often self-deceptive and irresponsible (Elmore, 2011). Smith knew he 

must remain focused and stay the course to succeed. Controversy is a necessary condition of 

constructive instructional change, even simple change.  

The project began with a communication plan.  The plan included: 

· Enlistment of the medical and scientific communities, particularly physicians 

specializing in sleep issues and pediatrics. 

· Collection of student data comparing sleep patterns to attendance, mood and diet. 

· Collection of formal data from teachers on analysis of early morning class time. 

· Publications for public information on the topic. 

· Special newsletters that summarized research and anticipated learning improvement. 

· Formal meetings with editors of local news media. 

· Paced information presentations to the School Board. 

· Public forums bringing together large and small groups of community members 

including physicians and teachers. 

· Electronic communication with principals, teachers and students from schools with 

later start times. 

· Surveys of teachers, parents and students. 

Both large and small forums were held throughout the district.  Physicians and scientists 

took center stage.  The newspaper printed accurate information.  However, there was vehement 

opposition from small well-organized groups of parents over the athletic schedule. Their focus of 

objection was that outdoor afternoon athletic practices would start later. If high schools started 
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later, fall athletic practices would be cut by 30 to 45 minutes due to darkness, even though there 

were alternative times available. The opposition was single issued, and intentionally disruptive.  

Smith listened to concerns and sought creative solutions through various modifications and 

additions, insuring that athletics retained the same allotted practice time through schedule 

adjustments. However, in spite of reassurances, the mean spirited anger from the athletic 

coalition spread. The opponent group, led by a parent, Curley, a large man with shoulder length 

curly blond hair who led the football parents’ coalition, disrupted public meetings, threatened the 

school board, and destroyed any chance for constructive dialogue about the benefits on learning 

that a later start time would bring. Curley would not answer calls from Smith.  He gathered his 

anti group in the parking lot after meetings and ignored any attempts for a more casual post 

meeting dialogue.  The coaches who were in the parking lot dissipated as Smith walked toward 

the group.  The negative nature of the public outbursts was intimidating by design. The group 

directed their attacks at individuals including physicians, the superintendent, principals and the 

media. Important supportive survey data was lost along with the focus on student’s learning 

potential in the vitriolic nature of this discourse.  Unfortunately, aggression can often destroy 

relationships (Wheatley, 2005) and school systems are relationships, Smith thought, fragile and 

important. 

By now the media was excited about the conflict.  The three television stations began to 

seek out those who expressed the most defiant anger at the meetings for personal interviews to be 

aired just in time for the 10:00 PM news segment. Their presence seemed to inflame the most 

negative of the opposition. Flattered by the TV attention, the leaders stepped up their rhetoric, 

bent on defeating  any change.  As the shouts became ever more threatening and personal, the 

leaders and their families began to feel a legitimate sense of unease.  The lowest point came 
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when Curley accused the district of wanting to punish the “good kids” who could get up early, by 

making accommodations to the minority kids who were “lazy.”   Open democratic dialogue 

failed to create the community dialogue Smith was seeking. Instead, a small group of citizens, 

with the likely support of coaches, encouraged media sensationalism and attacked not just start 

times for schools, but the idea that the community could work together to improve education. 

The topical forums were not enough for this group of people. Their shouting voices became the 

television news. 

School board meetings became an open forum for significant hostility. The same parents 

who took control of the public forums shouted at and threatened members despite the School 

Board’s public statements that the decision was not policy but operations and thus up to the 

administration. Their purpose was to stop any change in school start time and they did it by 

obliterating any opportunity for thoughtful learning about the instructional advantages by 

forcefully controlling the discussion. Smith saw anew the by-product of anger and intimidation.  

Confusion, disgust and retreat became the behavioral response.  Medical leaders, principals and 

teachers backed away.  School Board members, elected officials usually voted in by a small 

fraction of the electorate often based upon a single issue, if any at all, found compromise conflict 

difficult to accept. They chose a public denial of any intent to change the start time and a private 

manipulation away from any leadership, even for open dialogue. They made it clear to Smith that 

his new three-year contract would be terminated if an administrative decision to change start 

times was made. Thus a blunt public ranting that trampled over and stamped out the great 

potential gain for student learning overran the knowledge gained by quality research, pertinent 

observations by practitioners, and courageous leadership. 
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Is leadership to maintain the status quo or does it have the responsibility to improve by 

bringing research from the laboratory into the classroom? Is knowledge usable in the current 

“loosely coupled” relationship web system between people with different levels of expertise 

within the leadership network that glues it together (Elmore, 2011)? Significant new 

neurocognitive research is advancing into learning methodology as brain scanning biochemical 

technology improves. The technology and research methods of the neuroscientists have started to 

reveal what happens in the brain when something new is learned. If interventions are successful, 

their application on educational practices has the potential of dramatically reducing the incidence 

of various learning disabilities (Stix, 2011). Additionally, there is new research on the 

measurement of student learning.  Are these advancements to be ignored because change can be 

so easily defeated by a focused few in board governance systems?  The future is likely to provide 

educators with more scientific research on how the brain works and learns.  Will educators have 

the skills and courage to implement them in a learning system that values superficial harmony 

over advances in student learning?  Will the more nationally focused educational systems of 

Finland, China, Sweden, Germany and others extend their lead over the United States in learning 

effectiveness and economic prowess?  What steps must take place for the system to change so to 

allow large-scale learning innovation? 

In the end, Smith began to doubt the existence of change theory. Certainly there are ideas 

on how organizations engage in reform, mostly articulated by those who have never reformed a 

system.  There are leadership concepts, organizational designs, psychological concerns, authority 

issues and process suggestions, but not really a uniform theory of how change happens in local 

school districts and certainly not a formula for bringing instructional improvement content into 

schools. School systems are organizations based upon geographic boundaries often without an 
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organized and shared set of beliefs about learning and children. Advocacy behavior pits one 

group against the other in a struggle to win. The power of clever manipulation overcomes the 

opportunity to collaborate on broad shared organizational beliefs.  The thin vale of organizational 

cooperation is torn apart by small group defiance and aggression. (Wheatley, 2005).   On 

occasion a heart driven and intellectually fortified leader risks all to improve learning for 

students and does so successfully, but overall as long as school boards control the actual 

operations of schools for their personal or political purposes, leaders will avoid change and seek 

employment shelter in maintenance of the status quo. Smith heard Elmore’s (2011) voice as he 

recalled, “Policy makers do not have to respect the expertise of educators, because there are no 

political consequences attached to that lack of respect” (p.35). In simple terms, the present 

system of governance creates fear.  Fear arrests change.  Remove fear and the learning system 

will likely advance over time. 

Organizational fear overcame democratic dialogue and a small group of agitators 

overwhelmed rational thought and thus, research was ignored. The governance system, in most 

school systems, is not designed to improve learning.  A generation of students continues to be 

underserved and yet another example of a dysfunctional system was played out. Is leading 

change in public school systems just not worth the risk in the current system of governance that 

prevails in most American school districts? 
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ERIC Descriptors 

Research based change, community decision-making, school politics, superintendent, student 

sleep patterns.  

Teaching Notes 

This case is written for graduate students enrolled in a school leadership course, such as 

the superintendency or school politics. It presents a situation where the superintendent attempts 

to achieve change in the school schedule to address research on optimal student learning. These 

efforts are met with limited but vehement public resistance resulting in the defeat of the proposal 

and the eventual dismissal of the superintendent. Change thinking provides the practicing 

foundation for case analysis. 

This case highlights how political issues can trump the implementation of educational 

decisions that, based on scientific research and actual practice, should have a profound impact on 

student learning. Possibilities for graduate student study include: read the case study carefully 

and independently analyze the political issues associated with this case. Analysis could then be 

done either independently or in small groups.  

A change plan, including a communications plan, could be assigned either as an 

individual or a small group project. This case study can also be used as the basis of a written 

examination with students independently responding to the questions and/or one or more of the 

activities. 

Discussion Questions 

1. Analyze this case. What mistakes, either procedurally or in judgment, did Smith make, 

which resulted in the failure of his initiative? 
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2. What action, if any, should the District take regarding the coaches’ efforts to derail this 

change initiative? Is this a protected 1st amendment right? Why or why not? 

3. How could Smith have used his principals better in this initiative? His central office 

team? 

4. What leadership skills could have overcome the disproportionate power of the minority 

group to create a better outcome? 

5. Is it realistic to ask for a community-wide decision on a proven instructional 

improvement plan? 

6. When is it appropriate for the superintendent to unilaterally make a decision and move 

on?  What circumstances would warrant “top down” decision making? 

7. Would a state governance system be more receptive to change than a local board system? 

8. How does employment security and career advancement play out in organizational 

change? 

Classroom Activities 

1. Conduct a literature review of the issue of school starting and ending times and their 

impact on adolescent learning. Summarize these findings. 

2. Develop an action plan for how Smith could have dealt better with this issue. Include: 

timeline, communication plan, research, stakeholder involvement, etc. 

3. Review the current research on brain-based learning and create a leadership plan for 

implementation using current research on school system change. 

4. Search for a clearing house of superintendent led, large scale system changes to improve 

instruction. 

5. Must the governance system be redesigned before learning improvement can occur? 
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Motivate me to make meaning: the impact of adopting a socio‐cultural framework for 

literacy teaching and learning during the entry year to formal schooling. 

  The politics of literacy development on a national and international level 

(Britto & Kagan, 2010; Freebody & Welch, 1992; 2011; Mustard, 2008; Schleicher, 2010), 

combined with previously linear models of cognitive development (Berk, 2008; Hinton 

& Fischer, 2010; Rogoff, 2008; Shonkoff & Phillips, 2000), and has left a heritage of 

research efforts to determine a “one size fits all” package.  Alternatively, since the 

seminal works of Vygotsky (1978), Bronfenbrenner(1979)  and Bandura (1977), a 

number of authors have questioned the importance of moving on from our previous 

developmental focus and embracing the construct of contextualised learning which 

recognises socio‐cultural factors as having primacy in effective teaching pedagogy 

(Fleer, 2005; Fleer & Raban, 2005; Makin, Díaz, & McLachlan, 2007; Noort, 2010; 

Rogoff, 1994, 2008; Woodrow, in press). Within primary schools of New South Wales 

(NSW) there have been a number of literacy strategies adopted with the view to 

capitalising on this current research base in order to improve literacy standards(NSW 

Department of Education and Communities, 2011). However, the implementation of 

these strategies based on socio‐cultural theoretical frameworks have not yielded the 

desired results for all children within the Australian school system (Australian 

Curriculum, 2010). 

 

 With acknowledgement of the reasonable queries in relation to a reliance on 

standardised testing (Fleer, 2005; Hardy & Boyle, 2011; Woods & Henderson, 2008), 

results from the National Assessment Program for Literacy and Numeracy (NAPLAN) 

over the last three years suggest pockets of persistent low performance on third grade 

literacy standards. This prompts the need for research into the efficacy of the literacy 
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programs adopted in New South Wales in order to identify why they may not meet the 

needs of all students. This research proposal seeks to determine the significance of 

adopting an overarching socio‐cultural framework for the planning of early literacy 

programs as necessary to the success of any of its individual components (Arthur, 

Barnes, & Ortlipp, 2011; Edwards, Gandini, & Forman, 1998; Fleer et al., 2005; Makin et 

al., 2007; Rogoff, 1994, 2008) 

Background to the Study 

Literacy as a government agenda 

   The Melbourne Declaration is the outworking of the collaboration of the 

Ministerial Council on Education, Employment, Training and Youth Affairs 

(MCEETYA)  (MCEETYA, 2008). It saw a renewed focus on the role of education in the 

development of capacity in the Australian economy and a stated emphasis on equity of 

access for all Australian citizens(Bown, Sumsion, & Press, 2010; Commonwealth of 

Australia, 2008). This marked a distinct shift towards a national approach to education 

which has in the past primarily been the domain of the country’s state governments 

(Cranston, Kimber, Mulford, Reid, & Keating, 2010). The Prime Minister of the day, 

Kevin Rudd, spoke of the “Education Revolution” and sought to increase expenditures 

with particular emphasis on the early years of education as he acknowledged the need 

to ensure global competitiveness with increased productivity (Commonwealth of 

Australia, 2008). There is much debate about the way that this government construct 

of the student as an economic unit impacts on the learning outcomes they experience 

as teachers and the education system respond to the realities of this new focus on 

outcomes (Smeed, Ehrich, Kimber, & Perry, 2011 ). 
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As a consequence, a spotlight has also been placed on the transition to formal 

schooling (Bown et al., 2010; Commonwealth of Australia, 2008). Coupled with the 

introduction of national standardised testing of literacy and numeracy at the third, 

fifth, seventh and ninth grades of formal schooling (Australian Curriculum, 2010), 

there has been an increased focus on the quality of literacy and numeracy programs 

both within the prior to school years and upon entry into formal schooling 

(Commonwealth of Australia, 2008; DEEWR, 2009; Health, 2008).  

 

Application of literacy research literature 

Neural development research highlights the importance of early childhood experience 

in the overall trajectory of the next generation’s readers and writers (Cooper, 2010; 

Hannon, 2003; Hinton & Fischer, 2010; Hruby & Goswami, 2011; Mustard, 2007; OECD, 

2006; M. Schneider & Stern, 2010; Shonkoff, 2010). This increases the primacy of 

effective pedagogy within the early childhood years of formal education. In 

acknowledgement of this the Australian state and national government have signed a 

Council of Australian Government (COAG) agreement on a National Quality 

Framework (NQF) for the early childhood sector. Among the raft of measures 

included are mandatory early childhood teacher qualification for preschool program 

provision, a commitment to universal access, establishment of the Australian Early 

Development Index and the release of the first national curriculum framework‐ The 

Early Years Learning Framework (EYLF)(DEEWR, 2009).  

Within the school sector, National Literacy and Numeracy Partnerships have been 

established between the federal government and each state in the lead up to the 

implementation of a National Curriculum that is still in its development 

stages(Australian Curriculum, 2011). As a result of the partnership with the NSW state 
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government, programs have been developed and implemented including the BEST 

Start assessment program which occurs upon initial school entry; individual literacy 

plans have been adopted for children with significant literacy challenges;  the 3L 

literacy program has been implemented with children receiving small group 

instruction and activity based learning and there has been a continuation of the 

Reading Recovery program (NSW Department of Education and Communities, 2011).  

 

Support for these strategies exists within the extensive body of literature drawn from 

both international and national research on the early development of literacy skills. 

Motivation, emotional security and learning within relationship have been identified 

as a tenants of efficient cognitive functioning (K. Hall & Soler, 2010; N. Hall, Larson, & 

Marsh, 2003; Schneider, Keesler, & Morlock, 2010; M. Schneider & Stern, 2010)and the 

research relating to neural development highlights the significance of emotional 

security, engagement and success experiences in the development of bran architecture 

(Fox & Rutter, 2010; Hinton & Fischer, 2010; Mustard, 2007; Shonkoff, 2010). As a result 

of a number of international research studies there have been several predictors 

identified for later literacy success.  Book exposure, storybook knowledge, parental 

learning difficulties, parents’ beliefs about their child’s ability to read, parental 

education and number of books within the home have all been found to be predictors 

in a child’s later reading success (Davidse, de Jong, Bus, Huijbregts, & Swaab, 2011; 

Hindman, Skibbe, Miller, & Zimmerman, 2010; Melhuish et al., 2008; Niemi P, 2011; 

Rindermann, Michou, & Thompson, 2011; Stephenson, 2011).  Early letter knowledge 

and vocabulary have been identified as predictors of reading fluency by grade three.  

Differentiated instruction and child book choice have also been identified as 

contributing to motivation and success in learning to read(Fleer & Raban, 2005; 
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Peterson, 2010).  Fleer and Rabin offer the following summary of effective teaching 

strategies for early numeracy and literacy “ telling, showing and modelling, and talking 

and doing it together” based on their literature review completed for DEEWR (Fleer & 

Raban, 2005, p. 3) and this is also supported in international reporting such as the 

Starting Strong I and II (OECD, 2001, 2006). Each of these findings have implications 

for the way that early literacy instruction is delivered and also how it is related to the 

child’s existing home literacy experiences (Fleer et al., 2005; Fleer & Raban, 2005; 

Mustard, 2007; OECD, 2006; Rogoff, 2008; Schneider et al., 2010; Sylva et al., 2004) 

Debates within the field of literacy development 

The early literacy development literature includes a number of ongoing debates. Key 

issues relating to this research proposal include the role of direct instruction in 

literacy learning and learning by appropriation(Fleer et al., 2005; Fleer & Raban, 2005; 

Rogoff, 1994, 2008; Slavin, Lake, Davis, & Madden, 2011; Ukrainetz, Nuspl, Wilkerson, 

& Beddes, 2011); the evidence base established by the field of neuroscience and the 

critique of this form of expository research(Hannon, 2003; Hruby & Goswami, 2011; 

Lindell & Kidd, 2011; Slaby, 2010; Whitehead, 2011); cost – benefit analysis of current 

trends in the development of literacy interventions and the inhibitors that result from 

an adhoc approach to planning (Britto & Kagan, 2010; Mustard, 2008). 

Direct Instruction versus Experiential Learning 

Although a great deal of evidence exists to suggest that direct instruction approaches 

such as phonics awareness programs and guided reading are successful in up skilling 

poor readers and writers (McGee & Richgels, 2003; Neuman & Dickinson, 2010; 

Neuman & Roskos, 1993; Phillips, Clancy‐Menchetti, & Lonigan, 2008; Stephenson, 

2011; Ukrainetz et al., 2011) there is an increasing body of evidence that suggests that 
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without the provision of a meaningful context for this teaching there are many 

children who will disengage with the learning process (Melhuish et al., 2008; Woods & 

Henderson, 2008)and or are unable to access school literacy due to the difference 

between literacy practices at home and school (Melhuish et al., 2008; OECD, 2006; 

Schneider et al., 2010; Thomson, 2011; Woods & Henderson, 2008). It would therefore 

appear to be appropriate to consider the need for direct instruction to occur within 

the context of experiential learning that acknowledges cultural and social contexts as 

significant influences on children’s learning (Fellowes & Oakley, 2011; Murray & 

Harrison, 2011; Phillips et al., 2008; Stephenson, 2011). 

The relevance of standardised testing 

There is frequent debate about the reliance on standardised testing data alone. It can 

be useful to take a pragmatic approach to the issue of standardised testing. (Glassman, 

2011; Hardy & Boyle, 2011; Young & Richardson, 2007)Critiques of this form of 

assessment discuss the privileging of certain world views and knowledge. (Guadalupe 

& Cardoso, 2011; Thomson, 2011)There is also evidence to suggest errors in 

interpretation by assessors and breakdown in communication of the assessment 

requirements, both have the potential to skew data (Glassman, 2011; Guadalupe & 

Cardoso, 2011; Paratore & McCormack, 2007). It is also a valid to claim that we might 

need a substantial evidence base to justify the reallocation of large scale funding 

towards one project over others (Davies & Dempsey, 2011; Janus, 2007; Klenowski, 2011; 

Mustard & Young, 2007). It would therefore appear useful to consider the different but 

complimentary roles played by different forms of assessment in the process of 

developing effective teaching pedagogy. Globalised achievement data guides the 

allocation of resources and individual performance data informs the tailoring of 

classroom teaching practice (Klenowski, 2011; Mustard & Young, 2007).  
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Critical review of neuroscience findings 

There is always danger in over reliance on a single form of research data as with the 

advent of neural imaging and the related body of literature that has been generated 

about development of the brain (Lindell & Kidd, 2011; Slaby, 2010; Whitehead, 2011). 

Since the early part of this century, neuroscience has provided an increasingly clearer 

picture of the development of brain functioning. Existing evidence suggests that we 

can now define the way that synapses form and how pairing occurs with their disuse. 

Secure emotional environments, physical well being and exposure to engaging success 

experiences have all been attributed to the increasing production and connection of 

synapses. Conversely, physical and emotional trauma has been identified as inhibitors 

and can lead to pairing (Fox & Rutter, 2010; Mustard, 2007; Shonkoff, 2010). There has 

been a great shift in the thinking around early childhood experience and intervention 

as a result of this research.  

Recent studies have identified the varied use of different areas of the brain in both oral 

language and literacy tasks. This is a new insight into the flexibility of the brains 

functioning to suit the nature of the language or print form being used e.g. when a 

native speaker of a phonetic language speaks they are generally using the automated 

language area of the brain to produce speech. When a native speaker of a non‐ 

phonetic language such as English, speaks, they are found to use both the visual 

memory and aural memory areas of the brain(Hinton & Fischer, 2010). Such insights 

raise question about the accuracy of data relating to the existence of critical periods 

and the limits of resilience in neural functioning. While these areas of research 

continue to receive further scrutiny there is yet to be any evidence that directly refutes 

the overall significance of the early years of education in minimising later remedial 

intervention. As this is in alignment with the political agenda of increasing economic 
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productivity it would be appropriate to continue to re‐allocate funds towards the 

quality improvement of our early stage literacy programs.  

A holistic view of learning 

In adopting a holistic view of learning and development it becomes necessary to 

recognise the significance of Bronfenbrener’s Ecological Systems theory in the 

development of effective teaching pedagogy (Berk, 2008; Bronfenbrenner, 1979; 

Martin, 2010; Moore & Oberklaid, 2010). As in figure 1, it is thought that there is a 

constant interplay of influences on the child’s experience and the influence that the 

child has on its environment. Within this model if consideration is not given to all of 

the elements of influence within the eco‐system it is possible that efforts to develop 

effective teaching pedagogy will continue to be hindered by a lack of informed 

decision making. 

 

 

 

 

 

 

 

 

Figure 1. The influence of the environment is bidirectional. Adapted from Child Development. 8th Ed. (p28), by 

L.E. Berk,2008, Boston: Pearson. Copyright 2009 by Pearson Education Inc. Adapted with permission. 
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Evaluation of international and alternative state models of curriculum specific to 

literacy as well as cross curricular approaches provide a growing body of evidence in 

relation to the significance of cultural competence and a greater emphasis on 

contextualised learning. This has been particularly evident in studies addressing the 

elements of disadvantage created by poverty, family educational history and access to 

educational opportunities within regional and remote areas (Melhuish et al., 2008; 

OECD, 2006; Shonkoff & Phillips, 2000). It is suggested that in these communities 

where there is potentially increased dissonance between home and school literacy 

practices, there is greater need for teachers to demonstrate reflexivity (Dockett et al., 

2008; Sylva et al., 2004; Woodrow, 2012 ).  

 In NSW we have seen the advent of several quality measures related to improved 

practice of teaching pedagogy including the Quality Teaching Framework and the 

release of the National Professional Standards for Teachers endorsed by MCEETYA in 

July of 2010. We have also seen the introduction of the several literacy support 

initiatives that were previously mentioned, each of which addresses a different 

element of a socio‐cultural framework for teaching and learning. Several of these 

principles have also been used to generate primary curriculum models in collaboration 

with Australian Aboriginal communities (Department of Education, 2011; Dockett et 

al., 2008). 

If we continue to see low scores within the NAPLAN results then it is of value to 

review the validity of adopting a socio‐cultural focus in the development of teaching 

interventions or alternatively determine whether the implementation of the strategies 

is ineffective. The 3L program is being implemented across a number of NSW state 

schools. It is a program that allows for small group instruction and activity based 

learning. While this model acknowledges the role of participatory appropriation it 



MOTIVATE ME TO MAKE MEANING      11 
 

does not address socio‐cultural factors such as prior to school experience gained in the 

local community and family values. (Melhuish et al., 2008; Schneider et al., 2010; 

Shonkoff, 2010). Other valuable initiatives such as Individual Learning Plans (ILP) 

have also been adopted but only in the instances of disadvantage for struggling 

students. The Reading recovery program requires a significant investment of resources 

and has recently been critiqued in relation to the accessibility of this program to 

children from educationally disadvantaged backgrounds where instructional 

interactions with adults may be infrequent (Borkowski et al., 2002; Melhuish et al., 

2008; Schneider et al., 2010; Stephenson, 2011). 

Measures such as developing an individualised learning plan for all children in their 

first year of school and increasing staffing for their classroom based learning would 

appear to be a costly investment. Longitudinal studies such as Perry High scope 

(Schweinhart, 2007)and the Abecedarian experience (Sparling, Ramey, & Ramey, 2007)  

however, have already posited that investment in early intervention far outweighs the 

costs of failing to accommodate the needs of all children within the early years. If 

success experiences within a secure environment promote the development of neural 

pathways then “sustained shared thinking” may be the primary concern of the early 

childhood teacher both within the prior to school context and formal school settings 

as a means of promoting success in literacy learning (DEEWR, 2009). Knowledge of 

family, culture and community become more pertinent from this perspective and 

places increasing pressure on educational leaders to prioritise this engagement with 

children’s families and community in order to teach effectively. Alongside the critique 

of the existing Reading Recovery program (Woods & Henderson, 2008), we may 

question the merit of placing our investment in the later stages of development 

instead of the earlier stages of a child’s school experience; a period more closely 
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related to the child’s neurological critical periods of language and literacy learning 

(Fox & Rutter, 2010; Shonkoff, 2010). From a preliminary review of the literature it is 

apparent that it is necessary to include all the ingredients of a socio‐cultural 

framework in order to reap the benefits of it. 

 

Suggested strategies for achieving synchrony with a socio‐cultural framework 

Barbara Rogoff (2008) highlighted the construct of “participatory appropriation” as an 

alternative to the traditional focus of transmission, acquisition and internalisation. 

When literacy is recognised as an element of the social practice of communication 

then the need for an understanding of each child’s experience and their social world 

becomes apparent. This could be achieved through the involvement of a home‐ school 

liaison to maintain communication with families and or relieve the class teacher to 

conduct either family interviews or home visits. The possibility of completing an 

interview with the family at the time of the Best Start assessment would be an efficient 

way of maximising the use of this time.  Clearly such measures could present 

significant additions to the workload of class teachers and may also involve some 

consideration of industrial mechanisms. The suggestions made here are in principle at 

this point in the project.  The inclusion of an aide in junior primary classrooms, either 

full or part time, would enable more complex small group activity and greater 

flexibility in classroom management. This would allow for the continuation of 

children’s meaningful and engaged learning otherwise referred to as “sustained shared 

thinking” (DEEWR, 2009). 

 

Interest based and play focused content are also considered to be appropriate to the 

goal of achieving increased levels of student motivation and engagement with early 
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school learning(Samuelsson & Carlsson, 2008).  The use of cross curricula project 

based units would also address the issue of agency in motivating student 

engagement(Reeve & Tseng, 2011). This would be consintent with the NSW 

Department of Education and Communities efforts to up‐skill existing K‐6 qualified 

staff working in infant settings through the Light house program (2011). It may also 

prompt the placement of Early Childhood specialist teachers within the infant grades 

of primary school settings so as to ensure play based learning is effectively 

incorporated into the delivery of the mandated curriculum. 

 

Methodology 

Project design 

Adopting a pragmatic approach to research design the proposed project takes the form 

of a collective case study with a series of small‐scale case studies and draws on a mixed 

method approach to data collection.  An action research element is also incorporated 

for the teaching staff involved in the project. 

Viewing the teaching and learning process within a post‐structuralist paradigm 

(MacNaughton, Rolfe, & Siraj‐Blatchford, 2010) the study will seek to draw on 

Bronfenbrenner’s Ecological systems theory (Bronfenbrenner, 1979) to generate a 

suitable framework for the implementation of a socio‐cultural focused approach to 

literacy program planning (Fleer et al., 2005; Hindman et al., 2010; Rogoff, 1994)  

 

This is an instrumental collective case study. The project seeks to inform the 

educational community about the significance of adopting a holistic approach to the 

implementation of a socio‐cultural framework for teaching and learning literacy, as it 

relates to the resulting educational outcomes of increased engagement and improved 
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performance for kindergarten students. The project will involve two phases of a quasi‐ 

experimental design.  

 

The first phase is designed to replicate research findings from international studies 

that suggest a diversity of literacy pathways are experienced amongst children who are 

preschool age (Hindman et al., 2010; Melhuish et al., 2008; Sylva et al., 2004). The 

second phase of the study will seek to measure both the engagement and performance 

improvement of students who participate in a program that is planned on the basis of 

a socio‐cultural framework. 

The teachers involved in the study will participate in a series of learning circles as a 

means of sustaining a socio‐cultural focus to teaching pedagogy.  

 

Data collection and sampling  

In phase one the variance in literacy experiences included children’s weekly routines 

will be recorded in a frequency log. It will involve purposive sampling with children 

being selected based on their high performance on the BEST Start assessment (NSW 

Department of Education and Communities, 2011), they will also be in the year before 

school (MacNaughton et al., 2010; Melhuish et al., 2008).  The sample group will also 

be stratified based on parent income so that low income, middle income and high 

income families are represented in the sample (Burger, 2010; OECD, 2001, 2006; 

Schneider et al., 2010).   

 

The data collection will include an interview based, semi‐structured questionnaire of 

primary caregivers; the completion of a frequency diary by the primary caregivers over 

two weeks and the post completion of a survey that identifies potentially 
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“unconsidered” literacy experiences (MacNaughton et al., 2010; Neuman & Dickinson, 

2010). 

 

The data collected from phase one will also be used to provide professional insight to 

the teaching staff involved in the second phase of the study as a prelude to the action 

research element of the phase two study (Kemmis, 2011; Ravensbergen & Vanderplaat, 

2010; Woodrow, 2012 ).  

 

Phase two of the study seeks to measures the impact of teaching staff adopting an 

overarching socio‐cultural framework within their planning for teaching and learning 

of literacy for two kindergarten classrooms.  Data will be collected from assessment of 

student’s performance on the BEST Start assessment pre and post program 

implementation.  Information about changes in levels of engagement and disposition 

towards literacy activity will also be collated from a child self assessment, parental 

survey and teacher survey in order to achieve triangulation(Ebbeck et al., 2011; Jalongo, 

2010). 

 

A random sample of student participants across eight male and eight female students 

in each test class should provide a viable test group. (MacNaughton et al., 2010) The 

two school settings will be selected due to their below state average NAPLAN results 

for 3rd grade students over the last three years.  In each school setting a second class 

that follows the standard curriculum will act as a control group and will be tested 

along with their counterparts in the test group both before and after the program 

implementation (MacNaughton et al., 2010; Punch & Punch, 2005).  
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This project design offers the opportunity to establish a random assignment of 

participants within the two comparison groups (Punch & Punch, 2009). This has been 

determined based on the premise that class groups are usually allocated with the view 

to achieving mixed ability and gender balance. This will therefore be one of the 

criterions in the selection of the two school settings for the study. 

 The decision to include the responses of children to their experience is based on the 

desire to increase the authenticity of the findings. Efforts to achieve both initial and 

progressive consent will be addressed in the final proposal (Alderson & Morrow, 2011; 

Lambert & Glacken, 2011). At this stage it is proposed that a combination of drawings, 

child writing and transcription of children’s verbal responses will be included in the 

data collection(Muzaffar, 2011). 

 

Developing a socio‐cultural framework for a school based literacy program:  

Prior to phase two of the study there is a need to develop an initial framework for the 

implementation of a socio‐cultural approach to planning literacy curriculum. The 

mandated EYLF will be used as the basis for identifying key components of the 

proposed framework. Please see figure 1 for an overview of the proposed framework 

and figure 2 for an outline of each element.  

It is acknowledged that there is a growing body of critique for the EYLF (Arthur et al., 

2011), such as its assumptions about community and limitations of its representation of 

younger children’s capacities. Despite this the document has been celebrated as an 

opportunity for broad inclusion of diversity and holds to principles of socio‐cultural 

theory and ecological modelling (Arthur et al., 2011; Berk, 2008; DEEWR, 2009) It also 

provides a useful model for the development of a suitable framework for the school 

context in that it is the most appropriate document for establishing the continuity 
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Throughout the program implementation period of the study, the teaching staff will 

participate in reflective learning circles (Kemmis, 2011; Ravensbergen & Vanderplaat, 

2010). This reflective practice will provide the opportunity for the teaching staff to 

consider various applications of the framework in light of theoretical knowledge and 

in relation to the given learning context (Ravensbergen & Vanderplaat, 2010; 

Woodrow, 2012 ). Post the completion of the implementation period the teachers will 

complete a reflective narrative of their experience and again this will be coded with a 

likely focus on semiotics analysis and referred to in the final report.  

 

Post program surveys completed by children, parents and teachers in relation to 

student engagement and attitudes will be once again graphed as separate results and 

then findings collated within a table. 

 

Limitations and measures to increase validity of data 

It is important to maintain an open and critical approach to the development and 

implementation of standardised assessment implements such as the BEST Start as 

there is recognised potential for it to reflect a bias towards a particular cultural 

perspective or set of literacy values (Davies & Dempsey, 2011; Klenowski, 2011; Paratore 

& McCormack, 2007). It is noted, however, that its development within NSW would 

suggest that it should have the best fit for NSW school students where a standardised 

instrument is necessary. Use of an interview based assessment tool also does provide 

opportunity for variation in consistency of judgement. To address this issue all 

assessors will undertake the same training session in relation to administering the 
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assessment including moderation of video recorded assessments (Denzin & Lincoln, 

2011; MacNaughton et al., 2010; Punch & Punch, 2009). 

 

The project has a number of other imitations. The reliability of parental reporting has 

previously been debated in relation to the validity of resultant data. In the context of 

this study it is the most viable option of data collection with respect to the time 

consuming nature of direct observation and consideration of participant privacy 

(Punch & Punch, 2009).  

To address the likelihood of the Hawthorne effect (McCarney et al., 2007) in 

completing the questionnaires, surveys and frequency diaries the participants will be 

presented with a statement on the existence of negative impacts from parental 

pressure as well as the positive impacts of parental support. 

 

Where possible triangulation has been incorporated to mediate the limitation of 

parental reporting such as the inclusion of a child self report and teacher report in 

relation to perceived levels of engagement in literacy experiences and attitudes 

towards literacy activity (Guion, Diehl, & McDonald, 2011). 

 

Issues of reliability of child communications is acknowledged and this is to be 

addressed by the triangulation of the data recorded as a response for each child i.e. 

drawing, transcription and verbal review will be included (Davis, 2007; Guion et al., 

2011). 
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Expected outcomes 

Based on the current literature in relation to teaching and learning within the early 

childhood sector it is expected that the results from phase one will be the 

identification of a multiplicity of pathways to competency in early literacy both in 

terms of activity type and frequency as well as attitudes and values held by primary 

caregivers and family of the child (Davidse et al., 2011; Melhuish et al., 2008; 

Rindermann et al., 2011; Rogoff, 1994; Serpell, 2002; Stephenson, 2011). The completion 

of the additional survey in relation to unconsidered literacy experiences will indicate 

some mix of incidental and intentional literacy experiences in a child’s routine.  

 

Preliminary review of the literature includes several reports on research findings 

across the international field of literacy development (Colley, 2010; Dumont, 

Benavides, & Istance, 2010; Fleer & Raban, 2005; K. Hall & Soler, 2010; Neuman & 

Dickinson, 2010; OECD, 2001, 2006; Schleicher, 2010; Sylva et al., 2004). This 

preliminary review of the literature would suggest that Phase two of the study will 

reveal a modest increase in the level of engagement and positive attitudes towards 

participation in literacy activity as reported by the child, parent and teacher.  There is 

also likely to be evidence of minimal to modest improvement in performance on the 

BEST start literacy assessment tool at both one and three months, post participation in 

the program (Lodico, Spaulding, & Voegtle, 2010; MacNaughton et al., 2010; Punch & 

Punch, 2009). 
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Table 1 

A summary of the expected key outcomes for the collective case study 

1. Replication of a consistency in variation in literacy pathways experienced by individual 

children within the same cohort.  

This supports the claim that individualised programming is necessary to the objective of 

building on prior experience, family values and beliefs about education as well as the 

interests that motivate children to learn (Anning, Cullen, & Fleer, 2008; Arthur, Beecher, 

Death, Dockett, & Farmer, 2007; DEEWR, 2009). 

2. Increased satisfaction levels within teaching staff based on ability to tailor pedagogy and 

reflect on practice with other staff.(Kemmis, 2011; Ravensbergen & Vanderplaat, 2010; 

Woodrow, 2012 ) 

3. Positive relationship building of parent partnership which will enhance child engagement 

with literacy learning and early education in general(Edwards et al., 1998; Fleer & Raban, 

2005; Hindman et al., 2010; Schneider et al., 2010). 

4. Identified increase in engagement and positive attitudes towards participation in literacy 

activity based on emotional drivers of community participation and motivation created by 

play, project  and interest based curriculum content (Edwards et al., 1998; Fleer, 2005; Fleer 

et al., 2005; Samuelsson & Carlsson, 2008). 

5. Improved performance on standardised test instrument by children in the test class group 

indicating validity of further investigation of the cost‐ benefit analysis relating to the 

implementation of individualised learning plans and additional staffing (Fleer & Raban, 2005; 

Hindman et al., 2010; Rogoff, 1994, 2008; Schneider et al., 2010; M. Schneider & Stern, 2010; 

Shonkoff, 2010).  
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Panel Proposal 

 

 

Service Learning? Civic Engagement? Fostering Activism? Teaching Advocacy? 

What is it we are doing when extend the borders of our classrooms into our communities and invite our 

students to engage in social change work? What is our responsibility to community? What is our 

pedagogical rationale for doing so? What is the value? What are the risks? Does this fit with the reality 

of students’ lives? What are the challenges? How are we to evaluate such engagement? Do institutions 

of higher learning hold any responsibility in supporting these types of pedagogical initiatives? 

 

This panel will be composed of two instructors from Mount Royal University, a small undergraduate 

university in the foothills of Alberta, in Western Canada.  Drawing from their experiences teaching in 

Social Work (Dr. Carolyn Anderson) and Women’s Studies (Dr. Susan Harris), they will initiate and 

facilitate a larger interactive discussion about the nature of service learning/activism/civic 

engagement/advocacy today with panel attendees.  
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Abstract 

The Collaborative for Mathematics and Science Achievement (CMASA) was designed and 

implemented in the format of an embedded professional development for a single high school.  

The goal of CMASA was to infuse Problem Based Learning as an approach to teaching and 

learning in  mathematics and science. CMASA was also designed to:  (a) promote collaboration  

among and across all mathematics and science teachers  for the specific purpose of fostering an 

interdisciplinary approach in mathematics and science teaching, (b) serve as a catalyst for 

developing and sustaining a professional learning community of mathematics and science 

teachers in one high school, and (c) enhance teacher content knowledge and pedagogical 

strategies in mathematics and science through minds-on, hands-on learning in a PBL 

environment. Twenty-two mathematics and science teachers, from one high school, participated 

in a one week, intensive professional development in summer of 2011. The teachers began the 

academic year with plans to include PBL cases in teaching specific topics and to sustain the 

ongoing initiatives through professional learning community meetings.  In the workshop, we will 

share the components of an ongoing professional development project in mathematics and 
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science and present the accompanying research designed to study the influence of the 

professional development.   

Background 

The professional development project, the Collaborative for Mathematics and Science 

Achievement (CMASA), is a partnership between Benjamin Banneker High School (BBHS) and 

Georgia State University’s College of Education. The CMASA was designed to engage 

mathematics and science teachers in the infusion of Problem Based Learning (PBL) in their 

classrooms. The project was implemented in summer 2011 as a long-term, intensive, and in-

depth approach to professional development for PBL implementation with an accompanying 

research study.  PBL is an approach that challenges students to learn through engagement in real 

world problems (Edens, 2000).  It is a format that simultaneously develops both knowledge of 

the content and problem solving strategies by placing students in the active role of problem-

solvers confronted with an ill-structured situation that simulates the kind of problems they are 

likely to face in real-world situations. PBL is teacher-facilitated, student-centered.  It is a 

fundamental shift--from a focus on “teacher telling” to a focus on “students doing.” The process 

is aimed at using the power of authentic problem solving to engage students and to enhance their 

learning and motivation for learning.  

In the workshop, we will share the components of an ongoing professional development 

project in mathematics and science and present the accompanying research designed to study the 

influence of the professional development on mathematics and science teachers’ practices.  PBL 

is a solution for improving higher standards, motivating bored students, and building critical 

thinking and reasoning skills. PBL’s student centered instructional strategies promotes creativity 
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and facilitates students gain ownership of their learning (Delisle, 1997). Further, PBL requires 

that students to draw from various information sources and content areas to find solution to 

problems being studied.  Utilizing multimedia in designing the problem for PBL and providing 

technological resources to students enhances motivation and quality of work by students 

(Hoffman and Ritchie, 1997).  

 The literature (Borko, 2006; Delisle, 1997; DuFour & Eaker, 1998; Hoffmann & 

Ritche, 1997; Ingvarson, Meiers, & Beavis, 2005; Wenger, McDermott, & Snyder, 2002) 

unequivocally articulates that collaborative approaches to professional learning, as designed for 

the delivery of CMASA, can promote school change that extends beyond individual classrooms.   

Effective professional development  (1) is intensive, (2) ongoing and connected to practice; (3) 

focuses on the teaching and learning of specific academic content; (4)  is connected to other 

school initiatives; and (5) builds strong working relationships among teachers.  The focus of the 

Professional Learning Community (PLC) in CMASA is to establish an environment within the 

school where teachers seize opportunities to learn and think together about how to improve 

teaching and learning practices in ways that lead to improved student achievement above and 

beyond the time frame of CMASA.  Research demonstrates that the development of strong 

professional learning communities of educators is a key ingredient in improving schools.  

Evidence of student achievement has been documented among high-poverty school districts 

where teacher leadership has been encouraged (Hmelo-Silver, 2004). Further, when teachers 

partake in true communities of practice, many benefits are reported. They share a sense of 

purpose and a sense that they are responsible to one another for accomplishing their goals, 

harmonizing their efforts to assure student learning, and sharing responsibilities for decision 

making (Secada & Adajian, 1997). Participating teachers attain the following: a collective 
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commitment to acquiring and using new knowledge in the subject areas, intensive and sometimes 

long-term professional relationships, perspectives on the profession that extend beyond the four 

walls of the school, a greater commitment to the critical review of teachers’ practices by other 

teachers, and high levels of teacher involvement in the reform of system wide structures (Lord, 

1994). When teachers compose a community of practice, they usually have good relationships 

with other teachers in the school, they respect and access each other’s knowledge, and they are 

familiar with the context, culture, norms of the learning environment and language of their 

students (Nickerson & Moriarty, 2005).  

The objectives for the professional development were:  (1) to develop knowledge and 

skills of practicing mathematics and science teachers in PBL pedagogy and its power to motivate 

students towards learning of the Common Core Georgia Performance Standards (CCGPS); (2) to 

facilitate practicing mathematics and science teachers skills and strategies for creating PBL cases 

that can be utilized in their classrooms for the purpose of improving reasoning and critical 

thinking within learning mathematics and science in their classrooms; and (3) to foster classroom 

implementation of PBL in mathematics and science.  As described earlier, CMASA is an 

embedded professional development meaning the professional development extends beyond the 

summer session.  During the academic year the professional development includes: (a) classroom 

and school-based support, (b) meeting with teachers in the PLC, and (c) full-day follow up 

sessions. 

Accompanying the professional development is an ongoing research study of the 

influence of an interdisciplinary approach to teaching mathematics and science influences 

teaching practice in a single high school. The guiding research questions are:  (1) how does a 

prolonged engagement in an interdisciplinary approach to teaching influence teacher design of 
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cases and implementation of PBL as an instructional practice in their classrooms and (2) how 

competent are the participating teachers in implementing PBL instructional strategies in their 

mathematics and science classroom after the professional development workshop?  

Methodology 
 
Context of the Professional Development 

During the week-long professional development, twenty-two teachers of mathematics (n=17) and 

science (n=5) engaged in professional development that addressed: enhancement of their content 

knowledge, collaboration across mathematics and science teachers, developing and sustaining a 

professional learning community, and fostering the use of technology in teaching and learning.  

Next we provide a summary of each day of the summer session for a more rich description of the 

engagement. 

  
Monday, June 6, 2011                                               

After the welcome and introductions, a binder with week-long academic session information, 

articles for reading, resources, ‘problems as possibilities,’ and books were given to all teachers.  

Teachers were asked to express their expectations for the outcomes of the academic session. 

Below is a summary of teachers’ expectations of outcomes of the summer session: 

1. Set up for a PBL classroom 

2. Various Strategies used in the PBL classroom 

3. Role of teacher and role of student 

4. Differentiation in a PBL classroom 

5. How to make real life connections 

6. How to group students 
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Teachers were divided into groups of three (one science & two math teachers). Teachers 

had an opportunity to experience a PBL case. Each group was given an assignment and a rubric. 

Each team presented their solution(s). During the presentations the teachers realized that each 

pathway to a solution yielded the same answer.  However, it was also apparent that each team 

had solved it using different methods and some teams had solutions with different variables 

(factors). The day concluded with teachers having a vision and an experience of how a PBL case 

works in a classroom.  

Day 2: Tuesday, June 7, 2011 

Teachers responded to the activating strategies questions:  What are the roles of a teacher and the 

role of a student in a PBL instructional strategy?  Teachers shared their responses.  This was 

followed by reading various articles on collaborative versus cooperative learning, group roles 

and group dynamics, instructor’s task and techniques used using the Jigsaw model. Each group 

presented the salient features of what they read so that every teacher was informed about the 

entire reading.  

The math teachers and science teachers were separated to study subject specific PBL 

cases.  The math teachers studied the ‘Win a Laptop!’ – Math case and the science teachers 

studied the ‘Molar mass for your cash’ – Chemistry case.  The teacher groups were restructured 

such that each teacher was working with three other teachers outside of their original group.  

Each restructured group was assigned to use a different approach to the problem: functions and 

graphs, graphing piecewise functions using a graphing calculator, transformation of functions, or 

use of geometer’s sketchpad to graph functions.  After completing the learning session, each 

returned to their original group and shared what they learned.  Next, the original groups designed 
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a logo using all concepts learned. After lunch teacher teams presented their results. Each team 

came up with a different logo for Win a laptop case and Science teachers presented the jewelry 

items that were purchased using 10,000 mole money when the price was given in dollars ($) per 

atom.  

The overall accomplishment of the day was centered in teacher learning the use of geometers 

sketchpad, graphing piecewise functions in a calculator and in modeling presentations and giving 

constructive feedback in a PBL classroom.  Further, the mathematics and science teachers 

learned how concepts in their curricula can be connected as a result of the presentations. 

Day 3: Wednesday, June 8, 2011 

For the activating strategy teachers were given a real life issue, “obesity in the school 

community,” and asked to create a curriculum map on the issue. Teachers were encouraged to 

share their maps with the whole group. Teachers enthusiastically shared their curriculum maps 

some of which were connected to every discipline in the school and some of which were detailed 

to include our state’s curriculum standards known as the Georgia Performance Standards.  

Teachers were asked to create/design/adapt/adopt a PBL case using the standards for a specific 

topic they teach and implement in their classroom during fall 2011. Most of the teachers worked 

on an existing case while one team created their own PBL from scratch.  After brainstorming and 

discussions within groups, each group perfected and presented their case to whole class. Time 

was allotted for presentation and critique of the PBLs with constructive feedback. 

Overall accomplishment of today:  Teachers designed (adapted) their first PBL case that will be 

implemented in their classrooms.  

Day 4: Thursday, June 9, 2011 
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Activating strategy:  Why is it important to use a rubric?  The focus of the morning session was 

to explore a conceptual framework for designing problems in PBL.  The teachers used this model 

to create a second PBL for classroom implementation.  We had a guest speaker, a biology 

professor, who was invited to share her 40 years of experiences with PBL. Our guest speaker 

gave a detailed presentation of PBL and remained after her presentation to speak with each 

teacher individually about their PBL, providing clarification—specifically focusing on their 

concerns regarding PBLs. In addition, they had an opportunity to share their PBLs and received 

feedback.  

Accomplishment of today:  Teachers created their second PBL for implementation in their 

classrooms. 

Day 5: Friday, June 10, 2011 

Activating strategy:  Teachers wrote the characteristics of a student centered and teacher 

centered classroom for warm up and then brainstormed on what an ideal PBL classroom looks 

like in action. Teachers were given time to polish their PBLs.  

Accomplishments:  Teachers finalized two PBLs for classroom implementation.  Teacher took 

the time to celebrate and reward each other for their accomplishments during the week of 

professional development. 

Data Collection 

Several types of data were collected during the summer session:  content knowledge pre-and 

post-tests; beliefs survey, teacher work samples, and a closing survey.   For this workshop, we 

focus on the teacher responses to the follow- up survey and will discuss what we find when 
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comparing their responses to what was enacted in the school setting during the fall semester.  

Below is the survey.       

Data Analysis Procedures                                                                                                                                          

CMASA- Post Workshop Feedback 
 

 In your opinion, what are the best ways for students to learn your subject? In what ways 
and frequency do you utilize some of these strategies in your everyday classroom? Can 
you give an example? 

 Have you ever been involved in interdisciplinary collaboration?  Was it PD or some other 
type of collaboration?  If so, what grade level, subject, topic? When? If so what was the 
nature? What was your role? What was their role and how did you benefit? 

 Have you learned any new ideas about how PBL might be used in mathematics and/or 
science to advance student learning? ______  If so, provide a brief description of your 
idea. 

 Do you think you are interested in working with your colleagues to implement an 
interdisciplinary PBL across mathematics and science for at least one PBL module? ____ 

 If you already have plans that are evolving, provide a brief description. 

 Additional comments that you would like to provide. 

Findings 

 The findings from this preliminary component of this research study will be discussed in the 

workshop. An analysis based in the current literature on PBL, interdisciplinary teaching in 

mathematics and science, professional learning communities, and strategies for enhancing 

teacher content knowledge and use of technology in teaching will be applied as a lens through 

which the data is filtered.  Another component of the project , we for which we expect  to have 

preliminary findings is the influence of the PBL professional development on the 

interdisciplinary approach to mathematics and science. 
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Abstract: 

All students, regardless of whether they pursue a career in town planning, home design, or 

building will increase their ecological footprint not only through home ownership but from 

daily life. 

One of the outcomes of the ‘Architectural Drawing’ module of the NSW Graphics 

Technology syllabus requires year 10 students to, “design ecologically friendly architectural 

spaces.” Anecdotal discourse suggests that traditionally, both the pedagogic approach and 

expectation of teachers has been a focus on the production of architectural working 

drawings, ie. plans with a cursory inclusion of energy efficiency.  This lightly seasoned 

approach to eco‐design has the potential to impede students understanding in the 

development of richer, ecologically friendly architectural spaces.   

To determine whether there is any substance to this claim, teachers who are currently, or have 

recently delivered the Architectural Drawing module will be surveyed on their pedagogical 

practice, understanding of ecology and their student learning activities to evaluate potential 

areas for improvement. My hypothesis on the data to be collected anticipates the 

consideration of time, and a greater understanding of ecology is needed to improve on 

student learning outcomes.  This can be achieved with the simulation of ‘real world’ 

situations. 

To achieve better learning outcomes, an innovative approach involving consultation 

between local government, experts in the field and schools is suggested.  This approach 

utilises current and accessible technology to immerse students in a 3D virtual environment 

that simulates an ‘actual site’ and is constrained by realistic ecological conditions.   



It is anticipated that this innovative pedagogical approach will be tracked in 2012 to 

determine the improved learning outcomes. 
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Young peoples’ use of self-handicapping when faced with evaluative threat on a 
physical skill test  

 
Dean Cooley PhD. 

Faculty of Education 
University of Tasmania 

Tasmania, Australia 
Self-handicapping refers to the process whereby people engage in self-defeating 
behaviours to proactively obfuscate the link between actor and outcome. 
Evaluative threat from either non-contingent success or failure is proposed to 
elicit episodes of self-handicapping. Furthermore each evaluative threat 
condition is associated with a specific form of self-handicap (effort withdrawal & 
self-reports of disruption to performance, respectively). This experiment used a 
stratified random sample of young people aged between 10 and 16 (N= 250), to 
explore differences in young peoples’ use of different self-handicaps in response 
to different evaluative threats associated with a test of athletic skill. The study 
used an AXB design, with participants’ exposed to a two test scenario with the 
opportunity to self-handicap after receiving bogus performance scores on the first 
test. Results showed there were significant differences between type of self-
handicap and evaluative threat condition. After being exposed to one of three 
evaluative conditions (non-contingent success, non-contingent failure, & non-
evaluative) after the first test, only young people aged over 13 who were exposed 
to non-contingent failure, reported experiencing significantly more performance 
impediments such as illness and sports injuries than participants in either the 
non-contingent success or non-evaluative conditions. Participants in the non-
contingent failure condition reported that the impediments would have a 
significantly greater debilitative effect on their second test performance than 
participants in either the non-contingent success or non-evaluative conditions. 
This same pattern of results was not evident for the use of effort withdrawal as a 
self-handicap in any evaluative condition. The implications of these findings on 
how teachers and coaches use performance feedback are discussed.  
 
Keywords: self-handicapping, evaluative self-reports or performance disruption, 
effort withdrawal. 

 
 

 Self-handicapping is a strategy designed to obfuscate evaluation of ability 

when performance uncertainty exists (Berglas, 1985). Individuals use such 

strategies to circumvent the implications of failure. The creation of performance 

uncertainty is proposed in two hypotheses (Jones & Berglas, 1978; Snyder & 

Smith, 1982) that outline the antecedent conditions. Each is associated with 

different types of evaluative threat, and subsequently, different types of self-

handicapping responses. Nonetheless, there is limited research (Coudevylle, 
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Ginis, & Famose, 2008) to confirm each hypothesis for activities within the 

physical domain (i.e., sport), with existing research limited to adults.  

 Performance uncertainty is the agreed antecedent pathway underpinning 

episodes of self-handicapping. Specifically, theorists have highlighted two 

distinct pathways that lead to performance uncertainty and self-handicapping. 

Research supports that non-contingent success (Berglas & Jones, 1978; Higgins 

& Harris, 1988; Kolditz & Arkin, 1982) and unexplained failure (Smith, Snyder, 

& Handelsman, 1982; Smith, Snyder, & Perkins, 1983; Snyder, Smith, Augelli, 

& Ingram, 1985) are associated with self-handicapping. Moreover, within the 

literature the non-contingent success pathway is associated with behavioural self-

handicapping (i.e., drug-use, effort withdrawal) and the unexplained failure 

pathway with claimed self-handicaps (i.e., self-avowals of illness or injury). 

These findings have been based on an experimental design whereby participants’ 

performance certainty has been manipulated.  

 In tests of the non-contingent success pathway and the use of behavioural 

self-handicapping most researchers have followed the design outlined by Berglas 

and Jones (1978). In their design, the manipulation involved participants 

completing unsolvable test items on a sham test of intellectual ability. 

Subsequent to finishing a first test, some participants are given test scores that 

indicate success. Then before a second test, the participants are given an 

opportunity to engage in self-handicapping. Similar research designs have also 

been used to test the unexplained failure pathway and the use of claimed self-

handicaps (i.e., Smith, et al., 1988). Typically, such research designs have used a 

pre-post measure of perceptions of control over the outcome to assess the 

effectiveness of the experimental manipulation.  
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 Despite the large body of evidence associated with the use of self-handicaps 

in the physical domain, (Carron, Prapavessis, & Grove, 1994; Coudevylle, et al, 

2008; Hausenblas & Carron, 1996; Prapavessis & Grove, 1998; Rhodewalt, 

Saltzman, & Wittmer, 1984; Ryska, Yin, & Boyd, 1999; Ryska, Yin, & Cooley, 

1998), none have used a design incorporating an experimental manipulation of 

performance uncertainty. This creates a number of shortcomings to this evidence. 

First, the association between different antecedents to performance uncertainty 

and self-handicapping is unclear for the physical domain. Thus it is unclear as to 

whether athletes use self-handicapping because they have experienced non-

contingent success in previous performances and this subsequently cause 

performance uncertainty. Second, it is unclear if different antecedents associated 

with performance uncertainty results in individuals using different types of self-

handicapping strategy. Thus, it is unknown if athletes will use behavioural self-

handicaps such as effort withdrawal, and if so, under what antecedent conditions.  

 In terms of self-handicapping use in the physical domain, there has been 

little effort to describe any age differential unlike that in other achievement 

domains (Midgley, Arunkumar, & Urdan, 1996; Midgley & Urdan, 1995; Thill, 

1993).  Where it does exist it has produced mixed results (Elliot et al., 2006; 

Ryska, 2002). Evidence from other achievement domains has indicated that the 

use of complex strategies (i.e., cheating, excuse-making) may be restricted to 

individuals who have the cognitive maturity to understand their use. For 

example, cheating only seems to become a viable strategy when young people 

are able to comprehend that cheating will allow others to interpret their 

performances as being competent (Anderman, Griesinger, & Westerfield, 1998). 

Similarly, Boggiano and Main (1986) showed a relationship between age and the 
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ability to use attributions, with children aged 10 and under unable to effectively 

use attributions. There is a vast body of literature to support the premise for age 

effects in the use of causal schemes and the ability to differentiate between 

abstract concepts (i.e., Nicholls, 1976, 1978, 1983, 1984a, 1984b, 1989, 1990, 

1992; Nicholls & Miller, 1984). This evidence has indicated that there are 

differences in the ability to differentiate abstract concepts because of age, with 

young people aged under 12 having difficulty in differentiating between abstracts 

concepts (i.e., ability & effort). At present it is unclear as to any age differentials 

in the use of self-handicapping within the physical domain.  

 The primary purpose of experiment one was to examine the two antecedent 

performance uncertainty pathways within the context of the physical domain. It 

was predicted that young people who experience performance uncertainty caused 

by non-contingent success on a first test of physical skill would have 

significantly fewer attempts at practice (effort withdrawal) before a second test 

of physical skill than individuals who experience performance uncertainty caused 

by non-contingent failure or individuals whose physical skill is not being 

evaluated. A second hypothesis was that young people who experience 

performance uncertainty caused by non-contingent failure on a first test of 

physical skill will report significantly higher performance disruption before a 

second test of physical skill than individuals who experience performance 

uncertainty caused by non-contingent success or individuals whose physical skill 

is not being evaluated. Based on the findings from experiment one, the primary 

aim of experiment two was to examine age differentials in the use of self-

handicapping. Specifically, it was hypothesised that young people aged 10 would 

not use self-handicaps to obfuscate performance outcome.  
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Experiment One 

Method 

Participants 

 All participants (N=240) were enrolled in primary and secondary schools      

(males, n = 170 and females, n = 170). Students’ ages ranged from 10 to 16      

(M = 14.5, SD = 1.1). They represented some diversity concerning race: white 

Caucasian (n = 146), Australian Aboriginal (n = 45) Asian (n = 37), and 

European (n = 12).  

Instruments  

The Experimental Task. 

 Previous protocols (i.e., Berglas & Jones, 1978) have modified a bona fide 

test to increase the effectiveness of the experimental manipulation. Modifications 

have included unsolvable test items connected with unexpected outcomes. 

Typically, these sham tests have been linked to the domain of study (i.e., social 

intelligence test associated with self-handicapping in social situations). In this 

experiment, the task was a physical test of throwing ability. It was presented to 

participants as a talent identification instrument that had high reliability and 

validity in predicting athletic success. The task was modified by the inclusion of 

a target and a screen (1 metre high) to obscure the participants’ view of their 

efforts. Participants had had to throw a ball at a horizontal target five metres 

away, with the aim to score as many points as possible from five attempts. 

Scoring was based on the ball hitting one of five concentric rings that made up 

the target. 
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 Experimental Manipulation. 

 Thompson (1993) indicated that two areas needed to be addressed when 

using sham test to prevent threats to external validity. First, unrealistic bogus 

scores on sham tests created threats to external validity. The sham test was 

piloted and scores were obtained to buffer against this threat (Cooley, 2004). 

Second, sham tests need to be modified to an extent where participants do not 

suspect the sham. The sham test needed to have a degree of novelty so that 

participants would not become suspicious of their deceptive performance scores. 

For example, students would be familiar with the over-arm throwing test and 

their previous performances. If they were to be exposed to the original test and 

given deceptive performance scores that indicated failure, they would suspect the 

sham. A problem with changing the original test is that this also posed some 

threat to external validity. For example, if modifications to the test changed the 

basis of success on the test so that outcomes were based on luck rather than 

ability, this may also raise participants’ suspicions. The first was to obtain 

measures of reliability and face validity for the sham test to ensure that the 

modifications did not pose a threat to external validity. As the proposed 

populations for the remaining studies in this thesis were, young people aged 

between 10 and 16, the second aim was to collect performance data associated 

with the sham test to allow operational definitions for the feedback contingencies 

to be set for age and gender groups. 

A Measure of Ego-relevance of the Physical Domain.  

 Self-handicapping is an ego-relevant strategy insofar as individuals do not 

use self-handicaps when outcomes have little relevance or are unimportant. 

Previous protocols (Carron et al., 1994; Hausenblas & Carron, 1996; Ryska et 
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al., 1999) have excluded participants who rated the domain as low in relevancy. 

A single item measure of ego-relevancy was used as a selection criterion. 

Participants rated the importance of achieving successful outcomes on tests of 

physical ability on a continuous scale with anchors at 1 (not at all important) and 

9 (extremely important). Participants responded to the stem, “Think about when 

you are performing tasks that are related to sport and physical activity. How 

important are success outcomes to you?” As per the Carron, et al. (1994) 

protocol, high ego-relevance was defined as a score of 7 or higher. Those who 

scored less than 7, were excluded from the experiment. 

Validation of the Experimental Manipulation.  

 Deceptive performance scores associated with attempts on the sham test 

served as the means of manipulating participants’ perceptions of performance 

certainty. As participants were unable to discern their scores on the sham test, 

they relied on the researcher for performance scores. To manipulate performance 

certainty, the researcher gave participants scores equal to the 75th percentile (non-

contingent success) or 25th percentile (non-contingent failure). All scores were 

delivered without any other feedback. Participants allocated to the non-

contingent success condition faced performance uncertainty because they had 

unexpectedly succeeded on a new test where there was no explanation of why 

they had succeeded. Similarly, those allocated to the non-contingent failure 

condition experienced performance uncertainty because they had unexpectedly 

failure on the test without explanation. The following parallel test created the 

evaluative threat, as participants had no information as to what behaviour was 

needed to recreate the previous success or alter failure.  
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 Typically, in most studies, the measure of success of the manipulation has 

occurred after the feedback contingency. Nonetheless, a single measure gives no 

indication of changes in perception of control. To obtain a clearer picture of the 

manipulation’s effectiveness in changing participants’ perceptions of control, 

pre-test and post-test measures of control were used. Participants in this study 

responded to the stem, “With regard to the upcoming test, how confident are you 

that you have control over the test outcome?” Control was measured on a 

continuous scale with anchors at 1 (no control) and 5 (high control). Participants 

completed the measure before test 1 and after the feedback contingency 

information. For participants in the non-evaluative condition, the word trial was 

substituted for test to reduce evaluative threat. 

Measures of Self-Handicapping Strategies.  

Claimed self-handicaps. In the first measure, self-handicapping involved 

a state measure similar to those used in previous self-handicapping research. 

Before a second test, participants reported any conditions (listed on a checklist) 

that may have hindered their performance on the upcoming test. To avoid 

exposing the nature of the first dependent variable to participants, the checklist 

was titled the Situational Impediments Checklist (SIC). Following existing 

protocols (Carron et al., 1994; Hausenblas & Carron, 1996; Ryska et al., 1999; 

Ryska et al., 1998), each impediment had two possible responses (Yes or No) 

and the amount of disruption that all checked conditions would have on their 

upcoming performances. Ratings were on a continuous scale with anchors at 1 

(no disruption) and 100 (total disruption).  

Behavioural self-handicapping. Within the context of a physical ability 
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test, a lack of preparatory effort has been defined as a behavioural handicap. 

Consistent with previous definitions (Rhodewalt et al., 1984), the behavioural 

handicap was termed as effort withdrawal. The operational definition for effort 

withdrawal was the number of practice attempts before the second sham physical 

skill test. The measure of effort withdrawal occurred in the five-minute break 

between tests and after the experimental manipulation of performance certainty. 

Students had the opportunity to practice the physical skill test between the two 

tests. The issue of publicity of self-handicaps deals with whether or not 

individuals use self-handicaps for their own benefit or for the audience (self-

impression management). The aim of this investigation was not to assess the 

private versus public nature of self-handicaps. The first dependent variable was 

relatively private in nature as it was a written response. The practice attempts 

made by participants were also conducted in as private conditions as possible. At 

the start of the 5-minute break, participants were offered the opportunity to 

practice as often as they liked, but asked to remain in the testing area. I stayed in 

the area but pretended to complete other tasks, while counting the attempts at 

practice. A practice attempt was defined as a throw at the target. 

Feedback Contingencies. 

 In this experiment, there were two levels of feedback contingency and one 

non-evaluative condition. Participants were randomly assigned to one of the 

three evaluative conditions by using a sheet of random numbers. In the first 

condition (non-contingent failure), participants received performance scores that 

indicated that their score was equal to the 25th percentile for their age and gender 

group. In the second condition (non-contingent success), participants received 

performance scores that indicated that their score on the first test was equal to the 



                                                                       10

75th percentile for their age and gender group. In the third condition           

(control-non-evaluative), participants received no information regarding their 

performances. Moreover, all references to testing and comparing of abilities were 

removed from the researcher’s verbal and written instructions for the non-

evaluative group. Information given to participants in the evaluative conditions 

indicated that there was to be an evaluation of both their physical ability and their 

future potential in sport. Participants in the non-evaluative condition were told 

that they were involved in a trial of a test of physical ability that was to be used 

in a later study. 

Procedure 

 All participants were recruited through schools and sports clubs. A selection 

criterion of ego-relevance was used. Consent forms (N = 322) were returned to 

the respective schools and individuals who indicated that their performance 

outcomes on the physical skill test had little importance to them (score below 7) 

were excluded at this stage of the investigation (n = 27). Individuals who 

indicated that performance outcomes on the physical skill test were important to 

them were selected into the study by a random selection process. The random 

stratified selection process ensured that there were equal numbers in each 

evaluative condition, the total for each group (n = 80) was chosen from the 

results of a power analysis of earlier studies. All students not selected in the 

study (n = 55) received a letter informing them of the reasons for their non-

selection and thanking them for their interest in the study. As the total number of 

students was low, the random selection process was not entirely random. For 

example, all 15 year old females were selected because only 30 consented. Other 
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low number groups were the 14 year old male group (n = 36) and the 16 year old 

female group (n = 33). 

 At a predetermined time and date, students met with the researcher to 

complete the sham physical skill test. All testing sessions occurred in a private an 

area as possible. All participants received a package of inventories titled Feelings 

About Sport Questionnaire, which containing demographic self-report items, the 

pre-test measure of control, the SIC, and the post-test measure of control. To 

standardise the protocol, a prepared script of instructions and information was 

read out to students (Cooley, 2004). All participants were given differential 

information about the test. Participants allocated to the experimental conditions 

were told that the test was a predictive test of athletic ability and future athletic 

potential. They received instruction that their scores would be compared to 

normative data and that an evaluation of the future potential would be completed. 

Participants in the non-evaluative condition were told that their involvement in 

the test was to help develop new scores for the test. Instructions to participants in 

the non-evaluative condition contained no reference to the comparison of 

participants’ scores to that of the performance data.  

 All participants received a demonstration of how to complete the test. All 

participants then completed the first control measure before beginning the first 

test. Immediately after the first test all participants received either their 

performance scores (non-contingent success and non-contingent failure) or no 

information about their performance (non-evaluative condition). All scores were 

deceptive. Participants received their deceptive first test performance scores on a 

piece of paper marked “Official Test Result”. The result sheet also contained the 

age and gender relevant percentile scores for the participants. After the first test, 
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all participants were informed that they would have a five-minute rest period 

before completing the second test. Participants were told that they could have a 

practice at the test during the five-minute break or rest. During the break, the 

researcher pretended to be busy with paperwork but recorded the number of 

practice attempts by participants. After the five-minute break the researcher, 

instructed participants that the second trial would begin. Before starting the 

second trial the researcher asked participants to complete the SIC. Once the SIC 

had been completed the trial stopped and all participants entered the debrief 

phase. No student contacted the listed researchers or made representation to the 

researcher, parents, or the principals with concerns regarding the conduct of the 

study.  

Design and Analysis 

 Multiple dichotomy and cross-tabulation analysis assessed differences in the 

frequency of male and female participants’ reports of impediments. To assess the 

success of the feedback manipulation an analysis of covariance (ANCOVA) 

assessed differences in participants’ perceptions of control across the feedback 

contingency conditions. In the model, the second measure of perception of 

control (post experimental manipulation) served as the dependent variable with 

the first measure (pre experimental manipulation) as the covariate. The three 

feedback contingency conditions, 3(non-contingent success, non-contingent 

failure, & non-evaluative control) served as the independent variables. To 

determine if a MANOVA or separate ANVOAs should assess the hypotheses, 

correlation between the dependent variables was assessed. There was no 

transformation of data as all data were within acceptable tolerance levels (Hair, 

Anderson, Tatham, & Black, 1995). Dependent variables were not correlated and 
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thus separate ANOVAs assessed each hypothesis with alpha adjustment. All 

statistical analyses were calculated with SPSS (2004). 

 A between-groups design was the primary means of assessing differences 

between the feedback contingencies and gender on each of the dependent 

variables. An analysis of variance (ANOVA) was used to test the research 

hypotheses. The model used feedback contingencies 3(non-contingent success, 

non-contingent failure, & control) with gender 2(male & female) as independent 

variables. The dependent variables were effort withdrawal and performance 

disruption. Estimates of power for a six group ANOVA indicated that a group 

size of 30 would be suitable to detect medium to large effect sizes with 

approximately 70 per cent power (Cohen, 1988). 

Results 

Perceived Impediments to Performance  

 Participants in the study gave an array of a priori excuses, with both males 

and females across all age groups citing “sports injuries” most frequently (42%), 

followed by a lack of motivation (38%), and late nights (33%). Interestingly, 

individual participants cited multiple handicaps. Of the total sample (N = 240), 

86 participants did not report experiencing any of the listed impediments.   

Validation of Performance Uncertainty 

 The definition of performance uncertainty adopted for this experiment 

related to a loss of control over test outcome. The intent of the experimental 

manipulation of performance scores was to cause individuals to experience 

performance uncertainty because of the non-contingency of the performance 

feedback scores. Before the first test, all participants reported having similar 
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confidence at being able to control the test outcome, non-contingent success  

(M = 3.30), non-contingent failure (M = 3.13), and control (M = 3.12). After 

exposure to the feedback contingencies, participants in the non-contingent 

success (M = 2.61) and non-contingent failure conditions (M = 2.28) reported 

having lower scores for control and participants in the non-evaluative control 

group condition reported an increase in scores for control (M = 3.18). The 

ANCOVA results showed a significant difference following the deceptive scores 

(F = 38.71 (1, 240), p < .05, η2 =.24). Post hoc comparisons between the three 

feedback conditions showed that participants in the non-contingent failure 

condition differed significantly from participants in the non-evaluative condition 

(p < .05), and participants in the non-contingent success condition (p < .05) on 

the post measure of control. Participants in the non-contingent success condition 

also differed significantly (p < .05) from participants in the non-evaluative 

condition. It seems clear that the manipulation was successful in the expected 

direction.  

ANOVA for the Main Effects of Feedback Contingency Conditions, Gender, 
and their Interaction 
 

 Descriptive statistics for the number of practice attempts and level of self 

reported performance disruption are presented in Table 1.  
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Table 1 

Descriptive Scores for attempts and performance disruption as self-handicaps  

Self-handicap FBC Gender M (SD) 

Practice attempts Control Male 4.95 (3.15) 
  Females 4.67  (1.75) 
 Failure (NC) Male 4.97  (1.62) 
  Females 4.94  (1.70) 
 Success (NC) Male 5.30  (3.10) 
  Females 5.07  (1.80) 
Performance 
disruption 

Control Male 8.50  (13.24) 

  Females 14.30 (14.16) 
 Failure (NC) Male 26.77 (10.59) 
  Females 25.75 (8.11) 
 Success (NC) Male 12.05 (14.67) 
  Females 9.87  (13.02) 
Note. FBC = Feedback Contingency Condition, NC = non-contingent 

 

Reduced Practice as a Self-handicap  

 ANOVA results revealed no significant effect for the main effects of gender 

(F(1, 234) = .31, p > .05, η2 = .001), feedback contingency condition (F(2, 234) = 

.53, p > .05, η2 = .005), or their interaction F(2,234) = .08, p > .05, η2 = ,005).  

Performance Disruption as a Self-handicap 

 ANOVA results for the testing the second hypothesis revealed a significant 

effect for the main effect of feedback contingency condition (F(2, 234) = 38.82, 

p < .05, η2 = .24), such that the mean amount of performance disruption in the 

non-contingent failure condition was higher than the non-contingent success 

condition and the non-evaluative control condition. The main effect for gender 

(F(1, 234) = .28, p > .05, η2 = .001), was not significant, nor the interaction effect 

(F(2, 234) = 2.37, p > .05, η2 = .02).  
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 Post hoc comparisons (Scheffé) indicated that the significant effect (p < .05) 

for feedback contingency condition was primarily due to participants in the non-

contingent failure group reporting significantly more performance disruption 

than participants in both the non-evaluative control (Mean difference. = 14.86) 

and non-contingent success groups (Mean difference. = 15.83).  Using Cohen’s d 

(1988) as the measure of effect size, there was a large effect size (d = 1.0) 

between the non-contingent failure group and the non-evaluative group and 

between the non-contingent failure group and the non-contingent success group 

(d = 1.1).   

Experiment 2 

Method 

Participants 

 Participants aged 13 were enrolled in high school and participants aged 10 

were members of various sport clubs (N = 80, n = 40 males, n = 40 females). 

Mean age was 11.55 years (SD = 1.15). Recruitment from sports clubs occurred 

in a different district to recruitment from schools. All students were English 

speaking. The sample was randomly selected using the procedures outlined in 

Study 1. From the initial sample that consented to participate (N = 115), young 

people who rated the physical domain as low in ego-relevance were excluded 

from the study (n = 5). A stratified random sample was drawn from the 

remaining participants (n = 110) so that there were equal numbers of males and 

females (n = 20) for each age and gender group. Three 10-year-old participants 

were absent from the testing days.  
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 All participants indicated that they played a range of sports. The most 

frequent male team sports were Australian rules football, soccer, basketball, and 

cricket. For females, the most common sports were netball, basketball, and 

softball. The most common individual sports were athletics and tennis.  

Measures and Instruments 

Sham Physical Skill Test  

 All participants completed two tests of the sham physical skill test as used in 

experiment one.  

Feedback Contingencies  

 The operational definition of non-contingent failure feedback contingency 

established in Study 1 was used for this study. The non-contingent success 

condition was excluded based on the results of experiment one. The non-

evaluative condition remained the same as that for experiment one.  

Inventories 

 All measures used in experiment one were used in this study. 

Procedure  

 This study followed the procedures described in experiment one, except that 

due to the relatively young age of some of the participants and the varying 

comprehension levels, individual items were read to participants when required 

during the responses to the questionnaires (Cardinal, Martin, & Sachs, 1996; 

Cardinal & Sachs, 1992; Ryska et al., 1999). 
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Design and Analysis 

 The validation to assess the effectiveness of the evaluative manipulation 

(ANCOVA) followed the same process discussed in experiment one. Tests of the 

linear model analysis assumptions for ANCOVA were all within the critical 

thresholds (Hair et al., 1995), thus no transformation of data was undertaken. A 

two-way between-groups analysis of variance (ANOVA) tested the main effects 

of age groups, feedback contingencies, and their interaction. Specifically, the 

factorial design assessed differences in self-handicapping because of the 

interaction between age groups and evaluative conditions. The two independent 

variables were age groups 2(10 & 13) and evaluative conditions 2(non-

contingent failure and non-evaluative control). Age was taken as whole age at 

the time of sample selection. Self-reported performance disruption scores served 

as the dependent variable. Test of the assumptions for ANOVA were carried out, 

with all results within the critical threshold scores (Hair et al.), thus, no 

transformation of the dependent variable occurred. A priori power was assessed 

on the results of Study 1, thus for a medium effect size (f = .25), each group 

needed at least 40 to 42 participants for a total number of 80 to achieve adequate 

power levels. 

 

Results 

Participants cited an array of self-handicaps, with a small number not reporting 

any (n=28). As in the previous experiment, participants cited multiple handicaps 

with the most frequent including; sports injuries, too much homework, tiredness,, 

family problems, and a lack of motivation. Both age groups were able to cite 
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handicaps, with 10 year olds most frequently cited handicap being tiredness and 

13 year olds, lacking motivation.  

 ANCOVA results of the test experimental validation showed that the 

experimental manipulation of perceptions of control had the desired effect with a 

significant main effect for feedback, F(1, 77) = 83.31,  p < = .0001), with 

participants in the non-contingent failure condition reporting less control (M = 

2.18, SD = .54) than participants in the non-evaluative condition (M = 3.84, SD = 

.23).  

Age and Differences in Self-handicapping  

 The main effect of feedback contingency group yielded an F ratio of (F(1, 

77) = 83.31, p < .05, η2 = .53), indicating that participants in the non-contingent 

failure condition reported significantly higher disruption scores  

(M = 17.55, SD = 16.24) than participants in the non-evaluative condition  

(M = 5.12, SD, 6.30). The F ratio for the main effect of age was (F(1, 77) = .21, p 

> .05, η2 = .74). The F ration for the interaction yielded a significant F ratio (F(2, 

77) = 73.96, p < .05, η2 = .50) indicating that the mean performance disruption 

scores varied feedback condition and age group. Post hoc comparisons (Scheffé) 

with adjustments for multiple comparisons (Bonfferoni) revealed that for the 10-

year-old age group, there was no-significant (p > .05) difference between the 

non-contingent failure condition (M = 1.88, SD 1.49) and the non-evaluative 

condition (M = 1.22, SD = .91). Nonetheless, for the 13-year-olds age group, 

those in the non-contingent failure condition reported significantly higher levels 

of performance disruption (M = 31.65, SD = 8.39) than their counterparts in the 

non-evaluative condition (M = 8.85, SD = 6.93). The results are consistent with 
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the hypotheses that the reporting of performance disruption would vary because 

of the interaction between feedback contingency condition and age group. 

Discussion 

 The aim of the present experiments was to examine differences in young 

peoples’ use of self-handicapping when faced with an evaluative threat, in 

essence, a test of the two formulations for self-handicapping (Jones & Berglas, 

1978; Snyder & Smith, 1982). The results indicated that young people, regardless 

of gender, when faced with an evaluative threat caused by non-contingent failure 

on a first test of physical ability used claimed impediments as a performance 

disruption before a subsequent test. Moreover, this self-handicapping tendency 

was not evident when evaluative threat was caused by non-contingent success.  

 The finding that non-contingent success was not a pathway to performance 

uncertainty is at odds with previous literature (Berglas & Jones, 1978; Kolditz & 

Arkin, 1982; Tucker, Vuchinich, & Sobell, 1981). There are several possible 

explanations for the rejection of the first research hypothesis and its associated 

gender hypothesis.  

 It is possible that the experimental manipulation for the non-contingent 

success condition (75th percentile) was insufficient and subsequently participants 

in that condition did not experience a sufficient threat to warrant the use of self-

handicapping. Previous studies protocols (Berglas & Jones, 1978; Kolditz & 

Arkin, 1982; Tucker et al., 1981) have operationalised success at the extreme end 

of the performance spectrum. In experiment one, the deception was less dramatic 

in several ways; the percentiles were based on real data rather than illusionary, 

and the percentiles indicated a lower level of success. The effect sizes between 
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feedback contingency groups on the pre experimental manipulation scores for 

perception of control score indicate that there was a larger effect between the 

non-contingent failure group and the non-evaluative group than between the non-

contingent success group and the non-evaluative group. Thus, participants in the 

non-contingent success condition experienced less threat compared to the non-

contingent failure group. Perhaps the level of threat was insufficient to cause 

participants in the non-contingent success group to self-handicap.  

 It is possible that evaluative threat in the experiment one posed a 

confounding effect on participants in the non-contingent success group. Although 

participants reported less control over the second test, the first test success 

outcome may have undermined their motivation to self-handicap. Self-

handicapping is a strategy designed to cloud the link between ability and flawed 

performance. The first test success, although unexplained and posing some 

evaluative threat, along with the immediate parallel test may have provided a 

situation that did not warrant a self-handicapping response. For example, after 

the performance feedback manipulation, participants may have perceived the 

situation as already ambiguous. Participants in the non-contingent success group 

may have perceived that after the parallel test there were two possible outcomes: 

either they would have a 50 per cent success rate (one win and one loss) or at 

best, a total success rate (two unexplained successes). In the first instance, any 

evaluation of ability would have been ambiguous because of the one win, one 

loss outcome. Under such a circumstance, the need to self-handicap by 

withdrawing effort might have been viewed as an unnecessary strategy. In the 

second instance, total success might have been unexplained but the outcome was 
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still successful. The one-off outcome may not have been sufficient to threaten 

self-esteem.  

 Jones and Berglas (1978) in their initial proposal argued that a positive yet 

tenuous self-concept arose from a history of non-contingent success. One-off 

experiences of success, such as that in the present study, may not create the 

positive yet tenuous self-concept described by Jones and Berglas. Moreover, the 

one-off success experience may not be sufficient to shake one’s belief in one’s 

ability. Long experiences of unexplained success might give rise to the type of 

self-handicapping whereby young people manipulate their behaviour to self-

handicap, for example, withdrawing from sport, procrastination, and excuse-

making. Regardless of the outcome of experiment one, coaches and teachers 

should not disregard the effect of non-contingent success feedback on young 

people. The result from the manipulation indicates that non-contingent success 

causes young people to doubt their ability to control the outcome of a test 

evaluative of ability. What the present results do not show is the effect of a 

continual history of non-contingent success. This is a possible area of future 

research, but given the ethical considerations, one that will possibly remain 

unanswered. 

 The second finding for experiment one is that unexplained failure is an 

antecedent pathway to performance uncertainty and hence an episode of self-

handicapping. This finding is in line with previous literature (Smith et al., 1982; 

Smith et al., 1983; Snyder et al., 1985). This is the first evidence that young 

people will self-handicap because of previous failure on an evaluative test of 

physical ability.  
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 Two subsequent findings add to the understanding of how young people use 

self-handicaps. First, it would appear that both males and females are willing to 

use claimed self-handicaps when faced with performance uncertainty. This is in 

line with previous descriptive research in the physical domain (i.e., Coudevylle et 

al. 2008). Second, the finding in experiment two that self-handicapping is a 

strategy that is restricted to children older than 10. More specifically, young 

people (i.e., 10 years old) do cite self-handicaps but not in a sophisticated manner 

as older children. Older children are able to articulate the effect of their self-

avowals in terms of the amount of performance disruption that will have on 

upcoming test efforts.  

 The present findings have consequences for coaches and teachers of young 

people. Often in attempting to be successful at achievement tasks, young people 

experience failure. The experience of failure is not a potential problem: indeed, 

protecting young people from the experience of failure can itself create problems. 

Ansbacher and Ansbacher (1967) interpreted Adler’s notion of self-defensive 

strategies as being positive ones, at least in the short term. The use of self-

avowals as a means of providing psychological distance between the flawed 

performance and the individual’s self-image can be seen in a positive light 

because the self-handicap possibly allows continual engagement in achievement 

tasks, despite the presence of anxiety about performance outcomes. The self-

handicap is a cognitive strategy that allows individuals to preserve self-esteem in 

the face of failure, and hence allows them repeated attempts to achieve success. 

What is not known is whether individuals would forgo the use of self-handicaps 

when feedback becomes contingent. Information about how to change a failure 

or why a failure occurred might remove any anxiety about performance and 
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therefore remove the need to self-handicap. This is a potential area for future 

research. 

 The consequence of the results for non-contingent failure for coaches and 

teachers is that their students or athletes will use self-handicaps when they 

experience failure because of the aversive nature of failure. If coaches and 

teachers are aware of the nexus between failure and self-handicapping, then they 

can change either the evaluative circumstances of the environment or ensure that 

young people are made aware of the reasons for failure and the strategies that can 

alter failure to success. Moreover, teachers and coaches should also be more 

aware that they could be a source of an emphasis on achievement as a criterion 

for self-worth because they emphasize achievement as a criterion for self-worth. 

Employing teaching strategies that encourage multiple bases of personal 

evaluation is a strategy that can be employed to contain the effects of failure in 

terms of humiliation, disappointment, and anxiety. 

 Finally, the results from tests of both hypotheses indicate that the antecedent 

condition of non-contingent success did not cause differences in self-

handicapping. It would appear that unexplained failure has more immediate 

consequences than does unexplained success. The obvious question is why. One 

possible explanation is the saliency of effort withdrawal as a self-handicapping 

strategy for the physical domain. Effort withdrawal may place young people at 

cross-purposes. Effort is valued in sport contexts and the withdrawal of effort 

could sabotage performance in a number of ways, for example, withdrawing 

effort during training may result in exclusion from the team. Self-handicaps are a 

means of obscuring the link between ability and flawed performance, but they 

should not interfere with performance (Self, 1990). Young people could have 
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perceived the strategy of not practicing as increasing the likelihood of flawed 

performance. Future research should investigate the saliency of other types of 

behaviours as self-handicaps for the physical domain. 
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6.  Abstract   
 
The research reports on the preliminary results of a pre-test and post-test measure to assess 
vocabulary gain over a course of study of specific vocabulary items assigned to Deaf students at 
the National Technical Institute for the Deaf.  The research is part of an English language 
vocabulary improvement project sponsored by the Phorzheimer Foundation as a grant to the 
National Technical Institute for the Deaf (NTID) at the Rochester Institute of Technology.  

Research Objectives 

The author and colleagues at NTID have recently completed a web-based computer program for 
vocabulary instruction that allows for teacher generated vocabulary items to be practiced during 
English language development courses in an online format outside of the regular classroom.   
Research objectives include:  

 Assessing the efficacy of the web-based computer program to improve the vocabulary 
skills of College-age Deaf students.   

 Establishing a baseline score for Deaf and Hearing individuals that may indicate college 
level vocabulary knowledge for future research 

 Establishing possible relationships between College Level English Vocabulary scores 
and the present English Entry Scores (Reading and Writing Tests for the Deaf) used in 
NTID Programs 
 

Methodology 
 
Four groups of students at RIT were administered a pre-test of thirty-three (33) items in a 
multiple-choice format during a forty (40) minute classroom session.  After a course of study 
designed to improve vocabulary acquisition, three groups of Deaf students were also 
administered a post-test of thirty-three (33) items.  The method of instruction used for the 
course of study was one of the variables for the groups, as was the length of the course of study. 

Group one  
     *Forty-six (46) Deaf students at the intermediate level practiced approximately 176 English 
words with common Latin or Greek word roots culled from the text The Least You Should 



Know about Vocabulary Building – Word Roots by C. Friend, L. Knight, and T. Ferster 
Glazier. The online practice was divided into eleven (11) unit sessions over a period of 10 
weeks. All students were presented with weekly word lists that corresponded with words 
supported within the textbook for review and study as preparation for the weekly online 
vocabulary practice sessions.  Upon completing their independent review and study, students 
completed six different vocabulary practices for each weekly vocabulary unit online. Passing 
grades were assigned at the 75% level (12 of 16 correct items) every week.  A graded paper-
and-pencil follow-up test was administered weekly to test memory and completion and to 
provide an assignment grade. 
 
Group two 
      *Thirteen (13) Deaf students at the intermediate level practiced approximately 176 English 
words with common Latin or Greek word roots culled from the text The Least You Should 
Know about Vocabulary Building – Word Roots by C. Friend, L. Knight, and T. Ferster 
Glazier. The online practice was divided into forty (40) unit sessions over a period of 33 weeks. 
All students were presented with weekly word lists that corresponded with words supported 
within the textbook for review and study as preparation for the weekly online vocabulary 
practice sessions.  Upon completing their independent review and study, students completed six 
different vocabulary practices for each weekly vocabulary unit online. Passing grades were 
assigned at the 75% level (12 of 16 correct items) every week.  A graded paper-and-pencil 
follow-up test was administered weekly to test memory and completion and to provide an 
assignment grade. 
 
Group three 
      *Sixty-three (63) Deaf students at the intermediate level practiced approximately 152 
English words with common Latin or Greek word roots over a period of thirty-three weeks 
using a vocabulary reading text – The World of Words by M. Richek.  No online practice was 
given during the thirty-three (33) week period, but weekly homework assignments from the text 
were given and vocabulary tests were administered weekly to ensure homework completion and 
to provide an assignment grade. 

Group four  
      * Twenty-four (24) Hearing students in the first year of the Interpreter Training Program 
took the vocabulary pre-test to establish a base level of knowledge of the vocabulary items 
presented to the Deaf students in the study.  These students did not take the vocabulary post test 
and did not participate in the online practice for the vocabulary items. 

Outcomes 
 
The mean score for correct items for the pre-test differed significantly among the Deaf and 
Hearing groups as was expected.  Among the Deaf groups that received instruction using the 
online training practice method, a significant difference also emerged in their post-test 
performance when compared to their peers who did not receive online training practice. 
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Abstract 

Accidental death as a result of high risk behaviours is a leading cause of death for young men ages 17 to 

25 years. While not all young men engage in hazardous behaviour, research suggests some young men 

engage in risk taking behaviour as a way of confirming to their peer group that they embody an ‘ideal’ 

masculinity. Thus, the higher morbidity and mortality rates assigned to young men as a population are 

often clustered within specific groups engaged in regular patterns of risk‐taking behaviour such as those 

who engage in activities while under the influence of drugs and alcohol, those who drive dangerously 

and those who do ‘extreme’ sports. 

While research has linked risk taking and young men’s alignments to masculine ideals, there is almost no 

research on how young men who normalize‐‐or even valorize‐‐high risk activities respond to the death 

of a male peer from such risk behaviours. Even less is known of how grief intersects with masculinities to 

influence the health practices of young men who survive  

Using a photo elicitation method alongside in‐depth interviews, this research study explored three 

primary questions: How do young men (19‐25) make sense of their own risk taking at a critical time of 

the loss of a male peer. How do the tragic events affect men’s ideas about their own performance of 

masculinity and alignment to the masculine ideals of their peer group? Do men shift their risk‐taking and 

health practices after the accidental death of a male peer, and if so, in what ways? 

Outcomes from this study demonstration that grief can act as a liminal space where, given the right 

conditions, men shift masculine risk engagements and adopt healthy practices. Findings from this study 

are being used to develop new health education strategies aimed at young men who have experienced 

the death of a friend. Education interventions will take into account the ways in which grief can act as a 

transitional space for young people‐ an opportunity to encourage young men to construct gendered 

identities that promote care for self and others. 
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Abstract 

 

The researcher will present a proposal for research and preliminary results of an ongoing case 

study designed to explore the effective leadership practices of principal practitioners who have 

completed their certification coursework entirely online.  The study seeks to determine the 

specific activities, assessments and feedback unique to the online learning environment that 

lead to the development of self‐assurance and success for school principals.  Of particular 

interest is the role of the online instructor in helping students achieve this exemplar.    The 

researcher will conduct open‐ended interviews to determine a framework for principal efficacy 

as related to online experiences designed to promote reflective practice, collaborative 

leadership, organizational change and technology proficiency.  The results will be used to 

construct a model of best practices for the design and delivery of future online principal 

certification programs.  Participants are graduates on the MS in Educational Administration: 

Collaborative Leadership program at Drexel University in Philadelphia, Pennsylvania who are 

successfully employed as administrators in a k‐12 setting. 
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Abstract 

This research explores the health, climatic and socio-cultural benefits of residential 

architecture of Old Lahore, Pakistan. Data was collected from existing Mughal and Sikh 

era ḥavelīs and common houses in Walled City of Lahore through observation notes and 

photographic images. Thematic analysis of the qualitative data was then carried out. 

Results indicated that the most significant features of residential architecture of Old 

Lahore regarding health, climatic and socio-cultural benefits are internal courtyards, 

jharokās and shihnashīns. Internal courtyards give high efficiency in providing cool 

indoor air through cross ventilation in hot-humid region. Jharokās are the most suited 

solutions the indigenous builders sought for Lahore’s hot-humid weather, distinctive 

social organization, thriving cultural life and traditional bazaar economy. Shihnashīns 

served as a family space where family members could enjoy the cool breeze in evening 

and night. Due to rapid urbanization, we have gradually shifted away from our traditional 

architectural intelligence. Modern theories of architectural practice in 21
st
 century such as 

health friendly architecture, sustainable design, ecological planning and climatically 

adapted architecture pose an urgent need to study and analyze our traditional architecture. 
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This study will open ways to develop insights into our traditional architectural 

intelligence and richness.  
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Transliteration Chart 

 

Transliteration deals with addition of certain dots and symbols to English alphabets so that words 

of other languages (for example Urdu, Persian and Arabic) can be recognized and pronounced 

properly. The transliteration chart will help the reader to read words of Urdu, Persian and Arabic 

used in the current research. 
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Old Lahore Architecture: Health, Climatic and Socio-cultural Benefits 
 

The City of Lahore, being the seat of Punjab rulers since ancient times, is rich in 

ḥavelīs built by Hindūs, Sikhs and Muslims. Existing Mughal and Sikh era ḥavelīs in 

Lahore include Rang Maḥal, Mubārak Ḥaveli, Ḥaveli Bārūdkhāna, Ḥaveli Jama
c
dār 

Khushḥāl Singh, Ḥaveli Naunihāl Singh and Ḥaveli Dhiān Singh. These ḥavelīs, though 

almost two hundred years old, are still intact and are being inhabited. Ornamentation of 

some of these ḥavelīs has been documented but little efforts are being done to explore the 

architectural value of these ḥavelīs. Current study is an attempt to study these ḥavelīs 

with special reference to their health, socio-cultural and climatic benefits.  

Literature Review 

Health and climatic significance of architecture has been addressed by modern 

scholars from few decades. Lambe, Chhatre and Adane (2009) state that intense and 

healthy social life emerges out of proper symbiosis of built form and open spaces. Sassi 

(2006) addresses health benefits of natural lighting and states that natural light has an 

effect on the circulation rhythm, hormonal changes, pattern of physical functions that in 

turn influence body temperature and sleep.  

Many studies concentrate on courtyards as a sustainable and climatically- 

responsive urban form. Soflaee and Shokouhian (2007) consider courtyard as micro 

climate modifier while addressing environmental effects of courtyard in Iranian 

traditional architecture of hot-arid regions. Das (2006) explores the role of solar shading 

and natural ventilation in courtyard houses located in Kolkata though experimental 

research and occupant surveys. Al-Hemiddi, Khalid and Al-Saud (2001) evaluate thermal 
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performance of courtyard in a house located in Al-Oyyena village, 45 km from Riyadh, 

Saudi Arabia. The authors concluded that the use of the courtyard with a water body 

pond, control tent and daily water spray is an effective strategy during the hottest periods 

in cold desert regions.  

Khan (2010) observes the climate responsiveness and environmental performance 

of courtyard in Sai ́thi Ḥaveli, Peshawar, Pakistan. Binthabet (2007) projects that 

courtyard acts as a passive technique to control natural thermal behavior and claims that 

courtyards are the most suitable cooling technique to maintain air temperature within the 

thermal comfort zone. Though courtyards have been researched as health friendly 

architectural feature, little attempt has been done to identify other architectural features 

that can improve sustainable performance of a house. In this scenario, current research is 

focused to take the house as a unit and to identify all the features in Old Lahore 

architecture with respect to their health and climatic significance.  

2.3. Research Design 

Historical research with a qualitative approach was employed to conduct the 

research. Historical research deals with understanding the past events and/or conditions 

by collecting and analyzing data from primary and/or secondary sources for example 

documents, relics, and artifacts (Gay, Mills & Airasian, 2008; Denzin & Yvonna, Eds., 

1998; Key, 1997). Primary sources of data included existing Mughal and Sikh era ḥavelīs 

in Walled City, Lahore, Pakistan. Researcher visited these ḥavelīs and took observation 

notes and photographic images of their elevations and spatial distribution. Secondary 

sources of data included archival documents and paintings. Text and image data was 
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analyzed simultaneously. Exploratory analysis was primarily done thorough reading the 

data. It was followed by text coding, and developing and connecting themes. In text 

coding, similar text segments were identified and assigned codes. After coding the whole 

data, list of the codes was made and similar codes were clustered to manageable and 

more accurately defined codes. Similar codes were then clustered together and themes 

were developed to form the major idea of the collected data considering the objectives of 

the study. Similar themes were connected together in order to summarize and describe the 

findings and reach conclusions.    

Findings and Discussion  

Jharokās, oriel windows enclosed with wooden screens, are the most distinctive 

features of facades of old houses and ḥavelīs in Walled City, Lahore. Until mid 

nineteenth century, jharokās became cultural identity of Old Lahore and were a popular 

subject among European artists who captured the character of these houses in prints and 

sketches (figs. 1 & 2). Even today, jharokās of many old houses and ḥavelīs survive, 

Ḥaveli Bārūdkhāna, Ḥaveli Jama
c
dār Khushḥāl Singh and Ḥaveli Naunihāl Singh to 

name a few. In Ḥaveli Jama
c
dār Khushḥāl Singh, two jharokās form a part of entrance 

́deo ́rhi, vestibule. The jharoka in Ḥaveli Bārūdkhāna opens in the courtyard while in 

Ḥaveli Naunihāl Singh, jharokās can be seen on western and eastern façade (fig. 3, dwg. 

1).  

In Old Lahore’s thriving social and cultural life, jharoka performed the function 

of semi-public space that unites the house and the outside world. It allowed women in 

purda to enjoy view of the street without being noticed themselves. Jharokās can also be  
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Figure 1. Jharokās in Walled City, Lahore. Lithograph based on a sketch by Alexie 

Soltykoff, March 1842, titled A Road to Lahore. From Lahore recollected – An 

Album,  by F. S.  Aijazuddin, 2003. Copyright 2003 by F. S. Aijazuddin.      

Copyright permission pending.  

      

Figure 2. Jharokās in Walled City, Lahore. 

Lithograph by the Dickinson Bros, 1854. titled 

Street scene of Lahore.Courtesy:   Punjab Archives 

Museum. Stand No. 2. 
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 Figure 3. Ḥaveli Naunihāl Singh: Western elevation.  

 
Drawing 1. Ḥaveli Naunihāl Singh: Western elevation. 
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regarded as health friendly and climatically responsive architectural features owing to 

their role in enhancing ventilation. They shield the interior of the house from scorching 

summer sun by allowing the inside flow of cool air from the street. Owing to their 

projection, air enters from the three sides irrespective of the direction of draught outside. 

Though window area is increased with multiplication of jharokās in these houses, glare is 

minimized by virtue of small holes and intricate geometric patterns in the wooden screens 

installed in the jharokās (figs. 4 & 5).  

Plan of these houses and ḥavelīs comprises central courtyard surrounded by 

rooms and living areas on all sides with a balcony above running all around (fig. 6, dwg. 

2). This is in keeping with the definition of ḥaveli as a dwelling with open to sky spaces 

presented by many authors (Kalhoro, 2010; Lambe, Chhatre and Adane, 2009; Singh, 

2007; Bryden, 2004; Naeem 2004).  The plan of ḥaveli in Punjab evolved in response to 

socio-cultural setup and local climatic conditions. Courtyards give the sense of social 

well being and togetherness as they act as center of the house and provide connection 

between different rooms and living areas. Internal courtyards were an integral part of 

ḥavelīs as well as residential architecture of Old Lahore. Their climatic responsiveness 

cannot be denied. They let the day light and air effectively radiate and flow into 

surrounding rooms and act as a sustainable cooling device, ensure natural lighting and 

ventilation and help to maintain a comfortable air temperature throughout the house.  

In old houses and ḥavelīs of Lahore, iron rings on walls of ground and first floor 

facing the courtyard can be seen (fig. 7). These rings indicate the use of rolled up curtains 

installed at doors, windows and arched openings opening in the courtyard as exemplified  
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Figure 4. Ḥaveli Naunihāl Singh: Jharoka. 

Wooden screen with small holes reduces glare 

inside the room.  

 

 

Figure 5. Ḥaveli Naunihāl Singh: 

Inside view of Jharoka.   
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Figure 6. Ḥaveli Naunihāl Singh: Internal courtyard from northwest. View from top. 

 

 

Drawing 2. Ḥaveli Naunihāl Singh:   Plan of the ground floor. 
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by frescoes in Smādh of Mahārāja Ranjīt Singh and Ḥaveli Naunihāl Singh (figs. 8 & 9). 

Rolled up curtains are a common device to control excessive light levels and discomfort 

glare, which can cause mental fatigue headaches and tension, in residential architecture of 

Lahore. Such curtains were closed in the day to reduce direct sun penetration, excessive 

light levels and glare which can cause mental fatigue and headache. In the early evening, 

the curtains were rolled up and water was sprinkled in courtyard to facilitate evaporative 

cooling, ventilation and cold-sky radiation.  

Window designs in Ḥaveli Naunihāl Singh, Ḥaveli Jamacdār Khushḥāl Singh and 

Rang Maḥal also plays its role in ensuring optimum ventilation and air movement. The 

windows and ventilators have large outlet and smaller inlet. In the windows of basement 

hall in Ḥaveli Naunihāl Singh, the base of window tapers as it comes down thus creating 

a slope. This makes the window outlet 9 ft. x 3 ft. 6 in., much bigger as compared to the 

inlet which measures only 3ft. x 3 ft (fig. 10). Largest air velocity happens if the inlet is 

small and the outlet is large. The total force acts on a small area and forces air through 

the opening at a high pressure.  

Similar windows are found in basement of Ḥaveli Jama
c
dār Khushḥāl Singh in 

Chūna Man ́di, Lahore where a stone slab, carved in floral pattern, is diagonally placed 

below the window, serving as a water chute (fig. 11). Water chutes are a distinctive 

element of Mughal gardens. These were marble or stone slabs, carved in various patterns 

and laid at such an angle that when water ran over them, it produced an interesting 

texture and sound. A small hole between the window and the chute in Ḥaveli Jama
c
dār 

Khushḥāl Singh testifies its use as a water chute. In Ḥaveli Naunihāl Singh, basement  
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Figure 7. Ḥaveli Naunihāl Singh: Wall facing the courtyard on ground floor. View from north.               

Iron rings on walls indicate use of rolled up curtains. 

        

Figure 8. Smādh of Mahārāja Ranjīt 

Singh: Krishna’s magical flute. 

 

Figure 9. Smādh of Mahārāja Ranjīt Singh: 

Detail Krishna’s magical flute. Pavilion with 

rolled up curtains on arched openings.  
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Figure 10. Ḥaveli Naunihāl Singh: Window with small inlet and large 

outlet in the basement hall. 

 

Figure 11. Ḥaveli Jama
c
dār Khushḥāl Singh, Lahore: Windows and                 

water chute in the basement hall.  
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windows are not equipped with water chutes, however, it is probable that originally it had 

water chutes like the ones in Ḥaveli Jama
c
dār Khushḥāl Singh, which used water to create 

a delicate music and texture.   

The ḥavelīs and old houses of walled City, Lahore are topped with shihnashīns 

(meaning seat of the emperor) (figs. 12 & 13). Shihnashīn is a typical feature of 

residential architecture of Old Lahore. It was incorporated at the highest level of building 

and provided a place for sitting and sleeping while enjoying cool breeze in morning, 

evening and night. Here fresh breeze could be enjoyed and at the same time a view of the 

surroundings could be relished.  

Conclusions and Recommendations 

The most significant features of residential architecture of Old Lahore regarding 

health, climatic and socio-cultural benefits are internal courtyards, jharokās and 

shihnashīns. Internal courtyards give high efficiency in providing cool indoor air through 

cross ventilation. Jharokās are the most suited solutions the indigenous builders sought 

for Lahore’s hot-humid weather, distinctive social organization, thriving cultural life and 

traditional bazaar economy. Shihnashīns served as a family space where family members 

could enjoy the cool breeze in evening and night. Due to rapid urbanization, we have 

gradually shifted away from our traditional architectural intelligence. Modern 

architecture in Lahore presents a direct shirt from Old Lahore architecture. The houses do 

not have courtyards, roofs are inaccessible and window area is reduced. Modern theories 

of architectural practice in 21
st
 century such as health friendly architecture, sustainable  



 13 

 

 

Figure 12. Ḥaveli Jama
c
dār Khushḥāl Singh, Lahore: Shihnashīn. Exterior view.  

 

Figure 13. Ḥaveli Jama
c
dār Khushḥāl Singh, Lahore: Shihnashīn. View from inside. 
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design, ecological planning and climatically adapted architecture pose an urgent need to 

learn lessons from our traditional architectural intelligence and richness. Further research 

is needed to compare the health and climatic benefits of Old and Modern Lahore 

architecture. The results need to be highlighted and act as guidelines for architects so that 

health friendly and climatically responsive housing typologies can be incorporated again 

in modern architecture.   

Note 

This article is a part of writer’s M. Phil. Thesis: Iftikhar, H., 2011, “Ḥaveli 

Naunihāl Singh – History, architecture and Ornamentation”, Govt. College of Home 

Economics, Department of art & Design, Lahore, Pakistan.  
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Glossary 

´Deórhi   Antechamber; vestibule 

Elevation The external faces of a building or a drawing made in projection on 

a vertical plane to show any one face of a building.   

Ḥaveli    Stately mansion.  

Jharoka  Oriel window enclosed with screens. 

Orientation The relationship of the facades of a building to the points of the 

compass. 

Plan  The horizontal arrangement of the parts of a building or a drawing 

showing such arrangement as a horizontal section.  

Shihnashīn Seat of emperor; a masonry platform integrated in a roof parapet 

for seating, sleeping, etc.    
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Abstract 

Counselor educator programs have been advised to include education about religious 
and spiritual issues as part of ethical multicultural practice, yet not all do so (Kelly, 1997; 
Pate & High, 1995; Young, 2002). Similarly, research has shown that most clinicians do 
not routinely inquire about or discuss religion and spirituality, even though clients view it 
as an important part of their lives and want to talk about it in therapy (Rose, Wetfiled, & 
Ansey, 2001, 2008). As a result, many counseling students have reported feeling 
unprepared in the area of addressing religious concerns with clients (Prest et al., 1999; 
Young et al., 2002). Research has yet to examine the perspectives of trainees who 
have been given the opportunity to include assessment of religion and spirituality in 
counseling or psychotherapy. The present study assessed the views of therapists in 
training who administered a measure of religiosity and spirituality at the intake session 
of psychotherapy. Exploratory survey questionnaires were administered during clinic 
orientation trainings in 2008 and 2009 to a total of 94 doctoral students in 3 clinics 
affiliated with a professional psychology program. Overall, therapists in training viewed 
the BMMRS as rarely helpful to their work with clients and in supervision, and less 
helpful than other assessment measures. Practice implications and suggestions for 
counselor educators will be discussed.  



	

	

African‐American	Male	Student‐Athletes	

Counselor	Education	

Poster	Session	

Paul	C.	Harris,	Ph.D.	

Counselor	Education	

University	of	Virginia	

Pch3y@virginia.edu	

417	Emmett	Street	South	

Charlottesville,	VA	22904	

	

	

	

	

	

	

	

	

	

	

	

	



	

	

	

Athletic pursuits have historically held significance in the lives of African 

American males. In fact, sports are often the avenue through which many African 

American males hope to attain respect, power, and control that often evades them in other 

areas of their lives (Majors, 1992). Moreover, participation of African American males in 

athletic endeavors is often welcomed by groups in society while African American male 

participation in other domains (i.e. finance, political, education, etc.) is not as readily 

evident (Hoberman, 1997). As a result, African American families, among other factors, 

often significantly contribute to the channeling of African American males into athletic 

pursuits (Edwards, 2000; Sailes, 1998). While such participation may occupy time that 

could otherwise be devoted to less constructive activities, overemphasis on athletic 

accomplishment may occupy valuable time that could be devoted to academic 

achievement. Some researchers suggest that African American males’ participation in 

sports can enhance their educational attainment process (e.g. by providing additional 

networks useful for social mobility, opportunities to develop work-ethic, chances to learn 

life lessons through sports, etc.)(e.g. Eide & Ronan, 2001; Braddock, 1981). What is 

consistent is the lag of this group behind their counterparts in academic achievement 

(Baker, 2005; Noguera, 2003). School counselors can be critical in facilitating the pairing 

of this group’s athletic pursuits with a solid educational agenda. 

I will explore the experiences of 10 Black male college student-athletes at a 

Division I university. Using a phenomenological interview, the overarching research 



question will be: “What meanings do Black male college student-athletes ascribe to high 

school athletics? 

Employing	the	phenomenological	tradition,	the	study	will	include	long	in‐

depth	interviews	with	up	to	10	individuals	who	have	participated	in	high	school	

athletics,	and	are	now	college	student‐athletes	in	a	Division	I	program.	I	will	collect	

statements,	general	descriptions	of	participants’	experiences,	and	identify	meaning	

themes	that	surface.	This	study	will	privilege	the	voices	and	experiences	of	

participants.	In	this	way,	it	will	capture	what	previous	studies	[e.g.	Coleman	(1961),	

Sabo	et	al.	(2005)]	have	attempted	to	explain	and	interpret,	but	have	failed	to	

accomplish,	namely:	to	get	at	the	essence	of	participants’	experiences.		Further,	I	will	

focus	in	this	study	on	more	than	one	individual,	which	will	allow	me	to	gain	multiple	

perspectives	and	narratives.	I	will	use	participants’	reflections	and	insights	solely	

using	to	inform	my	research.		A	phenomenological	approach	will	allow	me	to	get	at	

the	essence	of	experiences	in	ways	that	none	of	the	other	qualitative	methodologies	

would.	Sub‐questions	for	this	study	include:	

1) How	does	participation	in	high	school	athletics	shape	students’	

perceptions	of	educational	opportunities?		

2) How	do	school	counselors	help	to	shape	the	educational	aspirations	

of	youth?	

	

I	will	be	constructing	an	overall	description	of	the	meaning	and	essence	the	

phenomenon	experienced	(Creswell,	1998).		



Previous	research	would	suggest	that	due	to	these	participants’	participation	

in	high	school	athletics,	they	garnered	more	interaction	with	significant	others	in	

their	lives	(i.e.	parents,	coaches,	and	school	counselors).	Significant	others	were	

more	likely	to	be	involved	in	participants’	educational	processes,	and	to	

communicate	their	expectations	of	the	participants	frequently.	As	a	result	of	

increased	involvement	educationally,	and	therefore,	communicated	expectations,	

participants	were	more	likely	to	raise	their	level	of	expectations	for	themselves,	and	

matriculated	to	college	and	ultimately	received	a	degree.	

Further,	previous	research	(Snyder	&	Spreitzer,	1990)	would	also	suggest	

that	sports	may	promote	academic	achievement,	including	increased	interest	in	

school,	the	need	to	maintain	good	grades	to	stay	eligible,	boosts	to	one’s	self‐

concept,	increased	attention	from	adults	like	teachers	and	coaches,	membership	

with	others	who	are	academically	oriented,	and	expectations	to	play	college	sports.	

Scholars	and	non‐scholars	alike	have	extolled	the	beneficial	effects	of	sports	

participation	for	teaching	children	life	lessons,	increasing	self	esteem,	and	building	

interpersonal	and	leadership	skills	(Videon,	2002).	Otto	&	Alwin	(1977)	agree	by	

positing	that	participation	in	sports	has	a	positive	effect	on	educational	aspirations	

and	attainment.	Otto	(1976)	further	suggests	that	participation	in	athletics	may	

develop	interpersonal	skills	that	are	readily	transferable	and	marketable	outside	of	

athletics,	or	athletics	may	serve	an	allocation	function	by	raising	the	visibility	of	

participants	and	providing	them	with	an	early	success	definition	or	label,	or	

athletics	may	introduce	participants	to	interpersonal	networks,	contacts,	and	

information	channels	that	are	beneficial	in	establishing	careers,	self	esteem,	and	



building	interpersonal	and	leadership	skills	(Videon,	2002).	Others	(e.g.	Majors,	

1991)	would	posit	that	sports	are	essentially	an	exploitive	mechanism	and	can	

ultimately	lock	African‐American	males	in	low	status	positions.	

I expect that many of the themes will reflect the above, but I, of course, am open 

to any and all surprises that the data will reveal during the study. 

Evidence	that	supports	proposal	

	

Athletic	pursuits	have	historically	held	significance	in	the	lives	of	African	American	

males.		In	fact,	sports	are	often	the	avenue	through	which	many	African	American	

males	hope	to	attain	respect,	power,	and	control	that	often	evades	them	in	other	

areas	of	their	lives	(Majors,	1992).		Moreover,	participation	of	African	American	

males	in	athletic	endeavors	is	often	welcomed	by	groups	in	society	while	African	

American	male	participation	in	other	domains	(i.e.	finance,	political,	education,	etc.)	

is	not	as	readily	evident	(Hoberman,	1997).		As	a	result,	African	American	families,	

among	other	factors,	often	significantly	contribute	to	the	channeling	of	African	

American	males	into	athletic	pursuits	(Edwards,	2000;	Sailes,	1998).		While	such	

participation	may	occupy	time	that	could	otherwise	be	devoted	to	less	constructive	

activities,	overemphasis	on	athletic	accomplishment	may	occupy	valuable	time	that	

could	be	devoted	to	academic	achievement.	

	

Despite	the	continued	athletic	prowess	for	African	American	males,	these	

youngsters	continue	to	lag	behind	their	counterparts	in	academic	achievement	

(Baker,	2005;	Noguera,	2003).		School	counselors	can	help	African	American	male	



students	balance	the	emphasis	of	academic	success	and	athletic	pursuits.		In	doing	

so,	school	counselors	help	to	close	achievement	gaps	and	provide	more	options	for	

post‐secondary	opportunities.			
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Abstract 

       With Web 2.0 technologies and the prevalent use of online resources in a language 

classroom, language learners have increasing exposure to online texts. To better understand how 

English as second language learners tackle online reading, the study investigates the online 

resources learners use for reading support and probes into their information-seeking/reading 

strategies when reading texts in a nonlinear online environment. The participants include 291 

international students at a large research university in the United States for an online survey, as 

well as eight graduate students from East Asian countries (Korea, China, and Taiwan) in 

different fields of study for an in-depth study. The data collection consists of two phases: (1) the 

online survey which investigates language learners’ online reading support use and strategies, 

and (2) pre- and post-reading interviews and the video-recorded think-alouds that students 

completed while reading online texts in the in-depth study.  

       The data was transcribed and categorized into themes of different reading comprehension 

strategies. The findings help us build an inventory of a variety of online resources that 

participants use to support their reading comprehension. The findings also show how the 

participants seek both lexical support and content support when reading online texts, and how 

they use various online dictionaries to accommodate their different needs and explore the depth 

of vocabulary (Hudson, 2007). Besides, we found that their process of online reading 

comprehension reflects the five functions of new literacies: (1) identifying important questions; 

(2) locating information; (3) critically evaluating information; (4) synthesizing information; and 

(5) communicating information (Leu, Kinzer, Coiro, and Cammack, 2004). The study contributes 

to the field of second language learners’ online reading strategy and new literacy development. 



   

 

Teachers and teacher educators can have deeper insight when they incorporate technology into 

their reading class.  

Keywords: language, online reading, online dictionary, new literacies 
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Abstract 

       The prevalence of Internet access in the classroom has the potential to change the way 

knowledge is constructed and impact the dynamics among collaborating learners. With the 

continually increasing technology use and access to the Internet in the language classrooms, 

learners are able to resort to online resources as a peer for scaffolding in collaboration. It is of 

critical importance for teachers and researchers to evaluate the role computer plays in developing 

learners’ ZPD (Vygotsky, 1978), as well as the value computer brings to language learning 

collaboration. The study investigates how the presence of online resources influences the 

dynamics of peer-peer interaction and reinforces scaffolding in collaboration. The participants 

include three Taiwanese students and one Japanese student from one of the major research 

universities in the Midwest in the US. Participants of differing language proficiency worked in 

dyads to construct an introductory text, with the access to online resources. The interaction 

process was recorded and transcribed. Donato’s (1994) framework of collective scaffolding was 

used to analyze the data. Participants’ scaffolding discourse and interaction were categorized into 

themes.  

       The findings suggest that the participants’ peer-peer scaffolding is reinforced by the 

presence of online resources, which assist learners’ progress in their ZPD. The findings also 

show that the lower proficient peers are assisted by online resources that enable them to 

contribute to their collaboration in different ways. The dynamics of collaborating peers is 

positively changed.  Another finding is that learners learn from each other ways to search for 

information online and co-construct knowledge collaboratively. The study provides insights 

about computer assistance in language learning for teachers and teacher educators who wish to 

incorporate technology into their language learning collaboration. 



A STUDY OF SECOND LANGUAGE LEARNERS’ ONLINE READING COMPREHENSION           3    
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My study began with questions about my self- identity, my story to live by, as I 

struggled with school curriculum. Engaging in curriculum innovation for six years, 

my questions of my identity shaped my research puzzle: what might I learn by 

inquiring into my experience of curriculum innovation? How might inquiring into my 

experience in school deepen understanding cultural, institutional and social narratives 

shaping curriculum innovation story? How might this inquiry expand knowledge 

about myself and curriculum innovation? This article presents self-narrative inquiry as 

a method for research my journey of curriculum innovation. I drew on two narrative 

ways of understanding identity making. The first was to see my story to live by as 

composed and recomposed as I live on and among shifting school and cultural 

landscapes. The second was that as my story to live by interacted with school story 

and with several subject matter including my major nursing, they were in the midst of 

negotiating a curriculum of lives. Through inquiry I came to see that my participation 

in the curriculum innovation was a journey in seeking my self-identity. Seeking 

self-identity made me become a positive actor during curriculum innovation period. 

The reflection on participation curriculum innovation has expanded my horizons, help 

me saw the possibilities and limitations among teachers and school in the new way, 

also make me face to the reasons of my exhaustion. I found that curriculum projects 

demands collective wisdom from cooperative partners and without administrator 

curriculum leadership would be incomplete. I re-saw myself different and 

subsequently brought what I was understood of curriculum innovation to an 

exploration of possibilities of technological curriculum innovation.  

 

Key words: curriculum innovation, self-narrative, teacher self-identity 

 



1	
	

A Professional Development Model for Content Faculty to Effectively Meet 
the Needs of English Language Learners 

 
Dr. Huong Tran Nguyen 

Teacher Education 
California State University, Long Beach 

1250 Bellflower Blvd, Long Beach, CA 90840 
hnguye10@csulb.edu 

 
Dr. Babette M. Benken 

Mathematics & Statistics 
California State University, Long Beach 

1250 Bellflower Blvd, Long Beach, CA 90840 
bbenken@csulb.edu 

 
Dr. Susan Gomez Zwiep 

Science Education 
California State University, Long Beach 

1250 Bellflower Blvd, Long Beach, CA 90840 
sgomezwp@csulb.edu 

 
Dr. Karen Hakim-Butt 

Interim Associate Dean (College of Education) 
California State University, Long Beach 

1250 Bellflower Blvd, Long Beach, CA 90840 
kbutt@csulb.edu 

 
 

Introduction 
 

More than 11 million school-aged children (about 21% of the total student population) in 
the U.S. are English language learners (ELLs); they face serious academic challenges in school. 
The ELL subgroups fall behind their native-born peers in all grades and content areas. Their 
limited English proficiency interferes with their ability to demonstrate content knowledge 
(National Center for Education Statistics or NAEP, 2009). California is at the forefront of this 
challenging situation, as over 1.5 million or 24.2% of the total enrollment in K-12 public schools 
are ELLs (California Department of Education, CalEdFacts, Spring 2009). In addition to the 
academic difficulties that many ELLs face, other external factors also influence their academic 
achievement, such as parents’ educational levels, socio-economic status, and living conditions 
(Banks & Banks, 2007; Gollnick & Chinn, 2009). 

 
 In response to the needs of the growing ELL population, a grant-supported project 
(STELLA, pseudonym) at a large, urban state university (West Coast University, pseudonym) 
has been facilitating systemic reform in its Secondary Teacher Credential Program (STCP). The 
five-year (2007-2012) project is a federally funded professional development (PD) grant through 
the U.S. Department of Education, Office of English Language Acquisition. STELLA is a 
collaborative project among a university-wide secondary credential program, a language and 
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education research center, a college of education, a college of natural sciences and mathematics, 
and local educational agencies (LEAs). 
 
 This project directly served two target audiences: university faculty teaching STCP 
content courses and STCP teacher candidates enrolled in a STELLA-developed elective course. 
Candidates received a $400 scholarship upon successfully completion of the elective course with 
a “B” grade or higher. Faculty teaching STCP courses (e.g., art, English, history, kinesiology, 
music, sciences, and mathematics) from across colleges within West Coast University were 
engaged in PD activities to enhance their knowledge, skills, and confidence within their own 
practice to better prepare candidates for teaching secondary ELLs. Faculty received the 
equivalent of 25% of their load for the semester-long PD experience. The focus of this 
presentation is on the PD aspect of the project. The required PD activities included: (a) research-
based readings on second language acquisition theories related to educating ELLs; (b) nine 4-
hour seminar sessions; (c) 15 hours of observations of exemplary secondary teachers of ELLs in 
their disciplinary content in the LEAs; and (d) revision of course syllabi, assignments, and 
assessments to align to the California Teachers of English Learners (CTEL) Standards (1997).  
 

Relevant Literature 
 

Research findings by Genesee, Lindholm-Leary, Saunders, and Christian (2005) indicate 
that ELLs have better access to core curriculum concepts when instruction (sheltered instruction, 
dual immersion, or bilingual education program) is designed specifically to meet their academic 
needs and support their oral language and literacy development. Many ELLs who perform poorly 
in academic subjects exhibit reading difficulties, especially those who are weak in their heritage 
language and English (Artiles & Klingner, 2006). Educators need to recognize that ELLs face a 
complex set of challenges in learning academic content and skills while developing English 
proficiency. These students will need teachers to use scaffolding strategies to grasp abstract 
concepts (deJong & Harper, 2008; Echevarria, Vogt, & Short, 2008; Goldenberg, 2008). The 
STELLA project provided participating faculty with structured PD activities to help them better 
prepare secondary candidates for teaching content to ELLs. The PD research-based readings, 
facilitated discussions, and presentations by experts focused on helping faculty understand more 
deeply the critical role that language, culture, identity, and background experiences play in 
students’ (both teacher candidates and K-12 students) ability to learn content. 
 
 The STELLA project is our attempt to enhance the knowledge and skills of faculty 
teaching content courses in the STCP to develop an awareness of how ELLs acquire English and 
content in English to effectively prepare their candidates for teaching these students. Such 
understanding can derive from a well-structured and sustained PD program where the faculty 
become a community of cross-disciplinary adult learners, and have the opportunity and time to 
reflect upon newly-introduced language acquisition concepts and discuss with colleagues in a 
supportive and collaborative manner (Farmer, Gerretson, & Lassak, 2003).  By engaging in 
meaningful discourse (Beck & Kosnick, 2002) and critical inquiry (Cochran-Smith & Lytle, 
1998), the faculty begin to challenge their own assumptions about how ELLs acquire language 
and content, and to acknowledge that their pedagogical choices have some bearing on how 
prepared their candidates are for secondary content classrooms (de Jong & Harper, 2008). 
Finally, the faculty can understand the need for revising discipline-specific curricula (Brancato, 
2003) by taking into account the learning needs of ELLs and by modeling developmentally 
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appropriate methods and strategies to maximize student learning. Prospective secondary teachers 
also recognize the importance of adapting content area and using appropriate methods and 
strategies to address the educational and affective needs of ELLs (deJong & Harper, 2005, 2008; 
Echevarria, Vogt, & Short, 2008; Goldenberg, 2008). The STELLA project activities contribute 
to our knowledge of preparing teachers for the urban classroom in this changing world. This 
contribution suggests ways in which a university can move from a highly qualified to a highly 
effective professional development model for faculty and teacher preparation program.  
 

Brief Overview of Project, Parallel Study and Significance 
 

This project provides a model for how to structure secondary teacher preparation 
programs to effectively address the complex issues related to the education of ELLs in urban 
settings. This model supports faculty’s growth as they attempt to bridge theory and practice in 
their specific disciplines. Both quantitative and qualitative data have been collected and analyzed 
throughout the five-year project, and have been used to inform and improve West Coast 
University’s STCP and faculty teaching practice. For example, initial data indicated that 
participating faculty perceived their primary role as teachers of content, whereas language-
embedded content pertained to faculty teaching English-related courses. Thus, discipline-specific 
faculty had difficulty envisioning that they, too, shared the responsibility of assisting ELLs in 
grasping challenging content in their own courses. A set of readings (book, chapters and research 
articles) on language acquisition theories served as a forum for facilitating discussion of theory-
to-practice applications to teaching ELLs at the secondary level. This discussion was reinforced 
by a 15-hour observation component where participants observed exemplary secondary teachers 
implement effective methods and strategies in their subject disciplines. Additionally, PD 
presenters conducted interactive sessions that helped faculty bridge concepts to their pedagogical 
practice. Finally, with the knowledge and skills gained from the PD activities, participants 
revised their syllabi and assignments in alignment to CTEL standards, and were able to expand 
their ability to utilize and model effective strategies for ELLs. 
 

The STELLA collaborative project can be a model for other universities committed to 
improving their secondary teacher education programs.  Critical to the success of this project was 
careful planning and organization, as well as subsequent reflection, of its program structure, 
sequence and content. Some key indicators of success for promising practices included: 
protected time for participating faculty to reflect upon newly gained knowledge and skills about 
the process of English acquisition; critical analysis and negotiation of one’s own pedagogical 
practice; meaningful discourse between intra- and inter-disciplinary faculty participants; 
connections between pre-service education to K-12 settings through classroom observations; 
revision and development of teaching artifacts; and ongoing program revision based on analysis 
of evaluation data. In particular, faculty considered the observations in K-12 classrooms as 
essential to their learning and ability to visualize how to implement learned theory. 
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 Engaging students in inquiry-based learning is viewed by many in the science 

education community as the cornerstone of science education reform. According to the National 

Research Council (NRC, 2000), the focus and methods of inquiry serve as a pathway to effective 

science teaching when centered on high-level teacher performance and knowledge indicators 

with the goal of helping both students and teachers understand inquiry to build a conceptual 

understanding about science. In the current conceptual framework for new K-12 science 

education standards, the National Research Council (2011, p. viii) underscores the need for 

“integrating the ideas of science with engagement in the practices of science” with special 

attention given to the practices of engineering. Inquiry, therefore, is now viewed from the 

perspective of scientific practices. 

 Scientific inquiry refers to the diverse ways in which scientists study the natural world 

and propose explanations based on the evidence derived from their work. As a pivotal strategy 

intended to teach science for understanding, inquiry teaching scaffolds science learners because 

it provides opportunities for learners to engage in scientifically oriented questions to formulate 

explanations based on evidence. Inquiry learning refers to the activities of students through 

which they develop knowledge and understanding of scientific ideas and the processes used by 

scientists to study the natural world (National Research Council, 1996). Therefore, inquiry is 

intended to be a goal of science learning by students as well as a pedagogical method used by 

teachers (NRC, 2000).    

 Organizations that serve as the public voice for reform in science education (e.g., 

American Association for the Advancement of Science, National Science Teachers Association, 

Association for Science Teacher Education, National Research Council) underscore the need for 

teachers to be well-versed in the methods of reform-oriented science education to motivate and 
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steer students to enter science, technology, engineering, and mathematics (STEM) career paths. 

In addition to students becoming scientifically literate citizens, they will increase their post-

secondary career options to enter fields that hold the key to meeting many of humanity’s most 

pressing and current challenges (NRC, 2011). Too few contemporary people in the United States 

are equipped with the necessary knowledge and skills to meet current demand for highly-skilled 

workers. Science methods courses, therefore, should equip pre-service teachers with the skills, 

knowledge and dispositions to teach science using the practices of science that help their students 

examine the natural world to develop strong conceptual understanding of science in its many 

facets. The focus of this paper is to provide a background, rationale, and description of a creative 

instructional approach used in the researcher’s science methods courses that scaffolds pre-service 

teachers to engage in inquiry practices. 

 Notwithstanding the call of the National Research Council (2000) for science education 

reform, the science education community still struggles with what inquiry instruction and 

learning should consist of and what best supports the development of science content and 

pedagogical practices. Furthermore, despite debates about the role and purpose of scientific 

inquiry as an instructional strategy (Johnson, 2008; Settlage, 2007), standards documents 

continue to strongly advocate for scientific inquiry to play a more central role in science 

education (e.g., American Association for the Advancement of Science, 1993; National Research 

Council, 1996; National Science Teachers Association (NSTA, 2007). Interestingly, inquiry in 

science classroom still tends to be the exception and not the rule (Campbell, Abd-Hamid, & 

Chapman, 2010).  

“Until science teachers are able to view scientific inquiry as part of the content of 

science—and until teachers become well grounded in the history and philosophy of science—
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they cannot be educated to teach science as inquiry” (Rutherford, 1964). Sandifer and Lottero-

Perdue (2010) contend that although the existence of inquiry-based science teaching spans 

decades as a teaching strategy, the concept remains elusive to practicing and prospective 

teachers. The practitioners describe four principles of inquiry-based teaching to help teachers 

determine the extent of inquiry in a given lesson. Inquiry-based teaching: (a) begins with a 

question, (b) is student-centered, (c) involves deep thinking about answers to inquiry questions, 

and (d) emphasizes evidence-based reasoning. Elmore (1997) asserts that increasing students’ 

engagement in learning is tied to curriculum, instructional tools and materials, and strategies for 

teaching. 

 There is significant agreement among science educators that learning science content 

through inquiry is appropriate for students of all ages and is linked with inarguable positive 

outcomes such as the development and enhancement of research skills (Peters, 2010). The 

National Research Council (2007) furthermore reminds educators that young learners are 

underestimated in their ability to engage in thoughtful science learning. Indeed, children are 

quite capable of learning science and come to school as early as Kindergarten with an impressive 

capacity to learn, including engaging in scientific thinking, and “develop a rich understanding of 

how uncertainty enters into scientific inquiry” (Metz, 2004, p. 219). Because they engage and 

interact with the natural world, young learners have cognitive skills on which to build on as they 

enter elementary school (National Research Council, 2007).    

Science Inquiry and the Learning Environment 

 In response to concerns regarding the purposes, planning, and implementation of 

inquiry in science teaching and learning, the National Research Council (NRC, 2007) suggests 

that students need to derive learning based on four strands of scientific practice that comprise the 
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knowledge and skills students need for indepth science learning: (a) know, use, and interpret 

scientific explanations of the natural world, (b) generate and evaluate scientific evidence and, 

explanations, (c) understand the nature and development of scientific knowledge, and (d) 

participate productively in scientific practices and discourse (p. 51). The four strands are 

interrelated as students develop scientific understanding across grade levels (NRC, 2007) and 

when considered together, are able to provide students with rich opportunities to enact solid 

scientific practice.  

 Furthermore, NRC (1996) has long proposed that instructional design move from 

demonstration to active participation, from the management of materials to the management of 

ideas, and from the use of a single process skill to the use of multiple process skills. Harris and 

Rooks (2010) admit that the proposed ambitious goals require careful and different classroom 

management systems. The researchers offer a pyramid model to describe five interconnected 

components that define a science inquiry classroom: (a) students, (b) tasks, (c) science ideas, (d) 

materials, and (e) classroom community. 

 Students who are only exposed to lecture and discussion contexts for science learning, 

for example, may not have the necessary skills and dispositions for inquiry learning and 

practices, and hence may need to be oriented to scientific habits of mind (Zachos, Hick, Doane, 

& Sargent, 2009). Furthermore, teacher-centered classrooms give little opportunity for students 

to engage in science-related discourse and metacognition related to their learning (Peters, 2010). 

In a study of eighth-grade students’ discourse during science instruction over a nine-week 

chemistry unit, Chin (2001) reveals that students’ level of questioning related to the quality of 

their thinking and conceptual understanding. Open-ended problem-solving activities elicited 

higher level questioning than teacher-directed activities. Teachers, therefore, need to know how 
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to support students to develop the cognitive and social skills and dispositions needed to navigate 

an environment that requires high expectations and performance levels (Holbrook & Kolodner, 

2000).   

 Inquiry learning often requires students to engage in scientific problem solving and 

open-ended inquiry. In such a setting, students make choices about which scientific problems to 

pursue, how to approach and conduct investigations as well as which resources and tools they 

will use. In addition, students construct scientific knowledge within a social context. When 

students’ work and conceptual understandings are validated by peers, confidence in the validity 

of their work increases (Peters, 2010).   

 Flick (2004) reminds that inquiry learning calls for a broad spectrum of cognitive, 

physical, and social skills not used in teacher-centered learning, and learning goals should be 

relevant and meaningful to science learning. Unless these complex aspects of inquiry learning 

are effectively orchestrated and managed, students will receive “an authoritative picture of how 

the world works” (Anderson, 2002, p. 9), will view science learning as a collection of scientific 

facts that need to be provided to them instead of discovering science concepts and ideas by 

themselves (Chin & Brown, 2000), and will be ill-prepared to engage in inquiry (Flick, 2004).  

Challenges to Pre-Service Teachers in Teacher Preparation Programs 
 

 “Although there are exceptions, the overwhelming majority of subject matter courses 

for teachers and teacher education courses in general, are viewed by teachers, policy makers, and 

society at large as having little bearing on the day-to-day realities of teaching and little effect on 

the improvement of teaching and learning (Ball, Thames, & Phelps, 2008, p. 404). Kennedy 

(1999) and Feiman-Nemser and Buchman (1986) acknowledge a disconnect between acquiring 
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knowledge that is learned in teacher preparation coursework and applying that knowledge in the 

classroom.   

 Ball, Lubienski and Mewborn (2001) suggest that whatever is learned by pre-service 

teachers in their preparation programs tends to be “washed out” in their field placement settings 

(p. 437).  Novice teachers often describe their teacher preparation coursework as not well 

connected to their fieldwork (Darling-Hammond, 2006) and methods courses as lacking in 

intellectual substance and not sufficiently connecting theory to practice (Bransford, Brown, & 

Cocking, 2000). Clift and Brady (2005) likewise acknowledge incongruencies between 

coursework and field experiences.  

 A study by Smith and Gess-Newsome (2004) that focused on how adequately teacher 

education programs were preparing elementary science teachers found that, although science 

teachers plan inquiry-based lessons for their students, their professed understanding of what 

constituted inquiry in an elementary classroom was not uniform. Science methods courses in 

teacher preparation programs, therefore, need to seek creative ways of helping pre-service 

teachers overcome their fear of teaching science while concurrently equipping them with the 

necessary knowledge and skills to appropriately teach inquiry-based science practices.   

According to Bybee (2010), when science educators can determine what  citizens should 

know, value and be able to do to prepare for 21st century life and work, only then can they know 

how to plan to teach science. Elmore (1997) explains that there are only three ways to improve 

student learning to make a significant difference: (a) increasing students’ active learning, (b) 

increasing the level of and emphasis on content, and (c) increasing teachers’ knowledge and 

skills in teaching content.  
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The author further asserts that change is not possible without changing the instructional 

core consisting of students, teachers, and learning outcomes. Increasing students’ engagement in 

learning is tied to curriculum, instructional tools and materials, and strategies for teaching. 

Change in content is usually brought about by national, state or local organizations, and 

improving teachers’ knowledge and skills through careful professional development can lead to 

increased student engagement (Elmore, 1997). “In sum, science education as currently structured 

does not leverage the knowledge and capabilities students bring to the classroom. For students 

from diverse backgrounds, this problem is even more profound.” (National Research Council, 

2007, p. viii). 

Pre-Service Teachers’ Challenges  in Science Learning 
 
 Pre-service teachers often enter science methods courses in teacher education credential 

programs with significant trepidation of science, a lack of strong science content knowledge, a 

lack of confidence in science teaching, and negative attitudes about science in general. The lack 

of confidence may result in part from (a) limited science content background, (b) being taught 

science in a lecture and “teaching as telling” approach, and (c) pre-service teachers’ lack of 

observations of science teaching in elementary schools. The combination of these deficits may 

impede teacher candidates from planning high-level learning experiences for their students and 

teaching science for understanding in their practicum classrooms. The deficits may also lessen 

the probability that they will understand inquiry as a valuable method in teaching science for 

conceptual understanding.  

Self-Efficacy Challenges   

 Helping pre-service teachers overcome their perceived or real fears towards science 

teaching requires a careful incorporation of strategies that address these issues. In addition, 
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careful scrutiny and examination of their background content knowledge, attitudes toward 

science, and self-efficacy in science teaching are called for as starting points to plan learning 

experiences that build on current knowledge and enhance confidence to teach K-8 science 

concepts. Providing pre-service teachers with meaningful teaching experiences that are geared 

for motivating and inspiring young learners is essential for boosting self-efficacy.  

 Further confounding these dilemmas is that pre-service teachers are often overwhelmed 

with the vast amounts of knowledge and skills that they must learn in a brief period of time to 

become practicing teachers: learning science content, state content standards, learning and 

teaching science for understanding, theories about how children learn, assessments methods, 

differentiating instruction, using technology to enhance science learning, and scientific inquiry 

(Schwartz & Gwekwerere, 2007). In addition, elementary science methods courses traditionally 

span one semester of learning which further underscores the need to provide pre-service teachers 

with needed support to manage these cognitively demanding requirements.     

Inquiry Learning Challenges  

 Elementary teachers often lack an understanding of inquiry and do not have the skills 

or experiences to effectively teach science through inquiry (Crawford, 2000; Lederman & Niess, 

2000). Keys and Kennedy (1999) describe an elementary teachers’ difficulty in balancing 

inquiry-based instruction with district-mandated curriculum materials and assessment strategies.  

Windschitl and Thompson (2006) conclude that pre-service science teachers perceive inquiry-

based science as a difficult component of teaching science for deep understanding. In a study on 

the effectiveness of teacher preparation programs on elementary science teachers, Smith and 

Gess-Newsome (2004) find that, although science teachers plan inquiry-based lessons for their 
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students, their understanding of what constitutes inquiry in an elementary classroom is not 

clearly understood.    

 Not surprisingly, recent attempts to develop understanding of science inquiry in pre-

sevice teachers have met with mixed results (e.g., Crawford & Cullen, 2004; Davis, 2006; De 

Jong & Van Dreil, 2001; Justi & Van Dreil, 2005). Schwartz & Gwekwerere (2007) determined 

that pre-service teachers initially had difficulty in understanding the nature and purpose of 

science inquiry models for teaching, and at the end of the methods course, varied in the extent to 

which they aligned lesson plans with an inquiry model used in the study. However, a significant 

number (two-thirds) of pre-service teachers shifted their teacher centered, direct teaching 

approaches to using conceptually focused, inquiry and guided inquiry.  

 Gess-Newsome (2002) argues that teachers' understanding of the nature of science 

(NOS) and science inquiry (SI) may be positively linked to the use of the teaching 

methodologies advocated by the current science education reforms. The researcher describes an 

elementary science methods course in which pre-service teachers’ science lessons reflected a 

purposeful interweaving of science content, the NOS, science inquiry (SI), and science 

pedagogy. Gess-Newsome (2002) determined that teachers’ conceptions of science as primarily a 

body of knowledge changed to an appropriate blend of scientific products and processes as a 

result of an active approach to scientific inquiry. 

 In a multi-year study (Fazio, Melville, and Bartley, 2010) of secondary pre-service 

teachers’ perceptions of inquiry-based science teaching, the field practicum proved to be 

minimally supportive of pre-service teachers’ learning of scientific inquiry as obtained in their 

science methods course. However, beginning teachers are capable of teaching inquiry-based 

science if adequate preparation and support are provided in their teacher preparation programs 
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(Crawford, 1999; DeHaan, 2005). The researchers propose that support should consist of 

exploring the nature of science, active involvement in science investigations, clinical experience 

in classrooms that model inquiry-based teaching and planning of lessons and units that elucidate 

core scientific concepts.  

 To address the concerns that science educators have regarding pre-service teachers’ 

tenuous understanding of inquiry, teacher education researchers (e.g., Schwartz & Gwekwerere, 

2007) suggest the need for pre-service teachers to engage in the construction of inquiry-based 

instructional materials in science methods courses of teacher preparation programs. Davis (2006) 

maintains that developing pre-service teachers’ ability to analyze and modify instructional 

materials is essential to helping them to examine the value of those materials and revise them to 

promote students’ increased learning of science. Duncan, Pilitsis, and Piegaro (2010) agree that 

pre-service teachers in teacher preparation programs be trained in the ability to evaluate, adapt, 

and create inquiry-based instructional materials.  

 A study of two consecutive science methods courses focused on developing such skills 

in pre-service teachers by using inquiry-based teaching methods determined that pre-service 

teachers’ ability to critique lessons and revise them to reflect greater inquiry practices increased 

over the span of both courses. Pre-service teachers’ involvement in instructional design may 

increase their ability to shift from teacher-centered- to student-centered lessons as reflected in 

their lesson critiques and revisions (Duncan, Pilitsis, & Piegaro, 2010). In addition to 

strengthening the ability to plan inquiry learning experiences, assessing and adapting inquiry 

curriculum materials allows pre-service teachers to (a) gain understanding of how such materials 

are developed, (b) gain insights to the composition of sound instructional materials, and (c) 
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engage in valuable experiences in adapting these materials while preserving the intent, 

soundness, and reliability of the materials (Brown & Edelson, 2003). 

 According to Schwartz and Gwekwerere (2007), a cause for pre-service teachers’ 

difficulty with science inquiry may be that they often enter science methods courses with 

preconceived ideas of science, pedagogical methods, and strong teaching orientations that may 

conflict with inquiry teaching. Therefore, these attitudes and beliefs need to be addressed and 

reflected on while providing pre-service teachers with inquiry teaching models to consider 

(Friedrichsen & Dana, 2003). 

Inquiry as a Framework to Plan Science Instruction 

 Derived from work that expands the National Science Education Standards (NRC, 

1996) to focus on inquiry as a way to (a) learn science, (b) learn to do science, and (c) learn 

about science, the National Research Council (2000, p. 29) provides a framework for the 

essential features of classroom inquiry and their variations in science teaching and learning. Pre-

service teachers learn that there are many strategies in teaching science that effective teachers of 

science should know and be able to demonstrate.  

 Although inquiry is not the only strategy for teaching science, pre-service teachers 

learn that inquiry as a learning goal and as a teaching method is essentially valuable in 

addressing the fundamental abilities of inquiry and the fundamental understandings of inquiry 

delineated in the National Science Education Standards (NRC, 1996). The Standards 

characterize an ideal and comprehensive view of what science teaching should be and how 

students should learn. Therefore, the framework proposed by NRC (1996) places inquiry in the 

context of the science classroom as it relates to teaching and learning. The degree of inquiry may 
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vary depending on how much structure is provided by the teacher or “the extent to which 

students initiate and design an investigation” (NRC, 1996, p. 28). 

The Science Exploratorium as a Tool to Promote Inquiry                                                      

 Pre-service teachers in the California State University San Marcos College of 

Education teacher credential program mirror the limitations of scant science content knowledge 

and exposure to quality science learning on entering the program. Most recount their science 

learning as traditional and lecture-based with little or no connection to hands-on learning 

experiences. Therefore, little science content has been retained in memory in spite of required 

science courses in high school and college. Furthermore, the researcher has observed in science 

methods courses that many pre-service teachers do not have sufficient knowledge of basic 

science content to explain simple phenomena such as the cause of lunar phases or the seasons. 

 A further, exacerbating dilemma is that although the Science Framework for California 

Public Schools (California Department of Education, 2004) specifically mandates the teaching of 

science in grades Kindergarten through twelfth grade, elementary science teaching is generally 

lacking in grades K-5. Unfortunately, it is not until fifth grade that elementary students are tested 

for the first time in science in a standardized manner for science content knowledge in fifth 

grade. Therefore, students in K-4 may be at risk of receiving inadequate science instruction due 

to the overarching emphasis on reading and mathematics in favor of science instruction.  

 In the researcher’s clinical practice observations of elementary pre-service teachers 

engaged in science teaching, science lessons are, for the most part, contrived and not reflecting 

any inquiry-based teaching and learning practices. In their clinical practice, pre-service teachers 

rarely observe in-service teachers teaching science, let alone observing inquiry-based science. 

Pre-service teachers resort to teaching science lessons in an artificially arranged context for the 
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purpose of being observed and assessed by their clinical practice supervisor. Pre-service 

teachers, therefore need (a) strong support to overcome their perceived fear of teaching science, 

(b) to build self-efficacy in teaching and learning, (c) deeper knowledge of science content and 

skills and how to teach content, (d) to develop deeper knowledge of specific science topics, 

especially those that challenge students, and (e) unique learning experiences in the practice of 

teaching science.                                                                                                                                    

Scaffolding Pre-Service Teachers to Learn Aspects of Inquiry        

 To address the deficits in science that pre-service teachers often possess, teacher 

candidates (the name given by the State of California to matriculated pre-service teachers) 

enrolled in the Multiple Subject (MS) Credential Program of the School of Education of 

California State University San Marcos (CSUSM) are purposefully exposed to unique and 

creative ways to support their learning of science content to adequately develop their 

pedagogical content knowledge in relation to science teaching in their elementary practicum 

classroom. Not unlike what research related to pre-service teachers’ challenges in science 

teaching and learning reveals (e.g., Crawford, 2000; Davis, 2006; Lederman & Niess, 2000; 

Schwartz & Gwekwerere, 2007; Windschitl & Thompson, 2006), teacher candidates in the 

CSUSM MS credential program are similarly challenged in their ability to learn how to 

effectively teach science for various reasons not the least of which is limited exposure to science 

learning for understanding.  

 Candidates often find themselves overwhelmed with learning and becoming facile with 

the various pedagogies that must be coupled with the science content that is mandated by the 

State of California (California Department of Education, 2004). In addition, pre-service teachers 

frequently find that science teaching requires significant amounts of planning, preparation, and 
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science background knowledge to effectively implement hands-on, inquiry-based lessons in their 

practicum classrooms. Due to teacher candidates traditionally being ill-equipped with inadequate 

science content knowledge and because inquiry learning is poorly understood by them, 

candidates frequently resort to planning lessons that are directive and teacher-centered.  

 As previously mentioned in the review of the literature section of this paper, the 

National Research Council (1996) proposes that instructional design move from demonstration 

to active participation, from the management of materials to the management of ideas, and from 

the use of a single process skill to the use of multiple process skills. Therefore, teacher 

candidates need to learn how to support their students to develop cognitive and social skills and 

dispositions needed to thrive in an environment that requires high expectations and performance 

levels (Holbook & Kolodner; 2000). As well, candidates need to learn how to effectively manage 

the various aspects on inquiry learning in diverse classrooms (Harris & Rooks, 2010) and how to 

promote high-level science discourse (Peters, 2010) in diverse classrooms. 

 In this researcher’s science education methods courses, teacher candidates learn about 

five challenges to implementing inquiry-based learning: (a) motivating students, (b) accessibility 

of investigation techniques, (c) student background knowledge, (d) student management of 

extended activities, and (e) learning context constraints (Edelson, Gordon, & Pea; 1999). 

Furthermore, candidates learn that constructing scientific knowledge should occur within the 

social context of collaboration. 

 Preparing for the Exploratorium  
 
 In science methods courses in the teacher preparation program of California State San 

Marcos, pre-service teachers are exposed to teaching science to children through science 

Exploratoriums that are planned in collaboration with a peer and then presented at a local 
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elementary school. Participating elementary schools are usually partner schools of the School of 

Education of California State University San Marcos in which cohorts of pre-service teachers are 

placed for credential coursework and tutoring purposes. However, if a cohort of pre-service 

teachings engages in credential coursework on-campus at the University, a participating school is 

contacted to request its participation at that particular school. 

 The researcher’s initial work with presenting Exploratoriums at elementary schools did 

not target specific elementary grade levels, but instead worked with various grade levels chosen 

by the principals. For example, a principal might request that third or fourth grade students be 

accommodated, while another principal might indicate the choice of grades four and five to 

attend the Exploratorium. However, working with school principals and teachers to coordinate 

the particulars of the science Exploratoriums, the researcher currently requests that fifth-grade 

students participate in the Exploratorium, as this is the grade level in which they are first tested 

for science content using standardized assessments. The researcher intends to gather data on 

standardized measures regarding fifth-grade students’ science performance on the California 

Standardized Tests (CST) to determine if the science Exploratorium positively affects science 

achievement as measured by the CST results. These tests were developed specifically to assess 

students' knowledge of the California content standards which specify what all children in 

California are expected to know and be able to do in each grade or course. 

 In some participating schools, fifth-grade teachers may request the researcher to have 

pre-service teachers address specific science topics related to fourth- and fifth-grade science 

content standards. These are usually topics that either present difficulty to students or topics that 

will not be adequately covered before standardized testing commences. Testing occurs in the 

Spring of an academic school year, and most Exploratoriums are held in Spring as well. 
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However, every Fall semester, one or two Exploratoriums are held at public elementary schools 

that do not have pre-service teacher cohorts placed there. In this case, these are on-campus 

California State University San Marcos School of Education cohorts for whom arrangements are 

made by the researcher at a local elementary school. 

 The science Exploratorium presentations are the culmination of a process that begins 

with pre-service teachers working in pairs to first identify a discrepant event or an interesting 

science activity worthy of investigation that illustrates specific science concepts in alignment 

with the Science Content Standards for California Public Schools (California Department of 

Education, 2004) and with the Science Safety Handbook for California Public Schools (1999). 

Students essentially develop an inquiry mini-lesson activity appropriate for elementary students 

that is based on a discrepant event. The mini-lesson must conform with the Learning Cycle 

Model of Instruction (i.e., Exploration, Concept Introduction, Concept Application).  

 The essential features of inquiry as described by the National Research Council (2000) 

also provide a framework from which to plan instruction. Pre-service teachers then engage in 

active research and learn the science content related to the discrepant event or investigation to 

develop an indepth understanding of the content. The Exploratorium, therefore, is designed to 

increase pre-service teachers’ science content learning and a motivation to pursue more indepth 

learning on a given topic. 

 The next step in the preparation process is to identify and craft essential questions 

relevant to the discrepant event or investigation that will focus students to important learning 

outcomes. During the Exploratorium, pre-service teachers are required to provide at least two 

essential questions to elementary students prior to starting the activities. Essential questions must 

be framed from the perspective of promoting high-order thinking skills in children in regards to a 
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“big idea” in science. For example, an essential question for a lesson that focuses on sound and 

pitch might be: “Explain the relationship between frequency and pitch”. Or, “How does the 

thickness of a vibrating string affect the pitch?” An essential question for a lesson to prove the 

existence of air might be: “Explain how air can be proven to be a substance that occupies space”. 

Note that an essential question does not have to be posed as an interrogative statement.  

 Once science concepts and essential questions are identified based on researching the 

science topic and the content related to it, pre-service teachers are ready to create an abbreviated 

lesson plan consisting of the essential elements required by the course instructor: lesson title, 

grade level, science content area and subject matter, science concepts taught, essential questions, 

learning objectives, California science content- and investigation and experimentation standards, 

materials and resources, and a description of all activities related to the learning cycle model of 

instruction (i.e., exploration, concept introduction, concept application). In addition, students 

must prepare an attractive, attention-getting trifold poster that should indicate science standards, 

essential questions, lesson objectives, science concepts, some science background information, 

and graphics that support student learning.  

Engaging in the Exploratorium 

 Following is the development of a sequence of instructional steps that are used to teach 

grade-level elementary students. At the school site (usually in the multi-purpose room of a 

school), elementary students gather to engage in the Exploratorium activities at a specific time 

during the school day. There is usually a two-hour window given for the Exploratorium, with 

one group of approximately 75-100 elementary students participating for one hour and another 

group of similar numbers  participating the second hour. School sites may vary in the amount of 
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time allocated to the Exploratorium.  More time allocated translates to elementary students 

engaging with more Exploratorium lessons and concepts. 

 Groups of six to seven elementary students are placed at each of 12-14 Exploratorium 

stations (projects) arranged in “science fair” fashion, with two pre-service teachers responsible 

for one station. Pre-service teachers conduct their mini-lesson to the small group at their 

particular station for fifteen minutes after which students rotate to another station, and the mini-

lesson is taught again. The mini-lesson is repeated several times with different groups of students 

for the duration of the hour so that students visit four stations within that time. The second shift 

of students is brought in, and the one-hour cycle of pre-service teachers teaching their respective 

mini-lesson to four groups of elementary students is repeated.  

 The grade-level students perform the activities and collectively generate explanations 

with the pre-service teachers. While the process is not different from the typical activities of a 

methods course, teaching the activity to elementary school children in a school setting provides 

pre-service teaches with unique learning about teaching science. Pre-service teachers’ learn that 

unless they are well-versed in the conceptual knowledge related to the science content of their 

project, participating students will have difficulty learning the intended concepts. In addition, 

pre-service teachers gather valuable insights related to students’ conceptions and learning 

difficulties (Smith & Neale, 1989). The Exploratorium component of the methods course allows  

pre-service teachers to develop deeper knowledge of specific topics in science and confidence in 

science teaching. 

After the Exploratorium 

 Immediately after the Exploratorium, teacher candidates are debriefed by the researcher 

regarding their perceptions of teaching science to a number of students who may differ in 
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learning styles, cognitive ability, and linguistic ability. Candidates are not aware of how students 

may differ in these aspects. Therefore, they are challenged to provide equitable, hands-on 

learning to students in a way that is clearly understood, engaging, motivating, and is based on 

good science for students. A consistent and interesting remark by most teacher candidates is that 

student behavior management issues are non-existent. Participating teachers are astounded 

significantly and  consistently remark  to the researcher that their “trouble makers” are engaged 

and enjoying learning science. Teachers of students with special needs comment that the 

Exploratorium levels the learning field for their students because they do not “stand out” from 

the general education students.  

 Data collection by the researcher is conducted immediately following the 

Exploratorium. For example, insights to participating elementary students’ thinking regarding the 

purposes of the Exploratorium are gathered using a survey after the conclusion of the 

Exploratorium. Participating teachers are given the student surveys to conduct in their 

classrooms and are returned to the researcher. Students respond to questions related to what they 

liked about the Exploratorium, what was learned, and if they have ever done science experiments 

before the Exploratorium. Participating teachers are also given a survey to complete consisting of 

four open-ended prompts involving inquiry teaching. The context for data collection and the 

results of the data for lower elementary students (first and second grades) and upper elementary 

students (fourth and fifth grades) are provided in the following tables. 

Table 1: Exploratorium Participants: Spring 2009 
Schools Teachers Classrooms Grade 5 Students 

n = 2 n = 6 n = 6 n = 199 
 
Table 2: Exploratorium Participants: Spring 2011 

Schools Teachers Classrooms Grade 5 Students 
n = 2 n = 6 n = 6 n = 163 
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Survey related to the Exploratorium given to students in their classrooms after the 
Exploratorium: Four open-ended questions 
          Question 1: What did you like about the science activities? 
          Question 2: What did you learn today? 
          Question 3:  Before today, have you ever done science experiments?  
          Question 4: Before today, have you ever collected science data? 
Survey related to the Exploratorium given to teachers by teachers after the  Exploratorium: Four 
open ended prompts. 
         Prompt 1: Inquiry occurs when… 
 Prompt 2: I promote inquiry learning in my class by… 
            Prompt 3: My opinion of inquiry teaching is… 
            Prompt 4: Some obstacles to inquiry teaching and learning are… 
 
Table 3: Grade 5 Students’ Perceptions: Salient Themes (Survey) 
Q1: What did you like about the science activities? 

Spring 2009 
n = 199 

Frequency 
(% of Total) 

Spring 2011 
n = 163 

Frequency 
(% of Total) 

Hands-On 40 
(20.1) 

Hands-On 39 
(23.93) 

Learning 116 
(58.29) 

Learning 69 
(42.33) 

Fun/Cool/Exciting 27 
(13.57) 

Fun/Cool/Exciting 41 
(25.15) 

Other (including 
“everything”) 

16 
(8.04) 

Other (including 
“everything”) 

14 
(8.59) 

Total  199 Total  163 

Percentage of    Total  
Participants 

(100) Percentage of    Total  
Participants  

(100) 

 
Table 4: Grade 5 Students’ Perceptions: Salient Themes (Survey) 
Q3: Before today, have you ever done science experiments? 
  Academic Year Yes No NR  Academic Year Yes No NR 

Spring 2009 
(n = 199) 

169 26 4 Spring 2011 
 (n = 163) 

129 33 1 

Percentage of 
Total 

84.92 13.07 2.01 Percentage of 
Total 

79.14 20.25 .61 

 
Spring 2009:    Y:N = 13: 2                                     Spring 2011:   Y:N ~ 4:1 
 
NR = No response  
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Table 5: Grade 5 Students’ Perceptions: Salient Themes (Survey) 
Q4: Before today, have you ever collected science data? 
 Academic Year Yes No NR Academic Year Yes No NR 

Spring 2009 135 60 4 Spring 2011 91 70 2 

Percentage of 
Total 
(n = 199) 

67.84 30.15 2.01 Percentage of 
Total  
(n = 163)

55.83 42.94 1.23 

 
Spring 2009:  Y:N = 9:4                  Spring 2011: Y:N ~ 9:7 
 
Note: 1/3 of participants had not                        Note: over 2/5 of participants had not                                            
ever collected science data                                  ever collected science data 
 
Discussion of Results Comparing Grade 5 Students for Spring 2009 and Spring 2011 

Spring 2009 fifth-graders chose learning and hands-on first and second respectively as  
 
aspects of the Exploratorium that they liked best, while Spring 2011 fifth-graders chose learning  
 
and “fun/cool/exciting” as first and second choices respectively. Proportionally, both groups of  
 
fifth- grade students equally regarded the hands-on aspect of the Exploratorium. However, a 
 
a higher percentage of Spring 2009 fifth-graders regarded learning more highly than Spring 2011  
 
fifth- graders. Proportionally, there was a higher percentage of Spring 2011 fifth-graders than  
 
Spring 2009 fifth-graders that considered the Explortorium as “fun/cool/exciting”. Interestingly,  
 
Both groups responded in equal proportions that they liked “everything” about the  
 
Exploratorium.  

 The data also reveal that a higher percentage of Spring 2009 fifth-graders than Spring 

2011 fifth-graders had previously done science experiments and therefore a higher percentage of  

Spring 2011 fifth-graders had not done science experiments prior to the Exploratorium. 

Proportionally, there was a ratio of 13:2 responses of Yes : No for Spring 2009 students while 

there was a ratio of 4:1 responses of Yes : No for Spring 2011 students. In relation to previously 
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having collected science data, it is interesting to note that a proportionally higher percentage of  

Spring 2011 fifth-graders than Spring 2009 fifth-graders had not done so when compared on 

their respective totals of students.  

Table 6: Elementary Students’ Perceptions (Survey) Salient Themes: Spring 2008 
Q1: What do you like about the science activities? 

Lower Elementary 
(Grades 1,2) 

n = 175 

Frequency 
(% of Total) 

Upper Elementary 
(Grades 4, 5) 

n = 120 

Frequency 
(% of Total) 

Fun and Play 19 
(10.86) 

Cool Fun 39 
( 32.5) 

Hands-On 19 
(10.86) 

Hands-
On/Experiments 

21 
(17.5) 

Learning 25 
(14.28) 

Learning 28 
(23.33) 

Total  63 Total  88 

Percentage of    Total  
LE Participants (n) 

(36) Percentage of Total  
UE Participants (n) 

(73.33) 

 
Results of Spring 2008 Survey Data for Elementary Students Grades 1,2 and Grades 4,5 
 

Proportionally, learning was more highly regarded by lower elementary (LE) participants 

while “cool fun” was more highly regarded by upper elementary (UE) participants as evidenced 

by the respective percentages within each group. Lower elementary participants equally regarded 

“fun/play” and “hands-on” aspects of the Exploratorium, while upper elementary regarded “fun” 

almost twice as much as they did “hands-on” aspects.  

Table 7: Elementary Students’ Perceptions: Spring 2008 (Survey) 
Q2:  Before today, have you ever done science experiments? 
  Yes No  Yes No 

Lower Elementary 
n = 175 

 
105 

 
70 

Upper Elementary
n = 120 

 
109 

 
11 

Percentage of Total 60 40 Percentage of 
Total 

90.83 9.17 
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In regards to comparing lower elementary students to upper elementary students for ever 

having done science experiments, positive responses proportionally were higher for upper 

elementary students while The results point to the importance of providing exposure to science 

learning in early elementary grades 

Table 8: Teachers’ Perceptions of Inquiry (Spring 2011) 
Inquiry occurs when… 
Teacher Responses  (n=7) Frequency 
Students create their own understanding to investigate what interests them 1 
Students explore their learning in their own way   1 
Students are presented with a guided question & students allowed to explore how 
it might be solved   

2 

Children discover by doing   1 
Students look into a problem and use a variety of strategies to find a response to 
the inquiry 

1 

Students use the scientific method  and pose a question then do activities to 
figure it out    

1 

 
Table 8: Teachers’ Perceptions of Inquiry (Spring 2011) 
I promote inquiry learning in my class by… 
Teacher Responses  (n=7) Frequency 
Trying not to give the “full info—save the punch line for last to see if they can 
figure it out”   

1 

Questioning students   1 
Posing a question  or a situation to explore alone or collaboratively 1 
Engaging in a series of questions with students so they can come up with their 
own answers 

1 

Students ask questions and find answers on their own after we have just begun 
learning about something    

1 

Using interactive journals in science, SS, math for students to ask their own 
questions and come up with own ideas   

1 

Through learning menus, current events, mini science fair   1 
 
Table 9: Teachers’ Perceptions of Inquiry (Spring 2011) 
Some obstacles to inquiry teaching/learning are… 
Teacher Responses  (n=7) Frequency 
Test-driven environment—the vocabulary on the 
CST needs to be understood   

2 

Time and not having materials and facilities   3 
Lack of teacher prep and motivation; fear of failure 
taking risks   

1 

Behavior, classroom management   1 
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 The results of the open-ended survey results given to participating teachers indicate that 

teachers demonstrate some understanding of inquiry teaching and learning but fail to clearly 

address or describe the essential features of classroom inquiry and their variations in science 

teaching and learning (National Research Council (2000, p. 29). The results furthermore support 

research findings that elementary teachers do not have a firm understanding of inquiry nor 

knowledge of how to implement it. As the research indicates, elementary teachers often lack an 

understanding of inquiry and do not have the skills or experiences to effectively teach science 

through inquiry (Crawford, 2000; Lederman & Niess, 2000). Teachers often cite obstacles to 

promoting and implementing inquiry in their classrooms such as lack of (a) time, (b) 

administrative support, (c) resources and facilities, and (d) training in the practices of science 

inquiry. In addition, teachers cite that a test-driven school environment characterized by high-

stakes, standardized testing takes priority to science education, as testing mainly focuses on 

mathematics and language arts in the State of California. Not surprisingly, teachers also mention 

fear of failure and fear of taking risks as obstacles to inquiry teaching.  

 Notwithstanding the trepidation teachers feel about teaching science through inquiry, 

participating teachers overwhelmingly expressed great excitement at the Exploratorium and the 

excitement and motivation to learn that was clearly being experienced by their students. In 

subsequent discussions with the teachers, the researcher learned that teachers appreciated that 

they could refer to the Exploratorium experiences when teaching science topics to their students. 

Teachers were motivated to learn more about inquiry and attempted to implement it in their 

teaching of science. Comments also included asking why the students could not have more 

experiences like the Explortorium. As well, they commented how their struggling students were 
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motivated to learn and that teaching in the spirit of learning for enjoyment is preferable to 

teaching in directive fashion.   

Conclusion  

 Through the Exploratorium experiences, pre-service teachers acknowledge, through 

anecdotal evidence,  that science teaching requires (a) indepth knowledge of content and 

knowledge of how to teach the content, (b) content knowledge beyond what is required for a 

lesson, (c) differentiating instruction to accommodate prior knowledge and the variety of 

learning styles, (d) significant amounts of planning and preparation, and (e) teaching to culturally 

diverse student populations be carefully planned and orchestrated using Specially Designed 

Academic Instruction in English and Sheltered Instruction Observation Protocol methods. In 

addition, pre-service teachers acknowledge that every subsequent iteration of teaching the lesson 

results in confidence-building,  an increase in self-efficacy in teaching science, and a more 

positive attitude towards science teaching and learning as they become “experts” on a science 

topic and are motivated to continue learning.  

Through the Exploratorium experiences, practicing teachers find that science learning is 

very engaging to students and that there is strong retention of what they learn in terms of science 

content. Even students who typically show scant interest in classroom learning are highly 

motivated and engaged during the Exploratorium. Pre-service teachers note that student 

behavioral issues or management problems are virtually non-existent and that there is a level 

playing field during the Exploratorium as high ability students are not distinguished from 

students who struggle academically. Special needs students may need accommodations but do 

not “stand out” from the general education population. As well, pre-service teachers 

acknowledge that Instructional differentiation is essential for students to succeed in learning 
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science, peer collaboration promotes good science learning, and science learning in a science 

Exploratorium context is a strong support  to prepare students for standardized testing.   

Through the Exploratorium experiences, elementary students learn that (a) scientists have 

special methods and tools they use to investigate scientific questions and problems, (b) hands-on 

learning is enjoyable and helps them understand and remember science concepts, (c) “doing” 

science is preferred to simply reading about science out of a book, (d) science has many 

everyday applications, (e) peer collaboration helps learning, and (f) they want to learn more 

science. The positive aspects of hands-on, active learning in a collaborative setting clearly 

promotes positive dispositions of science in students. 

Through preparing pre-service students to teach using inquiry methods for the 

Exploratorium experience, science educators learn that support for all aspects of the planning 

process is required, especially during initial brain-storming of ideas for lessons. Science 

educators need to formatively assess lesson ideas for accuracy and scientific value for 

elementary students. During the science methods course and prior to the Exploratorium, science 

educators need to model good science lessons that mirror inquiry. The provision of numerous 

opportunities provided to pre-service teachers to learn science content is essential for them to 

plan strong science learning experiences for elementary students. Finally, science educators need 

to ensure that pre-service teachers assess and evaluate science resources they consult to check for 

alignment with the Science Content Standards for California Public Schools (2004) and to 

ensure alignment with the spirit of inquiry learning.  
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[Abstract] 

OECD report (2006) said that the tradition of early childhood education could be divided into two 

types. One Type is Readiness for school tradition, and the other is The Nordic tradition. The former 

situate the stage of early education as preparation for future schooling. The latter is assumed to be 

a kind of holistic education.  

English early childhood education was regarded as Readiness for schooling. It has been faced big 

changes since 2000’s. On the other hand, German early childhood education was regarded as 

holistic. And it is changing, too. Though Japanese early childhood education was not included in the 

classification by OECD, it can be regarded as holistic in terms of official curriculum. But it is 

experiencing dramatic challenge to such tradition now. 

We would like to compare early childhood educational curriculum reforms of these three countries 

in 2000s mainly using their official or state curriculum. What is common? What is difference? Then 

we try to bring into question the traditional two types of the way to educate early childhood. 
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 [Abstract] 
In these days of globalization and post-industrialization, public education faces two different social 

pressures; the preeminence of the market initiated by neo-liberalism on the one hand, and the rise of 
technocratic and bureaucratic control defended by the old type of social democracy on the other. It is at this 
point that a new kind of citizenship education is sought for the purpose of breaking down the dichotomy of 
neo-liberalism and old-type social democracy(Kodama 2010). 
 For example in USA, as Harry Boyte remarks, Charter schools movement at their best has been 
renewing lively cultures of civic innovation which involve parents, and sometimes other community 
members, as well as teachers and students in creating education(Kodama 2009). 
Also in Japan a new type of public school named community school was implemented in 2004, and in 

2010 Japanese national government issued Vision for Children and Young People. It says “Education related to 
social development and social participation (citizenship education) will be promoted in order for children and 
young people to become independent as members of society and for them to adopt an attitude of becoming 
actively involved in society through the exercise of rights and obligations. Specifically, efforts will be made for 
schooling which enriches political education”.  
 In this paper I will situate these Japanese education reforms in the historical context of breaking down the 
dichotomy of neo-liberalism and old-type social democracy described above. In doing so I will make it clear 
what are the key components of new citizenship education. 
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Effect of Morphological Glosses on Reading Comprehension 

Morphological awareness has been considered as one of the important 

components to vocabulary learning and reading comprehension in a series of 

researches (Carlisle, 2000; X. Chen, Hao, Geva, Zhu, & Shu, 2009; Ku & Anderson, 

2003; Kuo & Anderson, 2006; Nagy, Berninger, Abbott, Vaughan, & Vermeulen, 2003; 

Wang, Cheng, & Chen, 2006).  While decomposing the morphemes of words, such 

process provides lexical and semantic information for understanding the meaning of 

complex vocabulary and clues for memorizing these words structurally. Moreover, by 

the assistance of knowledge of morphological awareness knowledge increasing by 

ages, the learner can easily decompose the words and manipulate the morphemes for 

learning thewhen s/he encounters  new complex words (Anglin, Miller, & Wakefield, 

1993).  And the knowledge of morphological awareness shows the benefits on 

language learning.  

However, while unlocking the meaning of unfamiliar words encountering the 

unfamiliar vocabulary, most people usually tend to look up the word definition from 

dictionaries for memorizing words instead of using the morphological knowledge as 

the clues to memorize words, especially for the ESL learners.  Comparing with using 

the awareness of morphemes for vocabulary learning, these ESL learners prefer to 

directly look up the definitions in the dictionary or other online resources for 

acquiring the new words, in order to get the explicit information of words. 

Nevertheless, these learners only know the word definitions in the translated form of 

their native languages, like Chinese definition for example. Will such behavior help 

the vocabulary acquisition of those ESL learners?  Or will it offer more help for ESL 

learners’ vocabulary acquisition by offering the morphological information? The 

assumption here indicates whether the learners are aware of the components of a word, 

including the prefix and suffix, therefore the learner can understand the principles 

how those words are composed and make themselves more easily to memorize the 

meaning and spelling of words. For example, to learn the complex word 

“unchangeable,” learners can decompose it into the form “un-change-able” in order to 

understand the meanings of each morpheme represents separately, like “un” equals to 

“not,” and “able” equals to “capability.” Once the learner has such awareness, it will 

help them to easily understand similar words, like “unpredictable,” “unbelievable,” 

“unstoppable,” and so on. 

 

The purpose of this research is to investigate the difference of effects between 

using morphological glosses and using straight word definition on word learning and 

reading comprehension, to see if the glosses of morphological structure offer more 



helps for word learning while competing with the word definition which is often 

considered as the explicit information provider, especially for the ESL learner.  

Furthermore, this research will also investigate the effects of vocabulary maintenance 

between these two methods by holding the posttest to see in which way the learner 

can maintain their memory of new vocabulary after the instructions.   

 

Participants: 

Participants of this research, as the ESL learners of six years’ English learning 

experience at least, are all freshmen from the classes of general English of an urban 

university in Taiwan. Since all of them have the experience of English learning, it 

might be reasonable that all of them have already developed sort of degrees of 

morphological awareness during their process of learning English vocabulary.  

 

Design: 

The whole research will be separated into four sessions: instruction of prefix and 

suffix (instruction of morphology), pretest, immediate posttest, and delayed posttest. 

In the instruction of morphology session, the research will inform the participants of 

the general meaning of prefixes and suffixes, like the meanings of “un” and “able.”  

After the short instruction, all of the participants will be asked to finish a question 

sheet, which includes 10 pretest questions to define the degree of morphological 

awareness of each participant and 20 posttest questions.  These 20 questions can be 

defined as two types : “Chinese definition” and “Morphological decomposition,” and 

all of the 20 questions consist of these two types of questions.  Therefore, according 

to their scores on the pretest, all the participants will be divided into four groups as 

shown in Table 1.  One week after the immediate posttest, the delayed posttest will 

be held in order to examine how many words the participants can maintain from 

Chinese definition and morphological decomposition. 

 

Table 1 Participant groups 

 

Expected implication: 

From this research, we suggest that the morphological glosses provided will offer 

more concrete clues on word learning and vocabulary maintenance for learners than 

 Low morphological awareness High morphological awareness

Chinese 

definition 

Low MA with Chinese 

definition 

High MA with Chinese 

definition 

Morphological 

decomposition 

Low MA with morphological 

decomposition 

High MA with morphological 

decomposition 
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word definitions and these morphological clues of prefix and suffix will help the 

learner to understand more about the composition of complex words in the future and 

more easily maintain these words. Therefore, it is reasonable to place the 

morphological glosses, other than word definitions, into the reading materials to 

support readers’ reading comprehension. And hopefully we also provide more 

research evidences for the future studies of morphological awareness via this research. 
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Abstract 

The complex nature of urban schools requires urban school principals to have the ability 

to improve academic achievement, to work in challenging urban environments, and to struggle 

through the bureaucratic challenges of state and federal standards, rules, and regulations. The 

issue facing the educational community is whether to wait for federal and state organizations to 

create standards, rules, and regulations to appropriately support and to help school principals 

become outstanding principals; or whether educational communities should work in the present 

to actualize a future in which urban youth are provided school leadership so that youth can be 

successfully educated. 

The study examined leadership experiences of principals in the context of a school 

setting, by using the Bar-On EQ-i emotional-intelligence framework to collect data. The case 

study entailed a mixed-methods approach, with a concurrent triangulation strategy, using both 

quantitative and qualitative data. The researcher used a preexisting instrument called the Bar-On 

EQ-i and the demographic questionnaire as the two quantitative instruments. The open-ended 

interview protocol and the 5-day reflective journal were the two qualitative instruments used in 

the current study. 

Based on the quantitative and qualitative data results, the participants displayed high levels of 

awareness in each of the Bar-On EQ-i scales and subscales. The principals in the current study 
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foster relationships with students, teachers, district-office personnel, parents, and the community 

by adapting their leadership style. Seeing themselves as servants of schools, the principals use 

situational leadership to adapt and manage the constant changing and challenging school climate. 

Additionally, they use transformational leadership to develop, motivate, and support their school 

community. As principals motivate and support others, the researcher in the current study also 

found principals lack mentoring support. 
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Abstract  

 

This paper submission describes the cross‐disciplinary areas of education that exist within the urban 

community garden project designed to develop vocational readiness skills for young adults residing in 

the transitional housing program through a non‐profit social service agency.  This innovative pilot 

program uses a variety of learning goals and teaching methodology to help these at‐risk youth develop 

interpersonal relationships, self‐reliance and an in‐depth knowledge about growing food.  The young 

adults work together with a variety of community volunteers to grow fruits and vegetables to be sold at 

a community market stand.   Through this unique collaboration of non‐profit agencies, farmers, and 

volunteers, these young adults are empowered with a strong sense of self‐worth and knowledge about 

how they can make a contribution to their community. 

 



Young adults become part of the transitional housing program for a variety of reasons.  Before their 

entry in the program they share common characteristics of living on the margins of society and do not 

have a fixed residence.   They become part of the urban community garden voluntarily and commit to at 

least one month of work in the garden.  The community volunteers are from a variety of backgrounds 

and also commit to one month of service in the garden.  An AmeriCorps volunteer leads the group in 

structured lessons that range from soil preparation, harvesting, marketing, to food preparation.  Many 

of the young adults and volunteers chose to commit to more than one month and worked continuously 

throughout the growing and marketing season.  Interviews with the participants revealed that these 

individuals all reported significant learning experiences, strengthened relationships, and a sense of being 

more connected to their shared community. 
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Abstract 

The new literacies (media, social, and more) of today clearly impact the lives of our students and 
the field of education within which we teach.  Students who are multilingual (or emerging as so), 
masters at multitasking, and multimedia savvy demand that we examine our teaching 
methodologies and strive to meet their literacies needs through multiple modalities.  This 
presentation focuses upon the multidimensional nature of multimodal learning.  Specifically, the 
presenters examine the use of the DEEP (Dialogue, Exploration, Exposition, and Perception) 
conceptual framework encompassed by comprehensive, coherent, cross-disciplinary, and 
constructivist multimodal learning.  The presenters share their DEEP literacy practices and 
experiences with students, as well as select student projects that reflect the benefits and varieties 
of DEEP multimodal learning.  Specific processes within the practices are also discussed. 
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Abstract 

The study is a qualitative study that examines the models used by urban public high 
schools in the preparation of students for higher education and careers in agriculture. The 
study specifically examines various areas of the agricultural curriculum that are used in 
urban high schools as well as looks at socio-cultural factors that influence urban students’ 
career choices. The study was guided by two overarching research questions: 1. To what 
extent the curriculum used in urban schools reflect the various areas of study and careers 
in agriculture?  2. What are the socio-cultural factors that influence urban students’ career 
choices? The theoretical framework that was used in conducting this study is 



phenomenology which is one of the several types of approaches that are used in conducting 
qualitative inquiry. A phenomenological approach in this research examines the essence 
and meaning of the daily experiences of agricultural science students and teachers within 
urban high school settings. This study examines how these students and teachers view their 
experiences and how those experiences translate into their individual consciousness. 
Additionally, the Social Cognitive Career Theory (SCCT) is used to further explain the 
relationship between people and contextual variables are grounded in various stages of 
career development. 
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This paper draws on doctoral research that used the Productive Pedagogies 

framework with a group of final year preservice teachers at a teacher education college 

in Saudi Arabia. The study took place during both final semesters of the course and was 

conceptualised to consist of two phases. In phase 1, preservice teachers were introduced 

to the Productive Pedagogies framework in a unit on mathematics education. In phase 2, 

preservice teachers were observed during their field experience to determine their level 

of understanding and use of the framework. In particular, the discussion here 

concentrates on the first phase of the study and examines how the use of this framework 

has brought about obvious improvements to teaching practices. The paper describes 

teaching through the framework and teaching about it to pre-service teachers. It also 

provides some advice for teacher education programs in general.  
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Abstract 
 

     Students who drop out and not graduate from high school has been and still is an issue 

in many educational communities. In addition, there is concern about the number of high 

school students furthering their education after high school. With increased 

accountability for public school districts, school leaders are searching for ways to 

improve student success in high school. 

     A review of an early college high school’s journey indicated that these students in 

most areas compared, experienced academic success at higher levels than other students 

in the school district and in the state. The description of the journey includes the planning 

of the school, implementation of the plan, accountability data, recognitions, testimonies, 

and partnerships contributing to this initiative. This school’s success can serve as a 

resource to others planning or implementing an early college high school. 
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An Early College High School’s Journey and Students’ Success Story 
 
 

Introduction 
 
 
      The North Carolina New Schools Project in its publication A Vision For High Schools 

In North Carolina That Succeed For All Students, described the North Carolina 

Education Pipeline as “for every 100 ninth grade students: 60 students graduate from 

high school four years later, 41 students immediately enter college, 29 students are still 

enrolled in their second year, 19 students graduate with either an associate’s degree 

within three years or a bachelor’s degree within six years. 

       Although some progress has been made in improving secondary public school 

education, our high schools face many challenges. The number of students graduating 

from high school in a timely manner remains a concern. Lee and Burkam (2003, p.353) 

stated that “The most common explanations for dropping out focus on the personal 

characteristics of the individual student…”  Educators today are challenged in keeping 

students engaged in the learning process.  Brotherton (2003, p. 20) stated that “Many 

high school reform advocates believe that disadvantaged and low-income students aren’t 

being challenged enough academically during the last years of high school.” There is also 

concern about the number of high school students furthering their education after high 

school. With increased accountability for public school districts, school leaders are 

searching for ways to improve student success in high school. 

      Leaders in one school district in North Carolina were looking for additional options 

for a group of at-risk students entering high school. The district was Cumberland County  
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Schools located in Fayetteville, North Carolina. The size of the district was 53,162 

students of which 52.7 percent were on free or reduced lunch. The district at that time 

operated 87 schools. The student profile of the district was as follows: African-American 

(47.20%), Asian (.94%), Hispanic (7.23%), Native American (1.94%), White (36.78%), 

and Other (4.92%). Twenty-three percent of the student population was military 

connected. The district’s dropout rate was 2.52%. Compared to some other school 

districts’ in the state, a 2.52% dropout rate was not that bad, however, the educational 

leaders in the school district were not satisfied with loosing 1,339 students a year.  

      While concerned about the dropout and graduation rates, school district leaders also 

wanted to increase opportunities for underrepresented students to attend college. A 

different schooling experience was needed for some of the students in the school district. 

Rosenbaum and Becker (2011, p.14) asked “What if, instead of hoping poorly prepared 

students will catch up in college, we supported them in taking rigorous courses – even 

college-level courses – before they graduate from high school? “Dounay (2008, p. 2) 

stated that “Data to date suggest that students participating in early college high school 

programs achieve greater academic success than underserved students in traditional high 

school programs.” In 2004, North Carolina school district leaders were made of aware of 

an opportunity to apply for a grant to establish an early college high school beginning in 

the 2005-2006 school year. An early college high school appeared to be the new option 

the Cumberland County Schools would pursue. 
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Planning and Implementation 

 
      The concept of opening an early college high school began with the development of a 

New Schools Project Early College High School Planning Grant Application in 2004. 

The grant required a partnership between a public school district and an institution of 

higher education. The Cumberland County Schools and Fayetteville State University 

entered into a partnership to establish Cross Creek Early College High School (CCECHS) 

to be located on the campus of Fayetteville State University. The school district received 

the planning grant. This was followed with an application for an initial five year 

implementation grant which was also approved. Funding for CCECHS was provided by 

the North Carolina Learn and Earn Early College High School Initiative, the Bill & 

Melinda Gates Foundation, the North Carolina New Schools Project, North Carolina 

Department of Public Instruction, and the Cumberland County School Board of 

Education. An advisory board was formed which consisted of various stakeholders in the 

school district community. A development committee was formed to develop and execute 

the implementation plan. There were many items to consider during the implementation 

planning and execution. Meetings were held on an on-going basis as the concept of an 

early college high school transitioned into a reality. 

      In this school district-university partnership, the school district had the major 

responsibility for governance of the school. The principal reported to the school district 

Superintendent. The university had some governance authority because the school, 

administration, faculty, staff, and students were located on university property. One of the 

major tasks that had to be done early was to determine which institution was responsible  
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for what specifically. Although parameters were defined in the early stages of planning, 

as the school grew and situations became more complicated, governance discussions 

came up from time to time. A calendar waiver had to be requested to the state board of 

education and approved to align the early college school calendar with the university 

calendar instead of the school district calendar. 

    The mission of CCECHS was to provide a smaller academic environment that 

fostered growth and success to prepare students for their future by developing 

relationships, responsibility, and respect through relevant and rigorous coursework. One 

of the goals was to prepare all students college ready. CCECHS adopted five “R”s and 

defined them as follows: Relationships: Building a foundation that fosters growth, 

success, and accomplishments throughout life. Rigor: Incorporating high expectations for 

all students in all classes. Respect: Appreciating the similarities and differences between 

one’s self and others, and recognizing the importance of valuing one’s surroundings. 

Relevance: Linking classroom experiences to real world applications to enhance  

understanding. Responsibility: Taking ownership of one’s actions regardless of the 

consequences. CCECHS emphasized personal, academic, and social growth. 

      To accomplish the school’s mission, a major area in the development and 

implementation plan was the facilities. Now that the school had been approved, where 

would it be housed in a university that was already having space issues for its own faculty 

and staff? It was decided that the school would be housed centrally located on the 

Fayetteville State University’s campus in the College of Education located in the Butler 

Building. The print shop would be relocated and that area renovated to house the school’s  
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office area, computer lab, administrative offices, and one classroom space. Other 

university classroom space would be designated for the new early college high school. As 

the school grew additional space was needed for classrooms, science labs, records room, 

storage, meeting areas, workroom, administrative and staff offices. 

      CCECHS opened in August 2005 with a class of ninth grade students. Each year, 75 

ninth grade students were invited to attend school at CCECHS. Maximum enrollment 

was 300 students. The first year’s student application process generated 171 applications 

for 75 slots in the school. Each year afterwards, the number of applications increased for 

the annual 75 slots. Care was taken to limit the number of students selected from the 

existing 10 student attendance districts in the Cumberland County Schools. Very special 

attention was given to make sure the students selected were true to the intended targeted 

students who would be first generation college in their family, normally would not be 

considering going to college for various reasons, not successful in the traditional 

comprehensive high school but had the capacity to be successful with adequate support 

and quality teaching. The Associate Superintendent for Curriculum and Instruction met 

with the CCECHS Principal to review applications for acceptance prior to notification 

being sent to the student and parent to help ensure there was alignment with the mission 

of the school. 

      One of the first staffing tasks was to hire a principal so that the person would be a part 

of the detail planning for the school. This new school needed a very special administrator 

to lead it to excellence. Melinda Vickers, an experienced assistant principal was hired. 

After the principal was hired, the process began to recruit and hire the school’s first  
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faculty and staff. The bookkeeper and counselor were brought on board next. Teachers 

were hired in the spring of 2005. Due to the increased student enrollment and the issue of 

supervision, a ½ time assistant principal was allotted to the school in year three; and a full 

time assistant principal was allotted in year four. 

       Decisions were needed regarding who was responsible for the many facets of 

technology for CCECHS. After several meetings and discussions, responsibilities were 

divided between the school district and the university. In addition, issues related to e-rate, 

filtering, and internet security were resolved. The CCECHS students were allowed access 

to the university library and to the school district’s on-line library. This arrangement took 

care of concerns with meeting library collection accreditation standards. 

     A 4X4 hybrid schedule was utilized at CCECHS. The school hours were from 9:15 

a.m. to 4:15 p.m. In terms of the curriculum, all CCECHS students enrolled in high 

school honors coursework in English, math, science, and social studies. For many of the 

students, this was their first exposure to honors level work. The CCECHS typical 

curriculum included the following: A freshman would take eight high school courses with 

CCECHS teachers in CCECHS classrooms. A sophomore would take at least six high 

school courses with CCECHS teachers in CCECHS classrooms and up to six college 

hours with university professors in CCECHS classrooms. A junior would take at least 

four high school courses with CCECHS teachers in CCECHS classrooms and up to 22 

college hours with university professors in university classrooms. A senior would take at 

least one high school course with CCECHS teachers in CCECHS classrooms and up to  

 



                                                                                                                                              
 
 
Running head: AN EARLY COLLEGE HIGH SCHOOL’S JOURNEY                   9                        

 

 
32 college hours with university professors in university classrooms.  The student college 

course load would be based on the student’s ability to handle the special college courses. 

CCECHS students completed the 16 required courses for high school graduation on the 

University Prep pathway. In addition, elective classes at the high school level or 

university level were completed. Students could earn up to 60 credit hours of college 

credit. The CCECHS curriculum also included the Advancement Via Individual 

Determination (AVID) Program. AVID offered academic support for rigorous courses 

through study skills, organizational skills, college readiness skills, tutoring, and 

improving writing and critical thinking skills. AVID helped to prepare all students for 

college by design and not by chance. AVID was a school-wide program at CCECHS. 

Students enrolled in AVID all four years of their high school experience. That support 

was extremely important due to the mission of the school. Affective Development “R” 

Time was held for 20 minutes every day. Faculty utilized Using 7 Habits of Highly 

Effective Teens and What Type Am I (Meyers-Briggs) with the students. “R” Time 

focused on developing respect, self-esteem, social skills, responsibility, and most 

importantly relationships. 

      The school district paid the expenses for CCECHS student tuition for university 

courses and university textbooks. The school district purchased additional software that 

provided Credit Recovery for students to address some of their academic deficiencies.  

The school district also paid the expenses of implementing a school wide AVID program 

at CCECHS. The school picked up some of the other materials and supplies that students 

needed to be successful with the CCECHS program.  
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      The CCECHS administration and faculty were heavily involved in targeted and 

focused professional development activities. They participated in the North Carolina New 

Schools Project professional development activities as well as school district professional 

development activities. The district administration provided some flexibility to excuse 

CCECHS faculty from some of the school district professional development that was not 

as appropriate for them due to their unique mission. 

      Providing meals for the students posed several challenges for the implementation 

committee. The students previously had opportunities to each breakfast and lunch at 

school. CCECHS had no cafeteria, so where would the students eat? The first plan was 

for the students to eat in the university cafeteria. There were some issues: The university 

food contract with the vendor did not allow other food to be brought into the cafeteria. 

This was a problem for students who normally brought their lunch from home. It was 

suggested that these students could eat in the classroom, but that was not approved for 

sanitation reasons. A large number of the CCECHS students previously were on free or 

reduced lunch, which was not included in the university’s food contract because that was 

not an issue for college students. The CCECHS students could not afford to pay the full 

price of the university meals. The district could not afford to loose funding from various 

sources that were allocated based on the free and reduced lunch count.  Resolution could 

not be reached prior to school opening in August 2005, so another plan had to be 

developed. 

      The second plan was for the students to eat in a large meeting room with food  
 
transported in from a nearby high school. There were some issues in terms of meeting  
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health department regulations, but they were satisfactory resolved and the students had 

meals in a conference room in another building for the first year of the school’s 

operation. Year two had issues also. The number of students doubled and the space was 

now too small, and the university needed the space for their use. Discussions were still 

going on with the food vendor regarding the use of the cafeteria but there was no 

resolution for year two. The university Chancellor made provision for the students to use 

the Chancellor’s Dining Hall for their meals for year two. By year three, the issues with 

the university food contract were resolved with an amended contract. The students were 

permitted to eat in the cafeteria, and special free and reduced meals were prepared for the 

CCECHS students. 

      Because students were coming from across the school district, transportation 

decisions had to be made before the recruitment of students began. Due to the 

geographical size of the school district, it was not financially feasible to provide 

transportation to and from all attendance areas. A more reasonable plan was to provide 

transportation in the immediate attendance areas around the university, and then operate 

transportation hubs in other areas of the county. Students able to get to a hub could then 

ride the school bus to the university. Some of the inner city students could ride the city 

transit buses to and from school. On a busy university campus with limited space for 

parking and loading, the yellow school bus arrival, loading, and departure had to be 

worked out. The school district’s transportation and safety staffs met with the university’s 

police and safety staffs to develop a safe and workable solution to the school bus on  
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campus situation. As the school grew and the students became old enough to drive, many 

students drove to school. 

      The CCECHS administration, faculty, and staff worked together to foster positive 

home-school communications. Communications were verbal, written, automated 

ConnectEd, online, and face to face. Open houses and parent meetings were held. In 

addition, parents could view online their child’s grades and attendance each week. The 

faculty updated this information each Wednesday. Parents were invited to the school to 

participate in AVID activities to encourage and support their child’s study habits and 

their child going to college. Assistance was provided to parents in completing their 

child’s college applications and financial aid forms. In addition, the university Chancellor 

worked out an arrangement with the university campus police regarding ticketing parents 

when they came to pick up their child from school in the afternoons. 

      Issues surfaced when some CCECHS students had problems academically or were 

skipping university classes. The administration, faculty, and staff provided follow-up 

with the appropriate individuals to help eliminate or reduce the academic or behavioral 

issues. Student attendance and performance were monitored for the university classes and 

students were counseled regarding these matters. Additional support measures were 

provided to help students with academic issues.  

       Special efforts were made to make students and their parents/guardians aware that 

university dormitories and other identified areas of the campus were off limits to 

CCECHS students, and if found guilty of violating these rules the students would not be 

able to remain at CCECHS. The administration, faculty, and staff worked with students  
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and their parents/guardians to communicate the school rules, the school district rules, and 

the university rules as well as the consequences of violating these rules. 

       Students were involved in the decisions to establish school student organizations. 

Based on student interest, the following student organizations were established at 

CCECHS: Student Government Association, Science Club, Yearbook Club, Gentlemen 

Of Distinction, Saturday Extra Writers, and Shades of Image. Athletics were not included 

in the program for CCECHS. However, students could participate in athletics at their 

home school. The daily school schedule complicated athletic participation. Where 

conflicts presented themselves, the student and his/her parent/guardian had to make a 

choice regarding participation in athletics. CCECHS students could attend some of the 

university athletic events that were authorized by the school and university. 

Accountability Data 
 
      CCECHS faculty and administration completed the North Carolina New Schools 

Project Annual Self-Assessments. In addition, the administration, faculty, students, 

school district administration, school board of education members, university 

administration, and parents participated in the intensive North Carolina New Schools 

Project School Quality Review conducted by Cambridge Education, LLC. As other North 

Carolina public schools, CCECHS participated in the required state assessments each 

school year.      

      A review of the North Carolina 2005-2006 End Of Course Tests indicated a trend in 

which the CCECHS students scored higher than both the school district and the state on 

all End Of Course (EOC) Tests in which they participated. As shown in Table 1, the  
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percentages of CCECHS students at or above grade level are indicated by EOC Test. In 

the area of English I, CCECHS had 12.8% more students than the school district 

percentage and 12.2% more students than the state percentage scoring at or above grade 

level. There were 21.5% more CCECHS students than the school district percentage and 

12.4% more than the state percentage of students scoring at or above grade level in 

Algebra I. In the area of Geometry, CCECHS had 36.4% more students than the school 

district percentage and 26.2% more students than the state percentage scoring at or above 

grade level. There were 29.2% more CCECHS students than the school district 

percentage and 25.0% more than the state percentage of students scoring at or above 

grade level in Civics and Economics. 

 
Table 1 
 
Percentage of Students At or Above Grade Level 
________________________________________________________________________ 
 

School Year 2005-2006 
                                      _____________________________________________________ 
 
End Of Course Test  School   District  State 
________________________________________________________________________ 
 
English I                >95.0      82.2    82.8 
 
Algebra I     >95.0      73.5    82.6 
 
Geometry     >95.0      58.6    68.8 
 
Civics & Economics      85.1      55.9    60.1 
________________________________________________________________________ 
Note: Source is North Carolina Department of Public Instruction. (2006). 2005-2006 NC 
School Report Cards. Retrieved from http://www.ncreportcards.org. In any group where 
the percentage of students at a grade level is greater than 95% or less than 5%, the actual  
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values may not be displayed because of federal privacy regulations. In these cases, the 
results will be shown as >95% or <5% for the group. 
 
      The 2005-2006 EOC Tests also indicated a trend in which CCECHS students had a 

higher percentage of students passing than the school district and the state in each 

subgroup tested. Table 2 indicates the percentages of CCECHS students passing by 

subgroups tested. In the group All Students, CCECHS had 28.2% more students than the 

school district percentage and 22.3% more students than the state percentage with passing  

scores. There were 28.5% more CCECHS students than the school district percentage and 

22.4% more than the state percentage of students with passing scores in subgroup Male. 

In the subgroup Female, CCECHS had 27.9% more students than the school district 

percentage and 22.2% more students than the state percentage with passing scores. There 

were 36.8% more CCECHS students than the school district percentage and 38.9% more 

than the state percentage of students with passing scores in subgroup Black. In the 

subgroup White, CCECHS had 17.1% more students than the school district percentage 

and 13.8% more students than the state percentage with passing scores. There were 

29.1% more CCECHS students than the school district percentage and 34.9% more than 

the state percentage of students with passing scores in subgroup Hispanic. In the 

subgroup Multi-Racial, CCECHS had 22.2% more students than the school district 

percentage and 18.4% more students than the state percentage with passing scores. There 

were 36.2% more CCECHS students than the school district percentage and 34.7% more 

than the state percentage of students with passing scores in subgroup Economically 

Disadvantaged. In the subgroup Not Economically Disadvantaged, CCECHS had 23.1% 

more students than the school district percentage and 16.9% more students than the state  
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percentage with passing scores. There were 63.7% more CCECHS students than the 

school district percentage and 49.4% more than the state percentage of students with 

passing scores in subgroup Students with Disabilities. 

 
Table 2 
 
End Of Course Tests Group Percentage of Passing Scores 
________________________________________________________________________ 
 

School Year 2005-2006 
                                      _____________________________________________________ 
 
End Of Course Test  School   District  State 
________________________________________________________________________ 
 
All Students     94.1      65.9    71.8 
 
Male    >95.0      66.5    72.6 
 
Female        93.3     65.4    71.1  
 
Black      91.8     55.0    52.9 
 
White    >95.0      77.9    81.2 
 
Hispanic   >95.0     65.9    60.1 
 
Multi-Racial     93.8     71.6    75.4 
 
Economically Disadvantaged   92.6     56.4    57.9 
 
Not Economically  
Disadvantaged   >95.0     71.9    78.1 
 
Students with Disabilities       >95.0     31.3    45.6 
_______________________________________________________________________ 
Note: Source is North Carolina Department of Public Instruction. (2006). 2005-2006 NC 
School Report Cards. Retrieved from http://www.ncreportcards.org. In any group where 
the percentage of students at a grade level is greater than 95% or less than 5%, the actual 
values may not be displayed because of federal privacy regulations. In these cases, the 
results will be shown as >95% or <5% for the group. 
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      A review of the 2006-2007 EOC Tests indicated a trend in which the CCECHS 

students scored higher than both the school district and the state on all, except 1, EOC 

Tests in which they participated. As shown in Table 3, the percentages of CCECHS 

students at or above grade level are indicated by EOC Test. In the area of English I, 

CCECHS had 13.0% more students than the school district percentage and 13.0% more 

students than the state percentage scoring at or above grade level. There were 7.0% more 

CCECHS students than the school district percentage and 5.0% less than the state 

percentage of students scoring at or above grade level in Algebra I. In the area of Algebra 

II, CCECHS had 28.0% more students than the school district percentage and 26.0% 

more students than the state percentage scoring at or above grade level. There were 

11.0% more CCECHS students than the school district percentage and 6.0% more than 

the state percentage of students scoring at or above grade level in Geometry. In the area 

of Civics and Economics, CCECHS had 17.0% more students than the school district 

percentage and 13.0% more students than the state percentage scoring at or above grade 

level. There were 17.0% more CCECHS students than the school district percentage and 

10.0% more than the state percentage of students scoring at or above grade level in U.S. 

History. 

 
Table 3 
 
Percentage of Students At or Above Grade Level 
________________________________________________________________________ 
 

School Year 2006-2007 
                                      _____________________________________________________ 
 
End Of Course Test  School   District  State 
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________________________________________________________________________ 
 
English I                  85.0      72.0    72.0 
 
 
Algebra I       62.0      55.0    67.0 
 
Algebra II       91.0      63.0    65.0 
 
Geometry       69.0      58.0    63.0 
 
Civics & Economics      79.0      62.0    66.0 
 
U.S. History       75.0      58.0    65.0  
_______________________________________________________________________ 
Note: Source is North Carolina Department of Public Instruction. (2007). 2006-2007 NC 
School Report Cards. Retrieved from http://www.ncreportcards.org. In any group where 
the percentage of students at a grade level is greater than 95% or less than 5%, the actual 
values may not be displayed because of federal privacy regulations. In these cases, the 
results will be shown as >95% or <5% for the group. 
 
      The 2006-2007 EOC Tests also indicated a trend in which CCECHS students had a 

higher percentage of students passing than the school district and the state in each 

subgroup tested. Table 4 indicates the percentages of CCECHS students passing by 

subgroups tested. In the group All Students, CCECHS had 16.2% more students than the 

school district percentage and 10.6% more students than the state percentage with passing 

scores. There were 25.2% more CCECHS students than the school district percentage and 

19.4% more than the state percentage of students with passing scores in subgroup Male. 

In the subgroup Female, CCECHS had 11.1% more students than the school district 

percentage and 5.8% more students than the state percentage with passing scores. There 

were 25.3% more CCECHS students than the school district percentage and 28.4% more 

than the state percentage of students with passing scores in subgroup Black. In the 

subgroup White, CCECHS had 20.1% more students than the school district percentage  
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and 17.8% more students than the state percentage with passing scores. There were 7.3% 

more CCECHS students than the school district percentage and 14.0% more than the state 

percentage of students with passing scores in subgroup Hispanic. In the subgroup Multi-

Racial, CCECHS had 4.9% more students than the school district percentage and 2.2% 

more students than the state percentage with passing scores. There were 26.3% more 

CCECHS students than the school district percentage and 25.8% more than the state 

percentage of students with passing scores in subgroup Economically Disadvantaged. In 

the subgroup Not Economically Disadvantaged, CCECHS had 9.6% more students than 

the school district percentage and 4.2% more students than the state percentage with 

passing scores. There were 50.2% more CCECHS students than the school district 

percentage and 41.8% more than the state percentage of students with passing scores in 

subgroup Students with Disabilities. 

Table 4 
 
End Of Course Tests Group Percentage of Passing Scores 
________________________________________________________________________ 
 

School Year 2006-2007 
                                      _____________________________________________________ 
 
End Of Course Test  School   District  State 
________________________________________________________________________ 
 
All Students     77.0      60.8    66.4 
 
Male      86.2      61.0    66.8 
 
Female        71.9      60.8    66.1  
 
Black      74.1      48.8    45.7 
 
White      94.8       74.7    77.0 
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Hispanic     69.0      61.3    55.0 
 
Multi-Racial     71.8      66.9    69.6 
 
Economically Disadvantaged   76.5      50.2    50.7 
 
Not Economically  
Disadvantaged     78.0      68.4    73.8 
 
Students with Disabilities         80.0      29.8    38.2 
_______________________________________________________________________ 
Note: Source is North Carolina Department of Public Instruction. (2007). 2006-2007 NC 
School Report Cards. Retrieved from http://www.ncreportcards.org. In any group where 
the percentage of students at a grade level is greater than 95% or less than 5%, the actual 
values may not be displayed because of federal privacy regulations. In these cases, the 
results will be shown as >95% or <5% for the group. 
 
      A review of the 2007-2008 EOC Tests indicated a trend in which the CCECHS 

students scored higher than both the school district and the state on all EOC Tests in 

which they participated. As shown in Table 5, the percentages of CCECHS students at or 

above grade level are indicated by EOC Test. In the area of English I, CCECHS had 

17.8% more students than the school district percentage and 18.4% more students than 

the state percentage scoring at or above grade level. There were 17.1% more CCECHS  

students than the school district percentage and 5.0% more than the state percentage of 

students scoring at or above grade level in Algebra I. In the area of Algebra II, CCECHS 

had 17.2% more students than the school district percentage and 12.3% more students 

than the state percentage scoring at or above grade level. There were 11.9% more 

CCECHS students than the school district percentage and 5.3% more than the state 

percentage of students scoring at or above grade level in Geometry. In the area of 

Biology, CCECHS had 23.5% more students than the school district percentage and 

17.9% more students than the state percentage scoring at or above grade level. There  
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were 11.6% more CCECHS students than the school district percentage and 9.6% more 

than the state percentage of students scoring at or above grade level in Chemistry. In the 

area of Civics and Economics, CCECHS had 21.9% more students than the school 

district percentage and 19.8% more students than the state percentage scoring at or above 

grade level. There were 26.2% more CCECHS students than the school district 

percentage and 20.6% more than the state percentage of students scoring at or above 

grade level in U.S. History. 

 
Table 5 
 
Percentage of Students At or Above Grade Level 
________________________________________________________________________ 
 

School Year 2007-2008 
                                      _____________________________________________________ 
 
End Of Course Test  School   District  State 
________________________________________________________________________ 
 
English I                  91.5      73.7    73.1 
 
Algebra I       74.0      56.9    69.0 
 
Algebra II       79.5      62.3    67.2 
 
Geometry       73.2      61.3    67.9 
 
Biology       85.9      62.4    68.0 
 
Chemistry       81.4      69.8    71.8 
 
Civics & Economics      88.3      66.4    68.5 
 
U.S. History       87.1      60.9    66.5  
_______________________________________________________________________ 
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Note: Source is North Carolina Department of Public Instruction. (2008). 2007-2008 NC 
School Report Cards. Retrieved from http://www.ncreportcards.org. In any group where 
the percentage of students at a grade level is greater than 95% or less than 5%, the actual 
values may not be displayed because of federal privacy regulations. In these cases, the 
results will be shown as >95% or <5% for the group. 
 
      The 2007-2008 EOC Tests also indicated a trend in which CCECHS students had a 

higher percentage of students passing than the school district and the state in each 

subgroup tested. Table 6 indicates the percentages of CCECHS students passing by 

subgroups tested. In the group All Students, CCECHS had 20.2% more students than the 

school district percentage and 14.9% more students than the state percentage with passing 

scores. There were 24.3% more CCECHS students than the school district percentage and 

19.6% more than the state percentage of students with passing scores in subgroup Male. 

In the subgroup Female, CCECHS had 18.5% more students than the school district 

percentage and 12.5% more students than the state percentage with passing scores. There 

were 30.5% more CCECHS students than the school district percentage and 32.7% more 

than the state percentage of students with passing scores in subgroup Black. In the 

subgroup White, CCECHS had 12.0% more students than the school district percentage 

and 10.8% more students than the state percentage with passing scores. There were 

30.6% more CCECHS students than the school district percentage and 35.9% more than 

the state percentage of students with passing scores in subgroup Hispanic. In the 

subgroup Multi-Racial, CCECHS had 11.5% more students than the school district 

percentage and 10.2% more students than the state percentage with passing scores. There 

were 28.0% more CCECHS students than the school district percentage and 25.8% more 

than the state percentage of students with passing scores in subgroup Economically  
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Disadvantaged. In the subgroup Not Economically Disadvantaged, CCECHS had 18.8% 

more students than the school district percentage and 14.3% more students than the state 

percentage with passing scores. There were 62.3% more CCECHS students than the 

school district percentage and 51.4% more than the state percentage of students with 

passing scores in subgroup Students with Disabilities. 

Table 6 
 
End Of Course Tests Group Percentage of Passing Scores 
________________________________________________________________________ 
 

School Year 2007-2008 
                                      _____________________________________________________ 
 
End Of Course Test  School   District  State 
________________________________________________________________________ 
 
All Students     83.3      63.1    68.4 
 
 
Male      88.4      64.1    68.8 
 
Female        80.7      62.2    68.2  
 
Black      81.3      50.8    48.6 
 
White      89.3       77.3    78.5 
 
Hispanic              >95.0      64.4    59.1 
 
Multi-Racial     82.1      70.6    71.9 
 
Economically Disadvantaged   79.4      51.4    53.6 
 
Not Economically  
Disadvantaged     90.3      71.5    76.0 
 
Students with Disabilities         90.9      28.6    39.5 
_______________________________________________________________________ 
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Note: Source is North Carolina Department of Public Instruction. (2008). 2007-2008 NC 
School Report Cards. Retrieved from http://www.ncreportcards.org. In any group where 
the percentage of students at a grade level is greater than 95% or less than 5%, the actual 
values may not be displayed because of federal privacy regulations. In these cases, the 
results will be shown as >95% or <5% for the group. 
 
      A review of the 2008-2009 EOC Tests indicated a trend in which the CCECHS 

students scored higher than both the school district and the state on all, except two, EOC 

Tests in which they participated. As shown in Table 7, the percentages of CCECHS 

students at or above grade level are indicated by EOC Test. In the area of English I, 

CCECHS had 21.3% more students than the school district percentage and 21.2% more 

students than the state percentage scoring at or above grade level. There were 20.5% 

more CCECHS students than the school district percentage and 10.7% more than the state 

percentage of students scoring at or above grade level in Algebra I. In the area of Algebra 

II, CCECHS had 17.3% more students than the school district percentage and 10.4% 

more students than the state percentage scoring at or above grade level. There were 7.7% 

more CCECHS students than the school district percentage and 2.5% less than the state 

percentage of students scoring at or above grade level in Geometry. In the area of 

Biology, CCECHS had 26.8% more students than the school district percentage and 

22.3% more students than the state percentage scoring at or above grade level. There 

were 1.8% more CCECHS students than the school district percentage and 4.4% less than 

the state percentage of students scoring at or above grade level in Chemistry. In the area 

of Civics and Economics, CCECHS had 19.5% more students than the school district 

percentage and 16.3% more students than the state percentage scoring at or above grade 

level. There were 16.2% more CCECHS students than the school district percentage and  
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13.6% more than the state percentage of students scoring at or above grade level in U.S. 

History. 

Table 7 
 
Percentage of Students At or Above Grade Level 
________________________________________________________________________ 
 

School Year 2008-2009 
                                      _____________________________________________________ 
 
End Of Course Test  School   District  State 
________________________________________________________________________ 
 
English I                >95.0      73.7    73.8 
 
Algebra I       78.4      57.9    67.7 
 
Algebra II       83.3      66.0    72.9 
 
Geometry       70.8      63.1    73.3 
 
Biology       93.5      66.7    71.2 
 
Chemistry       73.3      71.5    77.7 
 
Civics & Economics      87.7      68.2    71.4 
 
U.S. History       84.8      68.6    71.2  
_______________________________________________________________________ 
Note: Source is North Carolina Department of Public Instruction. (2009). 2008-2009 NC 
School Report Cards. Retrieved from http://www.ncreportcards.org. In any group where 
the percentage of students at a grade level is greater than 95% or less than 5%, the actual 
values may not be displayed because of federal privacy regulations. In these cases, the 
results will be shown as >95% or <5% for the group. 
 
      The 2008-2009 EOC Tests also indicated a trend in which CCECHS students had a 

higher percentage of students passing than the school district and the state in each 

subgroup tested. Table 8 indicates the percentages of CCECHS students passing by 

subgroups tested. In the group All Students, CCECHS had 16.8% more students than the  
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school district percentage and 11.9% more students than the state percentage with passing 

scores. There were 18.9% more CCECHS students than the school district percentage and 

14.3% more than the state percentage of students with passing scores in subgroup Male. 

In the subgroup Female, CCECHS had 16.1% more students than the school district  

percentage and 10.7% more students than the state percentage with passing scores. There 

were 23.6% more CCECHS students than the school district percentage and 26.1% more 

than the state percentage of students with passing scores in subgroup Black. In the 

subgroup White, CCECHS had 22.5% more students than the school district percentage 

and 12.0% more students than the state percentage with passing scores. There were 

26.4% more CCECHS students than the school district percentage and 31.4% more than 

the state percentage of students with passing scores in subgroup Hispanic. In the 

subgroup Multi-Racial, CCECHS had 20.1% more students than the school district 

percentage and 15.7% more students than the state percentage with passing scores. There 

were 23.8% more CCECHS students than the school district percentage and 22.1% more 

than the state percentage of students with passing scores in subgroup Economically 

Disadvantaged. In the subgroup Not Economically Disadvantaged, CCECHS had 14.0% 

more students than the school district percentage and 9.2% more students than the state 

percentage with passing scores.  

Table 8  
 
End Of Course Tests Group Percentage of Passing Scores 
________________________________________________________________________ 
 

School Year 2008-2009 
                                      _____________________________________________________ 
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End Of Course Test  School   District  State 
________________________________________________________________________ 
 
All Students     83.3      66.5    71.4 
 
Male      85.9      67.0    71.6 
 
Female        82.0      65.9    71.3  
 
Black      79.3      55.7    53.2 
 
White      93.0       70.5    81.0 
 
Hispanic              >95.0      68.6    63.6 
 
Multi-Racial     89.7      69.6    74.0 
 
Economically Disadvantaged   80.1      56.3    58.0 
 
Not Economically  
Disadvantaged     88.3      74.3    79.1 
_______________________________________________________________________ 
Note: Source is North Carolina Department of Public Instruction. (2009). 2008-2009 NC 
School Report Cards. Retrieved from http://www.ncreportcards.org. In any group where  
the percentage of students at a grade level is greater than 95% or less than 5%, the actual 
values may not be displayed because of federal privacy regulations. In these cases, the 
results will be shown as >95% or <5% for the group. 
  
      A review of the 2009-2010 EOC Tests indicated a trend in which the CCECHS 

students scored higher than both the school district and the state on all EOC Tests in 

which they participated. As shown in Table 9, the percentages of CCECHS students at or 

above grade level are indicated by EOC Test. In the area of English I, CCECHS had 

12.4% more students than the school district percentage and 12.6% more students than 

the state percentage scoring at or above grade level. There were 19.9% more CCECHS 

students than the school district percentage and 17.2% more than the state percentage of 

students scoring at or above grade level in Algebra I. In the area of Algebra II, CCECHS  
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had 1.0% more students than the school district percentage and 1.9% more students than 

the state percentage scoring at or above grade level. There were 15.5% more CCECHS 

students than the school district percentage and 11.5% more than the state percentage of 

students scoring at or above grade level in Geometry. In the area of Biology, CCECHS 

had 15.4% more students than the school district percentage and 13.8% more students 

than the state percentage scoring at or above grade level. There were 10.0% more 

CCECHS students than the school district percentage and 13.6% more than the state 

percentage of students scoring at or above grade level in Physical Science. In the area of 

Civics and Economics, CCECHS had 12.9% more students than the school district 

percentage and 14.4% more students than the state percentage scoring at or above grade 

level. There were 9.5% more CCECHS students than the school district percentage and 

12.4% more than the state percentage of students scoring at or above grade level in U.S. 

History. 

Table 9 
 
Percentage of Students At or Above Grade Level 
________________________________________________________________________ 
 

School Year 2009-2010 
                                      _____________________________________________________ 
 
End Of Course Test  School   District  State 
________________________________________________________________________ 
 
English I                >95.0      82.6    82.4 
 
Algebra I     >95.0      75.1    77.8 
 
 
Algebra II       86.8      85.8    84.9 
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Geometry       93.8      78.3    82.3 
 
Biology     >95.0      79.6    81.2 
 
Physical Science      90.0      80.0    76.4 
 
Civics & Economics      93.1      80.2    78.7 
 
U.S. History       94.0      84.5    81.6  
_______________________________________________________________________ 
Note: Source is North Carolina Department of Public Instruction. (2010). 2009-2010 NC 
School Report Cards. Retrieved from http://www.ncreportcards.org. In any group where 
the percentage of students at a grade level is greater than 95% or less than 5%, the actual 
values may not be displayed because of federal privacy regulations. In these cases, the 
results will be shown as >95% or <5% for the group. 
 
      The 2009-2010 EOC Tests also indicated a trend in which CCECHS students had a 

higher percentage of students passing than the school district and the state in each 

subgroup tested. Table 10 indicates the percentages of CCECHS students passing by 

subgroups tested. In the group All Students, CCECHS had 13.2% more students than the 

school district percentage and 13.0% more students than the state percentage with passing 

scores. There were 15.7% more CCECHS students than the school district percentage and 

14.9% more than the state percentage of students with passing scores in subgroup Male. 

In the subgroup Female, CCECHS had 11.2% more students than the school district 

percentage and 11.5% more students than the state percentage with passing scores. There 

were 19.1% more CCECHS students than the school district percentage and 25.2% more 

than the state percentage of students with passing scores in subgroup Black. In the 

subgroup White, CCECHS had 5.8% more students than the school district percentage 

and 6.5% more students than the state percentage with passing scores. There were 11.9% 

more CCECHS students than the school district percentage and 20.0% more than the state  
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percentage of students with passing scores in subgroup Hispanic. In the subgroup Multi-

Racial, CCECHS had 9.1% more students than the school district percentage and 11.7% 

more students than the state percentage with passing scores. There were 19.5% more 

CCECHS students than the school district percentage and 21.8% more than the state 

percentage of students with passing scores in subgroup Economically Disadvantaged. In 

the subgroup Not Economically Disadvantaged, CCECHS had 8.1% more students than 

the school district percentage and 7.1% more students than the state percentage with 

passing scores. There were 29.7% more CCECHS students than the school district 

percentage and 27.5% more than the state percentage of students with passing scores in 

subgroup Limited English Proficient. In the subgroup Students with Disabilities, 

CCECHS had 46.6% more students than the school district percentage and 40.1% more 

students than the state percentage with passing scores. 

Table 10 
 
End Of Course Tests Group Percentage of Passing Scores 
________________________________________________________________________ 
 

School Year 2009-2010 
                                      _____________________________________________________ 
 
End Of Course Test  School   District  State 
________________________________________________________________________ 
 
All Students     93.7      80.5    80.7 
 
Male               >95.0      79.3    80.1 
 
Female        92.8      81.6    81.3  
 
Black      92.2      73.1    67.0 
 
White    >95.0       89.2    88.5 
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Hispanic                94.1      82.2    74.1 
 
Multi-Racial     95.0      85.9    83.3 
 
Economically Disadvantaged   92.7      73.2    70.9 
 
Not Economically  
Disadvantaged   >95.0      86.9    87.9 
 
Limited English Proficient   83.3      53.6    55.8 
 
Students with Disabilities       >95.0      48.4    54.9 
_______________________________________________________________________ 
Note: Source is North Carolina Department of Public Instruction. (2009). 2008-2009 NC 
School Report Cards. Retrieved from http://www.ncreportcards.org. In any group where 
the percentage of students at a grade level is greater than 95% or less than 5%, the actual 
values may not be displayed because of federal privacy regulations. In these cases, the 
results will be shown as >95% or <5% for the group. 
 
      State accountability for student attendance was based on the average percentage of 

students who attended school daily. A review of the data from North Carolina 

Department of Public Instruction. (2009). 2008-2009 NC School Report Cards. Retrieved 

from http://www.ncreportcards.org indicated a five-year trend in which CCECHS had  

higher student attendance than the school district and the state. From school year 2005-

2006 to 2009-2010, the state maintained a student attendance rate of 95 for all five years. 

During this same span of years, the school district maintained a student attendance rate of 

95 for four years and dropped one point to 94 during the 2009-2010 school year. 

CCECHS maintained a student attendance rate of 96 for school years 2005-2006 and 

2007-2008. The attendance rate for CCECHS increased to 97 during the 2006-2007, 

2008-2009, and 2009–2010 school years. 

      The first cohort of CCECHS students graduated in the May 2009. A review of the 

data from North Carolina Department of Public Instruction. (2009, 2010). 2008-2009 and  
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2009-2010 NC School Report Cards. Retrieved from http://www.ncreportcards.org 

indicated that the first cohort, >95%, exceeded the graduation rate of the school district, 

73.2%, and the state rate, 71.7%. The second CCECHS cohort, >95%,  graduated in May 

2010 exceeding the school district’s graduation rate, 75.1%, and the state rate, 74.2%. 

The state accountability for cohort graduation rate was based on the cohort percentage of 

who graduated with a regular diploma in four years or less. In any group where the 

percentage of students at a grade level is greater than 95% or less than 5%, the actual 

values may not be displayed because of federal privacy regulations. In these cases, the 

results will be shown as >95% or <5% for the group. 

        A review of the data from North Carolina Department of Public Instruction (2006, 

2007, 2008, 2009, 2010), 2005-2006, 2006-2007, 2007-2008, 2008-2009 and 2009-2010 

NC School Report Cards retrieved from http://www.ncreportcards.org, indicated that 

CCECHS met Adequate Yearly Progress (AYP) each year from 2006-2007 to 2009-2010, 

meeting all targets. 

     The state report card data also provided data regarding school safety. During 2005-

2006, there were no acts of crime or violence, 20 short term suspensions, no long term 

suspensions, and no expulsions. During 2006-2007, there were no acts of crime or 

violence, 15 short term suspensions, no long term suspensions, and no expulsions. During 

2007-2008, there were two acts of crime or violence, 11 short term suspensions, no long 

term suspensions, and no expulsions. During 2008-2009, there was one act of crime or 

violence, 15 short term suspensions, no long term suspensions, and no expulsions. During  
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2009-2010, there were two acts of crime or violence, five short term suspensions, no long 

term suspensions, and no expulsions.  

 
Testimonials and Recognitions 

 
“In (teacher’s) class we always work to our fullest potential, because (teacher) pushes us 

so hard!!! In AVID we learn how to become better students by learning new and helpful 

study skills. (Teacher) always makes sure that we have all our class work done on top of 

all the Buckle Down work we do.” 

                                                                     CCECHS Student (Vickers (ed), 2006, p.18) 
 
“In Earth Science Honors, we got our first induction into high school science. (Teacher) 

did a fantastic job of teaching us about the earth, its systems and cycles, and the 

interactions between those systems. We did lots of labs under his careful direction. We 

got to use the Vernier equipment to measure light, sound waves, temperature, and more! 

Every day in Earth Science was an adventure for all of us. Clearly, we are well prepared 

for the science classes to come.” 

                                                                     CCECHS Student (Vickers (ed), 2006, p.22) 
 
“(Teacher) has pushed our Algebra I and Geometry Honors students forward to success. 

(Teacher) has thoroughly prepared us for the EOCs… Despite all our kicking and 

screaming, we are grateful that we will be prepared for lots more math to come!” 

                                                                      CCECHS Student (Vickers (ed), 2006, p.24) 
 
“Both World History and Civics would have been the two most boring classes in school 

if we didn’t have the quirky and wonderful (teacher) to kick it up a notch. With  
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(teacher’s) enthusiasm and creative teaching styles, (teacher) has made World History 

and Civics two of the best classes at Cross Creek.” 

                                                                     CCECHS Student (Vickers (ed), 2006, p.26) 
 
“I realized what good teachers are. They show you. They make things real. They’re there 

when you need them, and they let you know they’ll be there for you.” 

            CCECHS Student (North Carolina New Schools Project. (2009, May 15, pp. 1-2).  

            Retrieved from http://www.newschoolsproject.org/ news/article/first-graduates- 

            of-early-colleges blazing-trails-for-innovation.  

                                                                      
     On March 13, 2006, the North Carolina Governor visited CCECHS. The local 

newspaper, The Fayetteville Observer, attended the Governor’s press conference at the 

school. The March 14, 2006 story headline in The Fayetteville Observer stated “Easley 

praises early college”. The following quotes from the Governor were included in the 

article: “Cross Creek shows students that college does not have to be intimidating”, 

“Cross Creek is emblematic of one of the very best Learn and Earn schools”, and “This is 

one of the best kept secrets in America, really, not just in North Carolina.” 

        CCECHS was recognized by the North Carolina Department of Public Instruction in 

2005-2006 and 2009-2010 as a North Carolina School of Excellence with at least 90% of 

the students at grade level. The school was also recognized as a North Carolina School of 

Distinction in 2007-2008 and 2008-2009 with 80% to 90% of the students at grade level. 

In addition, the school’s designation for 2006-2007 was School of Progress, Expected 

Growth. School designations can be found at North Carolina Department of Public 

Instruction. NC School Report Cards. Retrieved from http://www.ncreportcards.org. 



                                                                                                                                              
 
 
Running head: AN EARLY COLLEGE HIGH SCHOOL’S JOURNEY                   35                        

 

       
      The Cumberland County School Board was awarded the 2008 National Magna 

Award by the American School Board Association for its leadership and support for 

CCECHS in making college accessible to all.  

      The North Carolina Governor on April 10, 2008 presented the inaugural Innovator 

Award to CCECHS in recognition of its success preparing all students for college, careers 

and life. The April 10, 2008 press release from the Office of the Governors stated “Cross 

Creek Early College High School is a perfect example of what the Learn and Earn  

initiative is all about,... Cross Creek students are staying in school, making better grades 

and will graduate more prepared to meet the demands of college and career in the 21st 

century.” 

      The first CCECHS cohort of students graduated in May 2009, with the largest 

graduating class of any of the North Carolina Early College High Schools. The following 

quote was taken from the INNOVATOR Newsletter, May 15, 2009, p.1: 

 “Cross Creek Early College High School, on the campus of Fayetteville 

 State University, will also reach a milestone during its commencement  

 ceremony on May 22, when 64 students are expected to graduate – the  

 largest inaugural class yet to finish one of the state’s early colleges.” 

      CCECHS was selected in 2009 by the University of North Carolina General 

Administration and the North Carolina New Schools Project to become one of two North 

Carolina Early College High Schools to serve as Model Learning Laboratory sites 

effective 2011-2012. CCECHS will take on the responsibility of being open for visitation 

and residency as a learning laboratory for teachers, principals, and interested citizens  
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across the state and nation to leverage systemic and sustainable high school innovation 

and higher academic standards; while reaching the goal of 100% of students prepared for 

the option of college and for work.  

Partnerships 
 

The success of CCECHS is due in part to the various partnerships that supported the 
school, such as: 
 
North Carolina Governors and Legislature 
 
North Carolina Department of Public Instruction  
 
North Carolina New Schools Project 
 
University of North Carolina General Administration 
 
Cumberland County Schools Superintendent  
 
Cumberland County Board of Education 
 
Fayetteville State University Chancellors 
 
Fayetteville State University Board of Trustees 
 
Cumberland County Schools Central Services Administration and Staff  
 
Fayetteville State University Administration and Staff  
 
Cumberland County Schools Community Stakeholders  
 
Strong partnerships will continue to be needed as CCECHS implements its newest level 

of excellence as an Early College High School Model Learning Laboratory site. 

Summary 
 
      A review of Cross Creek Early College High School’s journey indicated that the 

students who attended this school overall experienced academic success at higher levels 

than other students in the school district and in the state. The CCECHS experience has  
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made a difference in the lives of the students who have graduated from this school. A 

challenge for the school district and its stakeholders is to sustain the high level of quality 

that has been established at CCECHS. With the start 2011-2012, CCECHS is currently 

one of two Early College High School Model Learning Laboratory sites for visitors 

across the state and the nation. This school’s success can serve as a resource to others 

planning or implementing an early college high school. 
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Abstract 

Research has shown the positive outcomes of service learning among tertiary students. Service 
learning has profound effects on students’ personal development and interpersonal skills, creating 
within them, a strong commitment to social justice. Students reflect critically leading to a deeper 
understanding of subject matter while gaining much needed functional pedagogical and relational skills. 
The benefits of service learning are more felt in developing countries such as the Philippines. 
Free public special education is provided by the Philippine government to children with disabilities. The 
Department of Education however reports that despite education being free, only 4.8 % of children with 
special needs receive appropriate educational services. Poverty is a major factor in the family’s inability 
to send their children to school. School‐related expenses such as transportation to and from school, 
buying of uniforms and snacks, all impinge on the meager family budget. Some parents opt to keep their 
children at home. 

The University of the Philippines, as the country’s national university leads in academic 
excellence and public service. Admission to the university is highly competitive and favors middle 
income families whose children are better ‐prepared for tertiary education. The university offers 
baccalaureate and graduate studies in special education. One of the courses, EDSP 123 or Early 
Intervention for Exceptional Children is taught using a service learning framework. Students who are  
enrolled in the course, work with poor families of children with special education needs for one 
semester and create Individualized Family Service Plans under the supervision of a professor. They also 
teach parents and family members activities and teaching strategies that benefit the child with 
disability. At the end of the course, students write reflection papers. This study identifies and analyzes 
the emerging themes in the reflection papers of students who took the course. Initial research findings 
are in consonance with existing literature and studies in service learning. 
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Abstract:   Purpose: This session is designed to help teachers in the health  
    professions better understand the value of reflective portfolios for  
    enhancing student learning. Examples of suggested portfolio  
    content and assessment rubrics suitable for use in health   
    professional education will be reviewed. 

Methods: A panel discussion led by three experts in pharmacy 
education will be used to educate attendees during this interactive 
session. Topics discussed will include the purpose of the portfolio 
for authentic assessment, practical tips for their creation and use, 
and various electronic formats that are available for  portfolio 
construction. 
Results/Conclusion: Attendees will improve their knowledge 
related to the value, challenges, assessment and logistics associated 
with the use of reflective student portfolios in the health 
professions. 
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Letters of Reference: A Critical Analysis 

 

Abstract: Letters of reference are commonly used in acquiring a job in education.  

Despite serious issues of validity and reliability in writing and evaluating letters, there is 

a dearth of research that systematically examines the evaluation process and defines the 

constructs that define high quality letters.  The current study used NVivo to examine 160 

letters of reference to determine component constructs and relate these components to 

overall letter quality.  Results suggest that testimonials are most predictive of overall 

letter quality.  Implications and limitations of this study are also discussed.  

 

Keywords: Letters of reference, reference letters, hiring, teacher selection. cooperating 

teacher, university supervisor, principal. 
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Letters of Reference: A Critical Analysis 

 

 In the field of education, letters of reference are necessary and integral to the 

hiring process.  The procedure through which letters of recommendation are evaluated 

has not been adequately explored despite their importance and the inherent validity and 

reliability issues that accompany these letters.  An extensive search employing numerous 

search engines was conducted to find academic articles on letters of reference; and 

surprisingly, there were no articles analyzing, describing, or simply writing academically 

about letters of reference in the field of education!   

Literature Search  

 Student teachers generally have three letters of reference in their credential 

quiver; one from the cooperating teacher; usually one from the university supervisor and 

sometimes, one from the principal.   According to Bolz (2009), the most important letter 

of reference is from the cooperating teacher, followed by the principal and lastly, the 

university supervisor.  However, Mason and Schroeder (2010) found that even though 

written letters of reference are an important vehicle for the screening of potential teacher 

hires, verbal references are viewed by principals as more valuable in the hiring process.  

The existing literature in other fields suggests two major reasons why this might be so: 

issues of validity due to superlative inflationary aspects of letters and issues of reliability 

due to variation in focus and evaluation by letter writers. 

 

Validity Issues - Inflationary Aspect 

Friedman (1983) wrote a provocative article entitled, Fantasy Land.  He writes: 
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Tonight I traveled to a wondrous place, a fantasy land of sugarplums and fairy 

tales.  Since some of you may never have the opportunity to visit this glorious 

place, let me tell you about it.  It is a land where everyone “will make a fine 

physician,” where people have “excellent interpersonal skills” and “good rapport 

with their peers.”  In this land about a tenth of the inhabitants are “among the 

finest I have ever worked with,” a full quarter are “outstanding,” and almost all 

“are in the upper quarter.”  Everyone is “a pleasure to work with,” has “excellent 

initiative,” is “enthusiastic” and “conscientious,” and possesses an “above-

average fund of knowledge.”  A few people are quiet or shy or get off to a slow 

start, but they all “blossom during their clinical years,” and no one has 

“reservations” about anyone.  No one is ever poor, fair, or average; they are all 

“very good” or “excellent” (p. 651). 

 
 Miller and Rybroek (1988) called this phenomenon, “letter inflation.”  

Recommendations written for graduate psychology students frequently sound 

“exaggerated” and “unrealistic.”  The authors conclude that a disproportionate number of 

candidates are placed in the top 10%.  “The greatest potential effect of inflated 

recommendations is their loss of value as a source from which to make judgments.  When 

most everyone is described in very positive, glowing terms, a ceiling effect is quickly 

reached and letters are less useful in discriminating among applicants” (p. 116). 

 Ryan and Martinson (2000) echo the same inflationary theme.  They said, 

“Inflation is one of the major difficulties with recommendation letters.”  They go on to 

say, “Exaggeration is a problem partly because inflating accomplishments seems to have 
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no harmful effect” (pp. 40-41).  But according to these authors, inflated letters of 

reference are really harmful in the following ways: 

1. They create an unfair advantage over other applicants. 

2. They inflate recommendations which tend to force others to inflate their 

letters of recommendation. 

3. Inflaters of letters of recommendation tend to become embarrassed when 

exposed. 

4. They create unrealistic expectations for future employers. 

5. Writers of letters of recommendation might later regret obscuring the 

candidate’s weak points. 

After analyzing many letters of recommendation, the authors concluded, “But that truth 

cannot be told because it cannot be found” (p. 51). 

 In addition, Schneider (2000) asserts, “Good” does not mean good.  It means 

hopelessly mediocre.  “Puffery” is rampant.  Evasion abounds.  Deliberate obfuscation is 

the rule of the day. 

   

Confidential letters of recommendation: A possible circumvention of inflation 

 One potential remedy to the inflationary aspect of letters of recommendation is 

the use of confidential (closed) rather than open letters.  Ceci and Peters (1984) studied 

confidential and non-confidential letters of reference written by university professors for 

students applying for graduate schools.  They found confidential letters to be significantly 

different from non-confidential letters.  Knowing of this discrepancy, they suggest 

“discounting” non-confidential letters.  “Thinking that some discounting of non-
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confidential letters already takes place, faculty may correctly inflate them by the amount 

of discounting they anticipate” (p. 31). 

There are many educators who believe that the passage of the Family Educational 

Rights and Privacy Act, also known as the Buckley Amendment, in November 1974, has 

directly led to the inflationary aspect of letters of recommendation because students 

usually choose open letters of recommendation, meaning the student has access to what is 

said about them and therefore, the writers of letters of recommendation are very reluctant 

to give anything but glowing reports.    

  

Reliability Issues: Attempts to Analyze Letters of Reference 

 Early work by Perez and Garcia (1962) sought to determine if letters of reference 

could discriminate between effective and ineffective engineers.  The researchers studied 

625 letters of reference and focused on the content of the letters rather than how positive 

the letter of reference was.  They developed a final list of 170 adjectives that were 

grouped into five categories: Cooperation/Consideration, Mental Agility, Urbanity, Vigor 

and Dependability/Reliability.  The researchers concluded that adjectives focusing on 

mental agility were the most discriminating and adjectives focusing on 

cooperation/consideration and urbanity were the least discriminating. 

 Aamodt, Bryan and Whitcomb (1993) expanded upon Perez and Garcia’s research 

by determining the reliability and validity of their technique.  They sampled 78 former 

graduate psychology students, read their letters of reference, connected personnel 

professionals reading the letters to reliability and correlated the number of identified traits 

with Grade Point Average (GPA) and Graduate Teaching Fellows (GTF) teaching ratings 
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for validity.  They concluded that the techniques developed by Perez and Garcia (1962) 

showed some promise as predictors of performance.  One interesting finding was that 

traits used by letter writers to describe the same person were not highly correlated.  The 

researchers concluded that this makes sense because different letter writers often are 

looking for different distinct traits in the same person.  For example, a Cooperating 

Teacher, Principal and University Supervisor may see different attributes or traits in a 

student teacher even though all three are observing the same person.  It is also the case 

that they have different experiences and relationships with the candidate, which may 

illuminate different characteristics. 

 Toglia’s (2004) article about writing letters of reference is most useful.  He 

suggests a letter of recommendation should contain four parts:  The first paragraph 

identifies your relationship with the student; the second section focuses on the student’s 

work, academic ability and teaching prowess; the third part addresses the student’s 

personal qualities and character; the fourth part summarizes any particular outstanding 

attributes and provides phone number(s) where the writer can be reached for follow-up 

information. 

 Even with increased reliability as a function of this structure, the difference 

between writers still abounds.  The current study has three primary goals: 1) to examine 

how writers attempt to convey their evaluations of candidates by defining component 

constructs, 2) to determine whether or not there were systematic differences between 

cooperating teachers, university supervisors and principals, and 3)  to determine which 

component constructs are most related to overall evaluations in an effort to establish if 
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some component constructs are more essential than others, and to increase consistency in 

the writing and evaluation of letters of recommendation. 

 

Method 

Participants and letters of reference 

 Letters of reference were voluntarily submitted by student teachers participating 

in Student Teacher Seminar classes covering three semesters.  One hundred sixty letters 

of recommendation were collected representing 72 students.  Eighty-five letters were 

from Cooperating Teachers.  Fifty-five letters were from University Supervisors and 20 

letters were from Principals. 

Procedure 

 All letters were converted to Word and loaded into the computer program NVivo 

8.  With NVivo, one can query for frequency of words used in writing the letters of 

reference.  All letters of reference were examined and queries were limited to 500 most 

frequently used words.  Letters were then divided into Cooperating Teacher, Principal 

and University Supervisor and once again, queried by each group for frequency of word 

usage.   

 Word distribution was grouped into four categories by this researcher: 

Interpersonal Skills, Superlatives, Teacher Traits, and Testimonials. The four categories 

are defined in the following manner:   Interpersonal Skills include words that describe 

deep personal traits like rapport, empathy, patience, compassion, love, listening skills, or 

caring. Superlatives are words that are used to describe the student teacher that are 

excessive or exaggerated like best, outstanding, very, or excellent.   Testimonials are 
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words used by letter writers to affirm the student teacher.  These words include: great, 

confident, pleasure, privileged, impressive, support, or the best student teacher I ever had.  

Teacher Traits are words that describe a distinguishing feature and/or proficiency of the 

student teacher like knowledge, team player, organized, or prepared. 

 

Letter Evaluation.   

 Based on word frequencies I sought to answer three questions.  First, what is the 

vernacular of letters of reference for student teachers?  Second, are there systematic 

differences in letters based on the source of the letter (e.g., cooperating teacher, principal, 

university supervisor)?  Third, which component construct is most predictive of letter 

quality? 

 
Results 

Patterns of Word Usage 

The word frequency count is important because it directly centers on the specific words 

chosen to describe a student teacher by a Principal, University Supervisor, or Cooperating 

Teacher.  What letter writers say and how they say it provides a written description of the 

student that can directly influence the administrator responsible for the hiring process. It 

is also valuable to keep in mind what kinds of words are used and how often words are 

used to describe student teachers as one crafts his/her own letters of reference.  The 

following section shows the four identified areas of word distribution: Interpersonal 

Skills, Superlatives, Teacher Traits, and Testimonials.  Because of space limitations, 

identified words were restricted to a representative sample.  The “All” column represents 

total word distribution throughout all the letters of reference (n=160).   “P” represents 
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letters of reference written by Principals (n=20).  The “US” column represents all letters 

of reference written by University Supervisors (n=55) and “CT” represents letters of 

reference written by Cooperating Teachers (n=85). “n” equals the frequency (number) of 

times the word was used and “%” equals the percent the word was used by each group. 

 

Interpersonal Skills. 

Word usage regarding interpersonal skills is presented in Table 1.  

 

Table 1  
Word Frequency for Interpersonal Skills    

All P US CT 

n n/% n/% n/% 

Understanding   45 5 .12 13 .13 27 .13 

Rapport 44 8 .19 12 .12 24 .12 

Cooperating 39 3 .07 22 .21 14 .07 

Enthusiasm 31 2 .05   9 .09 20 .10 

Relationships 20 6 .14 -0- 14 .07 

Caring 17   -0- 7 .07 10 .05 

Conscientious 14   -0- 6 .06   8 .04 

 

An overview of all words addressing interpersonal skills indicate that the cooperating 

teacher addresses this construct with the greatest frequency, likely because they spend the 

greatest amount of time with the student.  Comparisons to other constructs suggest that 
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interpersonal skills are addressed relatively infrequently in letters of recommendation for 

cooperating teachers, university supervisors and principals alike. 

Superlatives. 

Word usage regarding the use of superlatives is presented in Table 2.   

Table 2 

Word Frequency for Superlatives 

All P US CT 

n n/% n/% n/% 

Very 111 12.29 41.4 58.29 

Excellent 75 7.17 23.22 45.22 

High 72 12.29 19.18 41.2 

Great 54 10.24 10.1 34.17 

Always 53 2.05 14.14 37.18 

Highly 48 6.14 15.15 27.13 

Effective 37 3.07 12.12 22.11 

Outstanding 35 0 15.15 20.1 

More 33 3.07 12.12 18.09 

Clear 30 2.05 20.19 8.04 

Success 30 0 18.17 12.06 

Special 23 3.07 0 20.1 

Effectively 28 2.05 11.11 15.07 

Most 26 0 15.15 11.05 

Best 21 6.14 0 15.07 
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Similar to interpersonal skills, superlatives are most often used by the cooperating 

teacher.  Superlatives were also used by cooperating teachers and university supervisors 

more frequently than average, although principals used them rather sparingly, likely due 

to their limited time with the candidate. 

 

Teacher Traits.   

Word usage regarding the use of teacher traits is presented in Table 3.   

 

Table 3 

Word Frequency for Teacher Traits 

Teacher Traits 

All P US CT 

n n/% n/% n/% 

Positive 79 11.26 16.15 52.26 

Experience 73 8.19 17.16 48.24 

Ability 73 11.26 17.16 45.22 

Management 72 6.14 26.25 40.2 

Demonstrated 64 8.19 28.27 28.14 

Professional 57 8.19 11.11 38.19 

Team 55 11.26 0 44.22 

Knowledge 53 12.29 13.13 28.14 

Prepared 52 0 28.27 24.12 
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Strategies 48 8.19 6.06 34.17 

Experiences 42 5.12 23.22 14.07 

Strong 40 9.22 13.13 18.09 

Individual 39 4.1 7.07 28.14 

Organized 38 3.07 20.19 15.07 

Necessary 35 0 19.18 16.08 

 

 

Relative to other constructs, principals, university supervisors, and cooperating teachers 

reference teacher traits more frequently than they do other constructs. This is likely due 

to nature of the task, and all writers seem to be aware that teacher traits will be an integral 

part of any letter that is intended to inform prospective employers. 

Testimonials.   

Word usage regarding the use of testimonial is presented in Table 4.   

 

Table 4 

Word Frequency for Testimonials 

 

All P US CT 

n n/% n/% n/% 

Recommend 79 5.12 29.28 45.22 

Recommendation 64 14.34 18.17 32.16 

Pleasure 50 5.12 14.14 31.15 



                                                                                                                                           Letters of Reference 
 

 14

Observed 46 3.07 34.33 9.04 

Asset 43 6.14 5.05 32.16 

Evident 31 5.12 9.09 17.08 

Information 31 4.1 12.12 15.07 

Confident 28 4.1 5.05 19.09 

Should 13 3.07 10.1 0 

Displayed 12 2.05 0 10.05 

Consideration 11 2.05 9.09 0 

Enjoyed 10 0 0 10.05 

 

Relative to other constructs, testimonials were used least by both principals and 

cooperating teachers, and they were used second least by university supervisors.  While it 

is understandable that testimonials were used infrequently by principals and university 

supervisors (e.g., little time spent in a classroom together), it is surprising that 

cooperating teachers used these infrequently relative to the other constructs, given the 

closeness of their relationship with the student teacher. 

   

General Conclusions.   

Cooperating teachers addressed each of the four constructs more frequently than either 

university supervisors or principals.  We believe the Cooperating Teacher has the best 

insight to the student teacher because of all the time spent with them over the course of 

an 18 week student teaching assignment.  The University Supervisor may observe the 

student teacher as many as four times during the semester and Principal observation is 
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even less.  Therefore, the Cooperating Teacher is in the best possible position to make 

valid judgments on the student teachers’s ability to teach. 

 

Discussion 

 Three main questions were explored in the current study: 1) How current writers 

attempt to convey their evaluations of candidates by defining component constructs; 2) 

Whether or not there were systematic differences between different sources: Cooperating 

Teachers, University Supervisors, and Principals; and 3) Whether specific component 

constructs are most strongly related to overall evaluations in an effort to determine if 

some component constructs are more essential than others.  Regarding the first question, 

results suggested that Cooperating Teachers have the greatest amount to say about 

student teachers, and this makes intuitive sense.  Cooperating teacher letters represented a 

substantially higher number of key words than the University Supervisor and Principals 

in almost all categories.  However, a comparison of letter quality across the different 

sources revealed no substantial differences in letter quality.  This suggests that while 

Principals and University Supervisors address the constructs less frequently, there is little 

impact on letter quality. 

  

Limitations and Future Research 

 A primary limitation of the current study is that despite being able to examine 

how letters of recommendation are perceived, there is no link between letters of 

recommendation and actual teacher quality for teachers in the field.  To truly answer 

whether different sources or different constructs were predictive of teacher quality, letters 
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should be related to actual teacher evaluations by principals for currently employed 

teachers.  In this way the value of letters of recommendation can truly be determined, and 

deeper understanding of what constitutes a high or low quality letter can be obtained. 

 Another limitation concerns potential sampling bias.  Participation was voluntary 

and thus it may be that only students who felt confident that their letters would be "good" 

participated.  Given that there were no letters that received an overall score under three, 

this seems as a realistic possibility. 

 A final limitation concerns the limited sample size and unequal sample sizes from 

each source.  Because differences in source groups and relationships between variables 

may be small, larger samples need to be employed to arrive at a more confident 

understanding of all relationships. 

 Since this study is a first attempt to critically analyze letters of reference, there is 

much further research to be attempted and much to be learned.  For example, if an 

excellent letter of reference is discovered, what might the predictive validity of that letter 

be?  In other words, might an excellent letter of reference actually transfer to an excellent 

classroom teacher?  Are letters of reference an important part of the hiring process in 

other countries?  Do people who are responsible for hiring in other parts of this country, 

look for the same teacher traits as in the Midwest?  These questions are left to future 

researchers. 
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Abstract 
  
The interpreting field has evolved from a helper model involving family members, 
clergy, and friends making a phone call or interpreting at the doctor’s office for a 
deaf friend to a world where interpreters come from all walks of life, with the 
majority of new interpreters graduating from formal interpreter education 
programs.  This need for formally educated interpreters is expected to increase 
greatly in the coming years.  Furthermore, deaf and hard-of-hearing clients of 
interpreters frequently report that the attitude or disposition of the interpreter is 
equally or more important as the interpreter’s technical signing skills.  Thus, sign 
language training programs could benefit from research on the improvement of 
interpreter selection and training methods. 
  
We report the results of two studies designed to 1) increase the validity of a sign 
language degree program’s admissions process and to 2) facilitate the subsequent 
training of those admitted.  First, we describe the development of a structured 
panel interview for making admissions decisions.  Analysis of data resulting from 
this procedure spanning 10 years reveals that our panel ratings have very high 
validity at predicting grades in junior and senior level training courses.  Second, 
we report research investigating the desired personality characteristics of 
successful sign language interpreters and efforts to ensure that program classes 
teach character in addition to technical/signing skills.  Our data indicate that the 
personality characteristics of successful interpreters are similar to those described 
by many models of emotional intelligence.  
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Teachers’ experiences in multi-grade pedagogy in South African  

rural schools: A case  

This paper reports on an investigation into the experiences of teachers in multi-grade 

teaching in rural schools. The study employed the qualitative approach of data 

collection, using observations and interviews. Multi-grade schooling is a reality in South 

African rural schools. Multi-grade schooling can be seen as an intervention strategy that 

could ensure educational access even in the remote rural areas of the country. 

However, this seems to be a distant dream for multi-grade teachers. The results 

showed that the implementation of multi-grade pedagogy is a challenge to most 

teachers, as they are not trained to use this pedagogy. This has a direct implication for 

teaching and learning. The study highlighted the importance of teacher training and 

classroom instructional strategies that could be used in multi-grade classrooms. In 

addition, the study revealed that teachers have high levels of resistance against multi-

grade pedagogy and view it as foreign to the education sector. Policy that recognises 

and supports multi-grade teaching in different contexts is advocated. This will ensure 

that multi-grade pedagogy is understood and accepted by all.  

 

Keywords: multi-grade, training, support, rural  

 

 

 

 

 

 

 



Introduction 

There is no universally agreed upon definition of multi grade teaching among 

researchers. Brown (2008:4) indicates that multi grade teaching does not appear to 

enjoy common interpretation among researchers and education practitioners. This 

suggests that multi grade teaching is interpreted differently by different researchers.  

Berry (2010:1) defines multi grade teaching as “teaching which occurs within a graded 

system of education when a single class contains two or more student grade levels”. 

For the purpose of this paper the following definition of multi grade will be adopted. 

Multi-grade teaching refers to “a situation in which one teacher has to teach students of 

two or more grade levels during one time-tabled period usually in the same classroom”, 

(Pridmore, 2007). Multi grade teaching approach of education is receiving attention as a 

model that can provide viable opportunity for educational delivery in remote rural areas. 

Juvane, (2007) contends that multi grade teaching has the potential to improve the 

quality of teaching.  

It should be noted that multi-grade-teaching is a common practice in most African 

countries such as Botswana, Uganda, Zambia to name but a few. This is also true for 

South Africa.  Brown (2010:123) indicates that in South Africa multi grades schools are 

found mainly in the rural areas. Brown (2010:123) further maintains that “in South Africa 

multi-grade teaching is practised both at the primary and secondary schools levels, but 

the bulk of cases are at the primary level”. Palitza (2010) also emphasised that in South 

Africa 30% of primary school children attend rural schools were more than one grade is 

taught by a single teacher at the time.  

The South African Constitution declares the rights of children to education. To this end 

the Department of Education(DoE) has committed itself to ensure that the number of 

learners enrolled at primary school increased to 85% by 2015 (DoE, 2005). This 

endeavour is in itself a good thing; however appropriate measures need to be put in 

place to ensure that these learners receive quality education even in multi grade 

classes. It should be mentioned that achieving excellence in teaching and learning in a 

rural context remains a challenge for teachers and other sectors of the educational 

change endeavours. As Juvane (2010:3) have found multi grade is often implemented 



as a necessity, rather than by design to address teacher shortage especially in rural, 

hard –to-reach areas with small school enrolments. They add that multi grade teaching 

maximises the use of scarce educational resources, assists countries to achieve 

Millennium Development Goals (MDGs) and Education For All (EFA) goals and to 

address teacher absenteeism particularly in the context of HIV/AIDS epidemic impact. It 

should be emphasised that the MDGs and EFA goals will not be reached if multi grade 

teaching does not get the attention it deserves from curriculum planners and the 

education sector as a whole. 

Much as multi-grade teaching, as an innovative strategy to deliver education in areas 

that are not easily accessible, is imperative in the development of education in South 

Africa in the 21st century, it also faces numerous challenges. contexts requires the 

employment of particular teaching methodologies and classroom administration. Pre-

service and in-service teacher education programmes do not address the curricular and 

instructional demands of multi-grade teaching, leaving teachers unprepared for the 

challenges they will face in practice as multi-grade teachers. The assumption is that 

they will adapt the curriculum to suit the circumstances. However, teachers need 

specialised skills to be able to adapt the curriculum. In most instances they are left 

stranded, with no support from the Department of Education. This lowers teachers’ 

morale and thus affects their performance.  

A review of the literature confirms that multi-grade education may be an option to 

promote access to education, especially to children in rural areas (Berry, 2010; Juvane, 

2007; Brown, 2010. There is, however, little research available on the challenges faced 

by multi-grade schools, from the teachers’ perspectives. As Brown (2010:193) indicates, 

“multi grade teaching is an under researched area in South Africa and as such the 

number of schools with this practice nationwide is unknown”. The study conducted 

focused on analysing the existing practice of multi-grade teaching in South African 

schools and attempts to suggest strategies that could be used in the multi-grade 

classroom to ensure that classroom instruction and classroom management are 

improved in the multi-grade context. In addition, the study should assist in raising 

awareness of the importance of multi-grade pedagogy. 



Following this background of multi-grade teaching in South African schools, is a brief 

literature review, an explanation of the methodology used, and the presentation and 

analysis of the results of the study. The paper concludes with a discussion and 

recommendations for addressing the challenges faced by multi-grade teachers. 

Literature review 

The study is informed by the interpretive perspective that places priority on gaining 

insight into the meaning that people construct in their everyday activities. Neuman 

(2006: 88) argues that interpretive researcher’s goal is to develop an understanding of 

social life and discover how people construct meaning in natural settings. Babbie & 

Mouton (2001:28) emphasized that all human beings are engaged in the process of 

making sense of their worlds and continuously interpret, create, give meaning, define, 

justify and rationalise daily actions.  

Paradigm shift  

According to Juvane (2010) a paradigm change is required if multi-grade education is to 

escape the bonds of the present system and be allowed the freedom to exist as an 

authentic pedagogy in its own right. Multi-grade teaching as a pedagogy is seen as a 

low class and undesirable option. According to Juvane (2010) there is a perception that 

multi-grade teaching is a temporary stop –gap measure, to be replaced by ‘normal’ 

teaching as soon as possible. This is also emphasised by Mulryan-Kyne, (2007) that 

multi-grade schools especially in developing countries are poorly resourced and the 

attitudes of teachers themselves, administrators, parents and pupils towards multi-grade 

teaching are often negative. This suggests multi grade is seen as a non-sustainable 

form of education that is designed to address a particular need at that time. One could 

argue that here is a need for policy makers, parents’ and teachers to change their 

perception regarding multi grade teaching Juvane (2005: 10) argues that the 

development of positive attitude among teachers, parents and education officers will 

create an understanding of the value of multi grade teaching as a pedagogy that 

promotes quality than seeing it as an inferior and cheap option. It should be mentioned 

that teachers’ positive attitudes towards multi grade is crucial in ensuring that multi 



grade teaching is a success in schools. Teachers are the important agents in the 

education sector. 

Joubert, (2009) indicates that policy documents of the DoE make no mention of multi-

grades schools. In other words, there is no policy on multi-grade education in South 

Africa. It should be pointed out that multi-grade schools, their teachers and their 

learners are dealt with in the same manner as if they were mono-grade schools, or 

belonging to mono-grade schools. Curriculums, learning materials and teacher training 

are all geared towards the single-grade classroom. The reality of the matter is that multi-

grade classes do exist. Therefore it is imperative for the DoE to provide teachers with a 

curriculum specially designed for multi-grade teaching, and to regard multi-grade 

teaching as an important strategy that can improve the quality of teaching and learning 

in the country. 

Curriculum reform 

Curriculum reform is a central constituent in the improvement of educational quality. 

Therefore, multi-grade teaching can be made effective through curriculum reform. 

Curriculum reforms are taking place around the globe, both in developing and 

developed countries. It should be pointed out that educational reform in South Africa 

has made improvements in the school system; however, the public schooling system 

has failed many young South Africans. This is true for teachers and learners in multi 

grade contexts.   

According to Juvane (2005:10), most countries have a national curriculum that is 

prescribed the same for both urban and rural schools. He adds that the curriculum 

consists of learning competencies that are specifically designed for regular school 

situations and the multi grade teacher finds it difficult to make the content meaningful to 

pupils. Thus teachers are using the National Curriculum Statement (NCS) which is 

produced for single-graded classrooms.  Such a curriculum requires teachers to plan 

separately for each grade. There is no provision for multi grade classes, therefore 

teachers are forced to make double planning for each subject. This could be a time 

consuming exercise on the part of the teacher and could also leads to ineffective 



teaching. Teachers are expected to teach a diverse group of learners who have diverse 

learning needs. This would require teachers to have a variety of teaching strategies to 

enable them to function effectively in their classrooms. As Berry (2010) stated, need to 

be taught how to plan across grade levels objectives or how to adjust the curriculum to 

make it suitable to their setting.  

Classroom management and teaching strategies 

Jacobs, Vakalisa and Gawe (2011:337) argue that no matter where teaching and 

learning occur, the teacher has the responsibility to create an environment that is 

conducive to effective learning and free of disruptive behaviour. This can only be 

achieved if the teacher has a repertoire of classroom management skills. According to 

Berry (2010:4), teachers must be aware of different ways of grouping children and the 

importance of independent study. He identified three important strategies for multi grade 

teaching, they are: 

a. Peer instruction- 

In this strategy the learners act as teachers of other learners. Peer instruction 

engages students during class through activities that require each student to 

apply the core concepts being presented, and then to explain those concepts to 

their fellow students. This will promote sharing of knowledge thus promoting 

meaningful engagement among learners in the classroom. It should be pointed 

out that a teacher can make peer teaching a vibrant element of classroom 

interaction by giving learners a challenging question to discuss in the class. 

Learners who have leadership capabilities could be asked to lead discussions in 

the class. 

b. Cooperative work 

Cooperative learning can be defined as the way of teaching in which learners 

work together to ensure that all members in their groups have learnt and 

assimilated the same content, (Gawe et.al., 2011:197). In this strategy a small 

group of learners are engaged in a collaborative task. It should be mentioned that 

this strategy promotes accountability among learners as they are responsible for 



making sure that learning is taking place and they assist their fellow group 

members to achieve a common goal. However, for this strategy to work the 

teacher must believe in the value of cooperative learning. 

c. Individualised work.  

This involves learners studying on their own. Learners are given tasks to 

complete on their own to test their competences. Therefore the teacher must 

provide learners with opportunities to develop some sense of responsibility for 

their own learning. This does not mean that the teacher takes a laissez-faire 

approach to teaching, but directs students learning through interactions in 

discussion groups 

It should be indicated that the above strategies can only be effective when teachers are 

capacitated to manage teaching in multi grade classrooms. Berry (2010; 4) further 

indicates that the above strategies could increase students’ level of independence and 

cooperative group work.  

Research questions 

The study was guided by the following questions: 

a. What pedagogic strategies do teachers use in multi grade teaching? 

b. What are teachers views regarding multi grade teaching? 

Research methodology 

Research design 

The study adopted a qualitative research approach to facilitate entry into the 

participants’ life-world and to explore their life-experiences with a view to understanding 

the phenomena from the participants’ perspective. The main focus of this study is to 

gain teachers’ perspectives on multi-grade teaching pedagogy. A case study was used 

with the aim of capturing cases in their uniqueness. Although case studies have limited 

empirical generalizability, they have significant potential for theory development and for 



extending the power of analytic generalisation (Babbie & Mouton, 2001).The case-study 

design was deemed the most appropriate as it allows the researcher to probe the 

participants in the process of data collection. The researcher studied one case in detail 

to obtain a complete understanding of the phenomena understudy. 

 

Sampling 

Four multi-grade schools were purposeful selected from public schools in rural area in 

the North West province in Dr Modiri Molema District. Ten teachers participated in the 

study that is three from school A, I from school B, 3 from school C and 3 from school D. 

The researcher purposefully selected participants that would best help her to 

understand the subject of the study and the research questions. Teachers who were 

teaching multi-grade classes were selected. Permission was sought from the Area 

Project Office in the North West Province to visit the schools.  

An interview schedule was drawn up to focus questions on what is important and 

needed to be addressed with regard to the experiences of the teachers regarding the 

use of multi grade strategy in their classrooms, and more importantly, to prevent the 

omission of important information during the interview. Interview schedule was divided 

into a general section which consisted of various open-ended questions and aimed at all 

interviewees. 

Data collection methods 

Two data collection methods were used, namely observations and interviews. 

Observations were done over a period of four months in identified schools. 

Observations were used because behavior observed could be recorded as it occurs 

naturally. An observation sheet was used to ensure that the researcher observed same 

things in different schools, for example, how teachers conduct their lessons and how 

they manage their classroom.  



According to de Vos, Strydom, Fouché & Delport (2011:342), interview is regarded as a 

social relationship designed to exchange information between the participant and the 

researcher. Semi-structured interviews were conducted with teachers teaching multi 

grade classes. The goal of the interviews was to obtain more in-depth information about 

the teachers’ experiences of multi grade teaching. The researcher asked the 

participants questions that are related to their opinions about multi grade teaching In 

addition, Semi structured interviews are more flexible and enable the researcher to be 

able to make a follow up on interesting avenues that emerged during the interview. The 

researcher asked the participants questions that relates to their opinions about multi 

grade teaching and whether multi grade teaching is effective measure in bringing quality 

education in South Africa.  

Interview schedule containing open-ended questions to be used as instruments to 

engage the participants were used. Open- ended questions were used to enable that 

the participants to express themselves freely during the interviews. 

Data analysis 

After data was collected, it was analysed and interpreted. Analysis of the data was done 

parallel with the process of data collection. In this study coding was used to analyse all 

the data obtained during the interviews and observations. The researcher first coded the 

data into different categories per question. Due to the large amount of data received, 

data reduction had to be performed and data was displayed by means of themes, 

whereupon conclusions could be drawn (Wiersma, 1995) 

 

Ethical considerations 

Ethics is a set of moral principles which is suggested by an individual or a group, is 

subsequently widely accepted, which offers rules and behavioural expectations about 

the most corrected conduct towards subjects, (de Vos, Strydom, Fouché & Delport,  

2011:114). In this paper participants were given a consent form which included the goal 



of the investigation and the importance of their participation and the expected duration 

of the interview. Anonymity and voluntary was also encouraged.  

Results and discussion 

The researcher observed that in all the four schools that were visited  resources such as 

chairs and table were not available despite the small  number of learners (ranging from 

15-25) in the classroom. Berry (2010) mentions that multi-grade education often takes 

place in remote schools in difficult areas to reach. Teachers do not only  face the 

difficulties of dealing with a multi-grade organised class, but also other constraints such 

as lack of resources, lack of supervision and poor teaching conditions. This condition 

according to Berry (2010) makes teachers resistant to the idea of multi-grade teaching 

and reduces their enthusiasm for the task. As a result teachers who are faced with this 

strategy do not receive any kind of support. it is imperative that educational authorities 

perceive this approach as something that will be around for a long time and start 

providing support in that sector of education. 

It was also observed that teachers do one lesson plan for the different grades that they 

teach. This shows that teachers did not know how to plan for the different grades that 

they rare teaching. 

The results also indicate that classroom management in multi grade is problematic. 

Teachers find it challenging to manage different grades at the same time. It was also 

observed that while the teacher was busy with one group the other group would be a 

task to complete. This task will then be completed without the teacher’s input or 

supervision. In most instances the learners did not complete the talks assigned to them. 

The teachers did not even asked learners about the task, as it is used solely to keep 

them busy while the teacher was teaching other group. This could be attributed to lack 

of proper planning on the part of the teachers. Planning done by teachers did not 

incorporate the different grades to be taught in the classroom. 

 

 



Interview results 

Interview results about teachers’ experiences of multi grade teaching will be presented 

and analysed in this section. The data will be discussed based on the themes that 

emerged during the study. The inquiry revealed five themes. These can be 

distinguished as teachers’ views regarding the multi grade strategy, support needed to 

implement this pedagogy, training, time and classroom experience. 

Teachers views regarding multi grade teaching pedagogy 

Teachers were asked about their views regarding multi grade teaching. Their views are 

presented below: 

I don’t like this approach; it frustrates us because no one cares about us. They 

concentrate on people who are teaching normal school not in multi-grade and 

they expect same things and this is very frustrating as we cannot cope. 

Multi-grade is a challenge. Even though the number of learners in a class is 

manageable different grades in a class is a challenge. 

There is nothing that I like about multi-grade I wish they can close these schools 

It should be noted from the above responses that teachers perceive multi grade 

teaching as a temporary situation and that they expect things to return to normal. A lack 

of commitment on the part of teachers in the pedagogy is also evident, as they feel it is 

not a normal practice. Until teachers perceive this pedagogy as an alternative pedagogy 

that could assist in ensuring that all learners are given the opportunity to learn, this 

pedagogy will remain a monster to many teachers. 

 

Teachers felt that they have been neglected by the DoE because focus is on teachers 

teaching mono grades and the multi grades teachers are left out. 

Teacher also indicated that the multi grade schools should be closed. This shows that 

teachers do not see the value of multi grade teaching and they are not comfortable with 



the pedagogy. This could be attributed to the fact that teachers were not trained to use 

this strategy in the classrooms.  

 

Support needed to implement the multi grade teaching 

Teachers were asked about the kind of support they would like to see made available 

for them. Their responses can be summed up in the following utterances: 

I don’t recommend multi-grade teaching. The government must give us more teachers 

Multi-grade is not good I feel that if we can get more educators that might help. 

How to handle, the strategy, how to handle multi-grade. I teach but I do 

not know if am in the right track. 

The above comments showed that teachers suggest that the department of education 

should provide more teachers to assist them with problems that they are experiencing. 

One could therefore conclude that teachers do not understand the rationale for multi 

grade in their school and still belief that the government does not want to supply 

teachers in their schools. 

Findings in this study suggest that teachers would like to be assisted with teaching 

instruction in the classroom. There is feeling of confusion as they do not know if they 

are doing what is expected of them. As Mulryan-Kyne (2007: 504) contends, “there is a 

clear need to address both the education and support for multi grade   teachers if multi 

grade teaching is to be a viable option to provide quality education in the teaching and 

learning context”. She adds that a lack of support for teachers in this sector of education 

could results in failure of such schools to provide proper education to learners. It is 

imperative that the government need to recognise multi-grade teaching and devise 

means to support the schools.  

 

 



Training 

Training is imperative to ensure that teachers are informed of the current developments 

in the education sector. When asked about the training that they receive, the following 

were some of the teachers’ comments: 

“We attended similar workshops designed for normal grades. 

We have never been trained in multi-grade teaching 

We were never called for training; I don’t know what they expect us to do. 

I think according to them we do not need training in multi grade they will train us 

for other things but multi grade teaching. 

The above responses indicate that the department of education is providing training for 

teachers except teachers in multi grade schools. The results also reflect that teachers 

did not receive training in teaching multi grade classes and this is a problem as they are 

expected to teach the learners in a multi grade classes. As Mulkeen and Higgins (2009) 

maintains, “ teachers untrained in multi grade teaching are likely to mainly rely on quasi-

mono-grade approaches, which can be effective, but are stressful for teachers and can 

result in good deal of wasted time for learners”. This suggests that more often than not, 

teachers choose to use teaching methodology that they know and used in mono grades.  

 

Time 

When asked about the amount of time they spend on teaching learners in the multi 

grade class this is what they had to say: 

I can’t make the required hours 

We do not cover the hours we are supposed to cover in each grade. 

 We cannot finish our work on a specified time 

Learners are not getting enough time of teaching. 



The above statements show that teachers are not happy about the amount of time they 

spent teaching learners in multi grade classes, because of the time constraint. Teachers 

indicated that they use the same amount of time to teach different grade in a class than 

one would use to teach just one grade. It is imperative to mention that teachers are 

using the South African National Curriculum Statement (NCS) which is the curriculum 

used by mono grade schools. This creates problem as the curriculum is not structured 

in a way that it could accommodate multi- grade situations. This is emphasised by 

Joubert (2009) that workload pressure and time management remains a challenging 

factor for multi grade teachers.  

Teachers have to design holding activities that could be used by the other group when 

the teacher is busy with the other group. This has proven to be problematic as the other 

group of learners will have to do the task without the teacher’s supervision and support. 

 

Classroom experience 

About their teaching, teachers say: 

I try to find similar topics so that I can introduce to the learners, but when coming 

to assessment, the questions are not going to be the same, try but... sometime it 

is difficult for me to get similar topics. 

We are supposed to prep for each grade, if it is a normal school, but I can’t 

because this is not a normal school. 

I move from one group to another. At the end of the day I feel that I did not do my 

job well, 

This is a big problem; I can’t be in two places at the same time. When I move to 

the other group, the other group will make noise, how do I control them? 

The results showed that planning for instruction in multi grade classes is a challenge to 

most teachers. Teachers indicated that they do not do separate planning for the grades 

that they are teaching instead they do single planning for single grade. This suggests 



that learners are treated the same even though they are of different grade. One could 

argue that learners will not be able achieve the competencies prescribed for a particular 

grade as that is not taken into account when planning is done. It should be mentioned 

that planning is a crucial stage in the teaching and learning process. Teachers require 

skills that will enable them to effectively plan so that learners can achieve their expected 

outcomes. 

 

Conclusion and recommendation 

Although multi grade seems to be the effective strategy for dealing with both 

administrative problems such as lack of schools and teachers in rural areas, this 

strategy posses a daunting challenge to teachers. Lack of support for teachers seems 

to be the main problem in the implementation of the multi grade strategy in classrooms. 

Material, teachers ‘capacity building and contextual support are needed to ensure that 

the strategy is effective and learners receive quality education. As Mulkeen and Higgins 

(2009:25) argue,” the availability of appropriate teaching and learning material is 

important in all kinds of educational structures. They add that in a multi grade situation 

learning materials are crucial as learners spend most of their time working without their 

teachers. Therefore, learning materials should promote self study and independence 

among learners. In addition, teaching materials that support multi grade teaching should 

be made available. This suggest that materials should be designed to enhance teaching 

and learning in multi grade context and the curriculum must be adapted to  be used in 

the multi grade context. 

Training remains the effective tool in ensuring that teachers will be prepared for the 

roles they are expected to play in multi grade classrooms. Teachers need to be 

equipped with planning skills to ensure that the learning outcomes specified in each 

grade are achieved. Juvane (2005:10) contends that training institutions need to retrain 

teachers to adapt to multi grade teaching in the classroom. He adds that at the national 

level policy decisions will be required to incorporate multi grade teaching in pre-service 

and in-service education programme. This suggests that multi grade teaching needs to 



be embedded in teacher education programmes at both pre and in-service training. 

Brown (2008:51) emphasized that there is a need to increase awareness of multi grade 

teaching at policy level. He adds that grants should be given to HEIs to develop 

programmes specifically or multi grade teacher education and training. Teachers need 

theoretical and practical reference points that will allow them to function effectively in 

their environment and also enable them to meet the diverse needs of the learners in 

their classrooms. Teachers need to be trained on teaching in mono grade as well as in 

multi grade schools for them to be able to function effectively in their different teaching 

context. 
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ABSTRACT 
 

The Use of Portfolios to Aid in Student Development through the  
Teaching and Learning Process 

 
 

Portfolios have been an affective mechanism to document student work and performance. This 
Report Presentation will outline the procedures to develop curriculum through the use of Portfolios 
to document student growth in knowledge and skills.  The use of portfolios as an educational tool 
is applicable to new or seasoned teachers and also their own students.  As a tool in the educational 
setting, the portfolio can aid the person in creating curriculum to support competencies and 
objectives that are to be developed to enhance learning.     

A set of procedures will be addressed as part of this presentation that can be used by teachers in 
the creation of their specific curriculum related to his or her teaching position or can be used by 
individuals who work in a comparable setting.  The procedures used to develop curriculum are 
applicable to a multitude of areas of instruction or career pathways.  It has been shown that 
students learn better when completing coursework relevant to their learning.  Relevancy of 
learning also applies to teachers who are learning procedures to enhance their students’ learning 
process.  Teachers or others who are building a curriculum around the use of a portfolio will have 
multiple benefits.  Individuals will have a sense of self-satisfaction of completing something that is 
important to them and also relevant to their success as educators.  As individuals develop 
curriculum, the portfolio is an excellent mechanism to document the process. 

 

 

 

 

 

 

 

 



The Use of Portfolios to Aid in Student Development through the  
Teaching and Learning Process 

 
This paper will outline the procedures to develop curriculum through the use of Portfolios 

to document student growth in knowledge and skills.  Portfolios have been an affective mechanism 
to document student work and performance.   This was discussed in a paper written by Barbara J. 
D’Angelo, (2009).  The use of portfolios as an educational tool is applicable to new or seasoned 
teachers and also their own students.  As a tool in the educational setting, the portfolio can aid the 
person in creating curriculum to support the teaching and learning process.  The Portfolio as a tool 
to document procedures and processes of curriculum development is a valuable tool in itself, plus 
it allows for future referencing and updating of information that is located in one location that 
being the Portfolio.   

As part of this paper, procedures will be discussed that have been developed by the author 
to build and revise curriculum.  These procedures have been employed for approximately 10 years 
since coming to South Dakota State University but their beginning started with the completion of 
the Ed.D. at Illinois State University in the College of Education and continued to expand during 
the time when employed as the Director of Education and Safety in Michigan.  After coming to 
South Dakota State University (SDSU) to be the Coordinator of Career and Technical Education 
(CTE) the process continues to be refined.  The procedures have evolution during this time at 
SDSU to reflect what will be discussed later in this paper.  The Curriculum Development 
Procedures have aided the author but just as important have been implemented into the 
Undergraduate Program and Graduate Program in CTE.  Students at both levels have used the 
procedures to develop curriculum, primarily in the required CTE 440 (undergraduate) and CTE 
540 (graduate) Curriculum Development courses.  Other CTE courses that address curriculum 
issues that develop or revise curriculum also use the procedures.  As part of the curriculum 
development processes, students are required to complete and submit a Portfolio including 
activities they went through to develop the curriculum.  Students are asked to create two portfolios, 
the original to be kept by the student and another to be turned into the instructor as part of the 
requirement for the course.  Students are graded on a number of objectives and requirements based 
on the specific course enrolled.   One of the objectives is the submission of the portfolio.  The 
portfolio is graded against a Rubric that is composed of the expectations listed in the Course 
Syllabus but also the procedures of Curriculum Development addressed later in this paper. 

 
 

Learning Theory Applied to Portfolio Development 
Learning theories discussed below are methods to aid in student learning (Speck, 1996). The 
methods discussed below can enhance student learning and can become part of the process of 
developing student portfolios.  As students construct personal knowledge and skills through 
this process they can document research conducted to be used for future reference and study.  

 
• Students learn better when goals & objectives are realistic and important to them 

When students experience learning activities that are real in nature, students seem 
to be engaged at a higher level.  For example; when teaching construction theory, if 
the instructor relates the lesson to examples in-which the student can build these 
scenarios internally, it aids in student learning.   
 



When applying student learning to the use of a portfolio, students can use them as a 
location to document activities related to teaching and learning.  Items supplied to 
students by the instructor can be required by the instructor to be placed in the 
student’s “Personal Portfolio”.  Items such as Learning Plans, Student Worksheets, 
Competency Sheets or other related classroom or lab activities can be one of areas 
that comprise the Portfolio. 

 
• Students want to be engaged and participate in their learning 

After presenting and discussing information in a classroom or lecture setting with 
students related to a specific learning objective or competency, the instructor would 
want to take the educational scenario to the next level.  An example of this applied 
to teaching construction theory involves engaging the student in his or her learning.  
This involves having students apply learning in a hands-on activity such as 
practicing a layout of a wall section and placing locations of framing studs on 
paper.  The instructor should develop a “Wall Framing Layout Guide” that covers 
the process and procedures to follow when performing the layout.  Once the student 
completes the layout, it should be turned into the instructor to evaluate his or her 
success or failure based on an evaluation rubric.  The layout should be performed in 
a controlled environment such as in a construction lab where the activity can be 
monitored, evaluated and repeated if necessary until the level of success has been 
achieved. 
 
The Wall Framing Layout Guide when given to the student will become part of the 
Personal Portfolio.  By requiring the Guide to be part of the portfolio, the student 
can refer to the document multiple times.  The Personal Portfolio becomes a 
reference resource for Projects, Lesson Plan, Worksheets and other items handed 
out by the instructor or documents that were researched by the student.  Another 
benefit of the instructor creating a Personal Portfolio Rubric listing all items handed 
out by the instructor, it insures or at least improves student performance of filing 
paperwork in an orderly process in the Personal Portfolio rather than finding 
paperwork discarded or left in the classroom or lab.  The procedures of grading and 
expectations related to the Personal Portfolio should be discussed in the Course 
Syllabus and implemented the first day of class by having the student place the first 
item in his or her Personal Portfolio, that being the Class Syllabus.    
  

• Students need concrete experiences that can apply to real life situations 
One of the final steps in the learning process is application, having students perform 
the learning activity in a real life situation.  Because of the knowledge and skills 
previously learned, the student advances to the next level of learning called 
application or a real-life situation.  In this activity the student performs an actual 
layout of studs that comprise a wall layout on a construction site.  It is important to 
evaluate students at each level of progression and to not allow them to move to the 
next level of learning prior to meeting specific standards or criteria set in place.  
Allowing students to progress prior to meeting standards may jeopardize future 
learning by the student and the success of the real-life situation or activity.  For 
example, students who have not mastered knowledge and skills may layout 



members incorrectly in the wall framing activity on the jobsite and if not caught by 
the instructor until after framing has progressed to the next level may create a major 
problem in the house construction.  The overseen error may require a section of the 
wall to be dismantled and rebuilt correctly.  By not insuring the competency of all 
students to a specific level, the “error in performance” has caused loss of time to 
remove the mistake and to rebuild the wall section.  Also, the mistake has caused a 
waste of material to fix the problem which has added to the cost of the house 
project.  And finally, retraining of the student so that the “error in performance” has 
been learned correctly. 
 
The advantage of a real-life activity is it benefits the student in gaining knowledge 
and experience through completing different competency to culminate in 
constructing something real and of personal value.  

 
• Students need to receive feedback on their performance for continued improvement 

For students to improve it is important that evaluation feedback be conducted in 
stages similar to the advancement in learning.  For students to be able to improve, 
they need to know how to improve.  If the instructor does not share how the student 
is performing, how will he or she improve?  For example, if the student is 
performing work in a lab situation, the instructor should be grading the student’s 
performance on a daily occurrence.  Then usually at the end of each week the 
instructor should share with the individual student how he or she is performing 
based against a grading rubric to give guidance in how to improve performance.  
Sharing with students on a weekly basis during the semester allows for 16 
opportunities to improve student performance.  If the instructor shares grades every 
other week then there are only 8 opportunities for performance improvement. 

 
• Students come with diverse experiences and because of this, the teaching process needs to 

be varied to aid in their learning 
In any given class, an instructor may have a student population from 18 to 60 years 
of age.  The class may also include a mixture of males and females and a diverse 
ethnic history.  Another variable is the learning style or preference that each student 
possesses.  This is why it is important for the instructor to vary instruction in style 
and format but also modes of instruction to meet the needs and learning styles of as 
many students as possible.   
 
In situations where instructors have a diverse population, the use of portfolios gives 
the instructor another mode to aid in the teaching and learning process.  A student 
can document work and learning through the use of a Personal Portfolio.  It is 
important for the instructor to develop a Grading Rubric as discussed earlier in this 
document.  Doing so will aid the instructor in grading individual portfolios, but just 
as important will be a mechanism to inform the student: 

1.  what is to be included in the portfolio? 
2.  how will the portfolio be evaluated? 

A common practice when the instructor covers the Syllabus at the beginning of the 
semester is to include a copy of the items to be contained in the Portfolio and a 



Grading Rubric listing the scoring criteria for items in the Portfolio.  It is also 
important to discuss how the overall grade for the course will be determined.  Is the 
portfolio one of many activities that is used to determine the final grade for the 
semester or course? 

 
Benefits of Using Portfolios 

• Select Appropriate Activities 

– When selecting projects for students or educators to develop, select realistic 
activities that they can grow from when completing objectives for the course that 
can be incorporated into the portfolio.  If possible, also have the students select a 
topic or project that are important to them. 

– To increase the value of Portfolios being developed, have students select a project 
that can aid them in their work, career or in the case of teachers to support their own 
area of instruction.  

– Portfolios can be used by students at all levels to document work or research as part 
of the instructional process.  Also if designed correctly, portfolios can be utilized to 
aid students in job searching or during employment interviews by providing 
evidence of knowledge and skills. 

Procedures to Develop Curriculum Using Portfolios: The Steps in the Process 
The eight procedures listed below are expanded in greater detail later in this document.  The 
Curriculum Development Procedures have been developed and used by the author for the past 11 
years.  The procedures implemented are a major component in selected courses offered in the 
undergraduate and graduate levels in the Career and Technical Education Program at South Dakota 
State University.  The procedures have aided in the process of teaching curriculum development to 
support prospective teachers, current educators and others who are interested in learning how to 
develop and evaluate curriculum in a systematic process.  Through the objectives of the course 
students develop individual curriculum, detail the research and finally create two identical 
portfolios, the original kept by the student and one submitted to the Coordinator of CTE to be used 
for a major component in determining the final grade for the course.  
 

CURRICULAR AND INSTRUCTIONAL PROCESS 
1.  Define Problem 
2.  Research 
3.  Develop an Outline of the Curriculum 
4.  Develop the Curriculum 
5.  Deliver 
6.  Review 
7.  Evaluate Curriculum 
8.  Revise  (Andera, 2002) 
 
 
 



CURRICULAR AND INSTRUCTIONAL PROCESS 
1.  Define Problem 
 What is the Curricular Problem? 
 

 Is it a Program Problem? 
This type of problem is at the programmatic level.  Meaning the problem relates to, or 
affects the complete educational program.  For example the problem affects the 
complete Automotive Program, Carpentry Program, Nuclear Medicine Program or 
Extension Education.     
 

 Is it a Course Problem? 
This type of problem is at the course level.  Meaning it relates to or affects a course or 
training activity.  Does a new course or training activity need to be created?  Does an 
existing course need to be revised?  
 

2.  Research 
 Research what currently exists  
 Research successful models 
 Research schools or other entities that have similar programs or problems  
 Research textbook publishers, internet sites, libraries and other sources to gather 

relevant data  
 Document information researched for future reference and to aid in making future  

value decisions  
 
3.  Develop an Outline of the Curriculum 

 Use Research conducted to develop an Outline to be used as a guide for developing or 
revising the Curriculum 

 An Outline of the curriculum would be similar to listing chapters in a textbook and then 
listing supporting items which would comprise that chapter 

 Be specific in detail, the more detail listed, the easier it is to develop the curriculum 
 Start at the beginning of the course or program and carry it through to completion.  

Which type of Problem, course or program depends on the type of curriculum problem 
that the student or teacher selected and is trying to be solve    

 
4.  Develop the Curriculum 

 Use the created Outline as a guide in developing the Curriculum 
 Review the data gathered from the Research and other materials to develop the 

Curriculum 
 Start at the beginning and work toward the end, this will be your “Draft” 
 Once the Draft is created, review for missing items or holes in the intended Curriculum  

• Items to be developed, Lesson Plans, Competency Activity Sheets, and 
Worksheets related to specific lessons, and Grading Rubrics.   

• Lesson Plan is a document that list activities for each day or class period 
• Objective/s for the Day 
• Student Activities for the Day 
• Summary Points 



• Assignments for the Next Meeting 
 

• Competency Activity Sheets are documents that describe a specific competency 
and then explain the procedures to perform the competency.  A competency is a 
small hands-on skill or task that is observable and easily measurable.  A 
competency is a skill that needs to be taught and evaluated to determine 
student’s proficiency.  Examples of a competency:  

• The student will perform a window layout according to the standards 
listed in the Competency Activity Sheet to a level set by the Rubric. 
 

• The student will demonstrate the process of performing a medical 
injection by following procedures in the Competency Activity Sheet to a 
level that meets the standard set by the Rubric. 

 
• A competency or activity worksheet is a document such as a Rafter Competency 

Worksheet that describes a scenario for the student in which he or she will 
figure and determine the size of rafter members that comprise a hip roof.  
Worksheets such as these reinforce student learning and builds confidence for 
the future.   

• Examples of items that students would need to determine: 
• Unit Rise of the Roof, Total Rise of the Roof 
• Unit Run of the Roof, Total Run of the Roof 
• Unit Common Rafter length, theory & actual 
• Hip Rafter length, theory & actual 
• First Jack Rafter length, theory & actual 
• Figure remaining Jack Rafters, theory & actual 

 
Note:  

When developing Curriculum or when Students are Creating Personal 
Portfolios: 
Items such as Lesson Plans, Competency Sheets, Activity Worksheets and Rubrics 
should become part of the Portfolio.  They are important for the educator when 
developing the curriculum, but also just as important to the student when he or she 
is documenting work being performed.  Years’ later students can return to their 
Personal Portfolio to refer back to activities completed and included to refresh their 
memories of how to perform tasks, activities or competencies.  

 
5.  Deliver 

 Deliver Curriculum 
In this activity the instructor “delivers” the curriculum that he or she has developed.  
Each day the instructor should prepared a Lesson Plan that corresponds with the 
daily activity in that specific class.  If multiple classes are taught of the same 
course, the instructor should make or create a separate Lesson Plan for both 
sections.  The reason for this is that the two sections of the same course in most 
situations will never be covering the same material on a given day.  The reason for 
this is the fact that each class is made up of unique students who demand 



individualized instruction.  One class may excel and another may have difficulties 
with learning competencies or grasping difficult concepts.  It is important not to 
allow the curriculum to drive instruction but rather the instructor will deliver 
instruction at a pace appropriate for learners to be successful.  If the instructor 
teaches many different courses through a semester, each course should have a 
corresponding Lesson Plan as a guide for the day’s activity.  “How do we know 
where we are going if we don’t use a map to follow,” instruction will suffer and so 
will the students.  The map for the instructor is his or her Lesson Plan for the day’s 
activities.  Creating this “map” also applies for a lab or clinical experience.  The 
students need to know where they are going and how they are going to get there, 
and a Lesson Plan will aid the instructor in explaining the process which is being 
used to aid students in grasping concepts, procedures and learning the skills needed 
to be successful when they are ready to be employed.  

 
6.  Review 

 Review process as you teach the program or course 
The instructor as he or she is delivering instruction should be recording information 
on the Lesson Plan to document how the lesson or lab experience went.  Do 
students understand the material being covered?  Are they lost and don’t understand 
the new material being delivered?  Do the students comprehend what is occurring?  
These are some of the questions that the instructor should be asking themselves to 
determine how the lesson went, what preparational change should occur for the next 
class meeting or lesson.  Also the instructor should consider what should be added 
or changed when preparing for the next time this course is taught, such as next 
semester or next year 
 

 Document what is occurring in class or after class by writing on the Lesson Plan or 
keeping notes on the class in a logbook. 

Document how the lesson went or transpired.  The documentation can occur as the 
class is being delivered and also after completing the class by make notes or 
comments on what can stay the same, what should be changed, what should be 
added for the next time we teach the material.  Also, if students did not understand 
or comprehend the material covered in the lesson it is important that the instructor 
not move on to the next lesson because it will affect the students success in the next 
lesson or learning new material.  This information should be recorded on the Lesson 
Plan or notes in a logbook to record and document how the instructional process 
went in the classroom, lab or clinical. 

 

7.  Evaluate Curriculum 
 Evaluation of the Curriculum should occur as the instructor teaches the course. 

The instructor should evaluate the course or lesson as he or she teaches the class on 
a daily basis.  Doing so should enhance the future success of the class or lab 
because the educator is adjusting the curriculum to meet the needs of the students in 
the course.  Also Evaluation should be done after program or course is completed. 
 



8.  Revise the Curriculum 
In most situations, the instructor will make revisions or adjustments from one 
Lesson Plan to another.  In the process of developing Lesson Plans, the instructor 
may create a series of Lesson Plans for a week of classes using the Outline 
discussed earlier in this section of the paper.  If the instructor has taught the course 
previously, he or she may use existing Lesson Plans from that course.  The 
instructor should review existing notes if any were recorded to make minor or 
major adjustments to the new Lesson Plans being created.  Instructors constantly 
strive to improve one’s course and using the procedures of evaluating and adjusting 
Lesson Plans will support the process of “Curriculum Improvement” which 
supports the contention of improving student performance.   
 

 At the end of the course, the instructor should review the course as a complete Curriculum 
so that major changes or adjustments can be made while the course is fresh in the mind of 
the instructor. 

It is the author’s contention that “Curriculum” is a living breathing entity.   Meaning that 
for a curriculum to grow and attract students, it needs to be updated continually to reflect 
changes in business or industry because business and industry hire the students who 
graduate from the program.  If the curriculum stays stagnant and does not change, students 
will not be hired because they are not prepared adequately.  Eventually students will stop 
enrolling and industry will not hire the graduates, and then the program will die.  

 
Conclusion 

The primary purpose of teaching is to build and improve student learning and performance.  
The use of Portfolios can be another tool the in the repertory that teachers used to support students 
in developing knowledge and skills to be successful in their career selection.  Another benefit of 
incorporating portfolios into the curriculum is the fact when students graduate and seek 
employment they have another document other than the personal resume to verify their abilities 
when interviewing for a selected position or career. 
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Abstract 

Since the late 1990s, there has been a gradual increase of female primary school heads 

in Hong Kong. In fact, a similar rise can also be observed in other developed 

countries, such as Norway, Sweden and England, and studies have attributed the 

increase to their implementation of equal opportunity legislation and family-friendly 

policies. However, the situation in Hong Kong seems to be very different as there are 

no similar policies and practices; it therefore provides an important case to explore 

how women could make into school leadership.  

 

Based on the life histories of eight female principals, this paper will explore the social 

and institutional factors that have contributed to their ascendancy; how they make 

sense of their success; the strategies that they have used to develop their careers and 

to accommodate various work and personal demands; and not least the costs that they 



have to bear to become school leaders. By providing a holistic, comprehensive and 

culturally specific understanding of their values, identities, negotiation and practices, 

this paper hopes to take the discussion further by exploring whether and how gender 

relations in Hong Kong have been reconfigured.  
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Problem 

Bullying and violence are increasingly common issues that continue to plague many 

schools in the United States. On a daily basis, teachers in schools encounter violent behaviors at 

various levels - among students, against property, and between staff members and students (Sela-

Shayovitz, 2009). In addition to observing violence in their schools, all too often teachers are 

victims of violent behaviors ranging from verbal victimizations to lethal rampages (Fisher & 

Kettl, 2003). In spite of widespread prevalence of victimizations of teachers, plight of teachers in 

coping with trauma resulting from observing or experiencing bullying and violence in schools 

has received little attention, both in research and in practice. This is because teachers are mostly 

considered as a source of information about student behavior or as implementers of prevention 

programs, but rarely as witnesses or victims of school violence (Nicolaides, Toda, & Smith, 

2002). 

This lack of attention has led to teachers having unmet psychological needs following 

violent acts at schools (e.g., Astor, Bahre, Wallace, & Fravil, 1998; Kondrasuk, Greene,  

Waggoner, Edwards, & Nayak-Rhodes, 2005; Newman, Fox, Harding, Mehta, & Roth, 2004). 

Extant research suggests that school violence can have a strong negative impact on teacher well-

being (Galand, Lecocq, & Philipott, 2007). Verbal victimizations reported and experienced by 

teachers as a more prevalent form of school violence results in higher levels of depression and 

emotional exhaustion (Galand et al., 2007; Mallet & Paty, 1999). Fear and heightened levels of 

stress that teachers feel after experiencing bullying or violence can lead to burnout and 

consequently less effective teaching (Elliott, Hamburg, & Williams, 1998). In addition, teachers 

who worry about their safety are more likely to leave the teaching profession altogether 

(Newman et al., 2004). Impaired well-being resulting from experiences of bullying and violence 
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in schools is a source of concern in itself, but it is also documented as a factor of dissatisfaction, 

absenteeism, and attrition in teaching (Pierce & Molloy, 1990; van Dick & Wagner, 2001).  

These feelings of exhaustion and burnout resulting in poor well-being of teachers are 

compounded by the fact that teachers are frequently expected to provide support to students and 

parents following instances of bullying and violence in schools. They are expected to play a key 

role by intervening and actively participating in violence prevention efforts. However, it is 

obvious that until teachers are first supported to cope with their experiences of witnessing and 

being victims of school bullying and violence, expecting them to intervene and prevent violence 

will only exacerbate their conditions of depression leading to burnout (Gibbons, Lichtenberg, & 

van Beusekom, 1994). As long as teachers feel unsupported and dismissed, they will continue to 

be overwhelmed by school-related violence and be unsure of how to deal with it (Kandakai & 

King, 2002; Poland, 1994; Price & Everett, 1997). 

 

Purpose 

In view of the aforementioned, we propose a Peer Mentoring Action Learning model 

(O’Neil & Marsick, 2009) to support the teachers in: (1) developing a community where they can 

share their experiences of witnessing and experiencing bullying by students and seek emotional 

support from their colleagues; (2) practice critical reflection on their experiences and knowledge 

that may shape their actions against bullying by students in schools. Action Learning is an 

approach for supporting the development of people through projects and problem-based 

situations. It involves a learning coach with small groups working to take action to solve their 

problem and learning how to learn from that action (Yorks, O'Neil, & Marsick, 1999). Before we 

explain the action learning model in further detail, it is important to clarify that we are focusing 
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our intervention specifically on teachers’ experiences of school bullying which does not include 

rape, sexual assault, robbery, or shootings that can be categorized as severe forms of school 

violence. As bullying is often cited as a cause of these lethal forms of school violence (Dake, 

Price, Telljohan, & Funk, 2003), we deem that interventions directed at less overtly aggressive 

behaviors (e.g., repeated verbal victimizations) that are often the source or the underlying root 

cause of school violence are likely to be more successful in preventing violent behaviors in 

schools.   

Bullying is a form of aggressive behavior or intimidation that causes injury or distress to 

the individual to whom it is directed and is characterized by an imbalance of power between the 

bully or bullies, and the victim or victims, typically to be repeated, against a targeted victim 

(Nicolaides et al., 2002; Olweus, 1993). In recent years, schools in the United States have 

increased their attention on bullying partly due to increased instances of homicides in schools. 

Researchers who have studied the profiles of a typical school shooter have found an attacker to 

be a victim of longstanding and severe bullying by others in the school prior to the shooting 

incidence (Dake et al., 2003). This finding implies that these attackers have resorted to extreme 

forms of violence as a way to retaliate against their experiences of being humiliated and 

threatened by those who engage in bullying behaviors in schools. Thus, lack of attention to and 

prevention of school bullying can spiral into instances of school shooting resulting in tragic loss 

of numerous lives. Although teachers are often given a central role in the management and 

prevention of victimization and bullying within schools (Craig, Henderson, & Murphy, 2000;  

Nicolaides et al., 2002; Yoon & Kerber, 2003), they are seldom given the support required to be 

effective in timely identification and prevention of bullying. As we have noted before, any 

school violence prevention intervention needs to be twofold if the intervention requires teachers 
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to be active participants in combating the spiral of bullying and violence in schools. First, the 

intervention should allow the teachers to reconcile their experiences of being witnesses and 

victims to student bullying and then equip them with appropriate knowledge required to address 

and prevent bullying and violence in schools.  

 

Peer Mentoring Action Learning Intervention 

Our study will apply the individual project design of action learning for the participating 

teachers. According to Marsick and O’Neil (1999), in the individual project design, participants 

divide time among themselves and each participant is helped by others to think differently about 

a situation, any proposed solution, and the results from any action. Each teacher in our study can 

take up the role of a focal learner in turns in action learning groups with his/her  peers to first 

share their experiences of witnessing and being victims to student bullying and then identify  

different ways of addressing instances of bullying in schools. A peer mentoring model will help 

to develop a community among teachers, especially provide an opportunity of building trust 

among experienced teachers who are more familiar with the hostile school environment and 

beginning teachers who might be new entrants and hence more likely to be traumatized by 

experiences of school bullying. We will use the Action Learning conversation (ALC) protocol to 

structure their interactions in action learning groups. ALCs combine objective, reflective, 

interpretative, and decisional questions to produce a process of group mentoring among peers 

(Marsick & Matlbia, in press). Objective questions focus on “What is happening?”; Reflective 

questions center on “How am I feeling/reacting?”; Interpretative questions probe on “What does 

it mean? “What are we learning?”; and Decisional questions seek to answer “What do I do?” and 

“How do I respond?” (O”Neil & Marsick, 2009).  
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We will apply a combination of “experiential” (McLaughlin & Thorpe, 1993) and 

“critical reflection” (O'Neil & Marsick, 1994) schools of Action Learning with groups of 

teachers (e.g., 5-6 teacher/group)  experiencing and witnessing bullying in schools. The 

“experiential” school of Action Learning requires participants to reflect on their experience of 

bullying with support from others, followed by further action, to support change instead of 

repeating previous patterns (Marsick & O'Neil, 1999). In our project, it would benefit our 

teachers if they can reflect and share their challenges of confronting students who engage in 

bullying and their thoughts of how they can cope with being targets of bullies and in turn take 

disciplinary actions against bullies in schools. This form of experiential learning in action groups 

will prevent feelings of isolation among teachers who experience bullying and will allow them to 

collectively address the vice of bullying in schools.   

The “critical reflection” school of Action Learning goes one step further in requiring the 

participant teachers to reflect on the underlying assumptions and beliefs that they bring to 

practice  regarding bullying in schools (O'Neil & Marsick, 1994). This will require the teachers 

in our study to delve deeper and question the assumptions that shape their understanding, 

interpretation, and approach to addressing the bullying phenomenon. For instance, although 

teachers perceive that they are effective at identifying incidences of bullying, students report that 

teachers fail to identify bullies in their classroom (Bauman & Del Rio, 2005; Yoon & Kerber, 

2003). One primary reason for this is that teachers’ perceptions of bullying are not accurate. 

Yoon and Kerber (2003) studied teachers' feelings of sympathy for victims along with their 

efficacy for handling bullying episodes. These authors found that teachers believed that verbal 

and physical aggression were more serious forms of bullying than social exclusion, and thus, 

failed to identify and intervene in cases of indirect bullying that is not as overt as physical 
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aggression. Sex and age differences can also influence teachers' beliefs about bullying as well as 

their strategies for dealing with it (Mishna, Scarcello, Pepler, & Wiener, 2005). For instance, as 

boys tend to be more involved in physical aggression, teachers may view bullying as more 

normative for boys than for girls. Similarly, as young children are still learning how to negotiate 

their peer relationships in socially appropriate and productive ways, teachers may believe that 

bullying is more normative among the younger students.  Further, teachers may be unaware of 

how deep rooted prejudices against individuals perceived to be belonging to negatively 

stereotyped  “out-groups”  might be contributing to bullying and violence in schools (Craig-

Henderson & Brown-Sims, 2004).  

Moreover, critical reflection can go beyond questioning an individual’s underlying 

assumptions to examination of organizational norms (Marsick & O'Neil, 1999). Thus, in addition 

to reflecting on their individual assumptions shaping their understanding of bullying, the 

participating teachers will be encouraged to reflect on the degree to which the school culture is 

conducive to encouraging bullying without apprehension of disciplinary actions. While it is 

important to address violence prevention at the student level, there may also be systemic 

problems within the school culture that contribute to the likelihood of student violence and the 

critical reflection action learning intervention will allow teachers to discern how school policies  

might be fueling bullying and violence in schools instead of combating them (Hyman & Perone, 

1998; Marachi, Astor, & Benbenishty, 2007). Especially, as extant research has shown that 

individuals who are disadvantaged by a status quo can end up justifying the social system that is 

contributing to that status quo (Jost, Pelham, Sheldon, & Sullivan, 2003), it is important to use 

critical reflection to create awareness among teachers belonging to minority groups about how 

they may be supporting school policies that encourage bullying against racial, ethnic, or religious 
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minority students and teachers in schools.  

 

Outcomes 

Given that our intervention is two-pronged, we will examine if participating in an action 

learning intervention helps to affect two outcomes: (1) reduce teacher’s feelings of burnout 

(Galand et al., 2007); and (2) improve teachers’ perceived self-efficacy in addressing bullying in 

schools (Sela-Shayovitz, 2009).  Burnout is defined as a state of emotional exhaustion, 

depersonalization and reduced personal accomplishment, resulting from repeated and long-

lasting stress (Maslach & Leiter, 1997). Previous scholars have reported that teachers receiving 

support from management and peers are less vulnerable to burnout (Greenglass, Burke, & 

Konarski, 1997; Russell, Altmaier, & van Velzen, 1987). Following this line of thought, if the 

managements in schools institute the peer mentoring model of action learning as a formal 

intervention, thereby allowing teachers to build cohesive groups where they can freely share their 

vulnerabilities and discuss strategies of combating bullying, it is expected that teachers’ feeling 

of emotional exhaustion and disengagement are likely to decrease.   

Self-efficacy is a central mechanism that affects the self-image of individuals and 

mediates between personal knowledge, skills, and beliefs on the one hand, and the individual’s 

activities on the other (Bandura, 1993). In the context of school bullying, teachers’ self-efficacy 

can include three dimensions: (1) personal teaching efficacy which refers to the attitudes and 

beliefs regarding teacher’s role and ability in addressing bullying in schools; (2) teachers’ 

efficacy in the school which refers to perceptions to the extent to which teachers received 

support and co-operation from the school in dealing with bullying; and (3) teachers’ outcome 

efficacy which refers to perceptions of self-efficacy in dealing with actual bullying incidents in 
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schools (Sela-Shayovitz, 2009). We expect that opportunities of sharing experiential knowledge 

with colleagues and reflecting on the underlying assumptions that may shape the strategies of 

addressing school bullying can help to increase teacher’s self-efficacy with respect to dealing 

with bullying in schools.  

 

Proposed Data Collection Sites 

We plan to conduct the study with 30 teachers in two urban public schools, the University 

City High School (9th through 12th) and the Morton McMichael Elementary School (6th through 

8th). The current student enrollment in the University City High School ranges from 825 to 1085, 

with the majority of the students belonging to the freshmen class. Twenty-five percent of the 

students are enrolled in a special education program. Eighty-nine percent qualify for free or 

reduced lunch, which is high, indicating severe economic need. The student population is over 

97% African-American and there are 89 full time teachers. At Morton McMichael Elementary 

School there are currently 325 students and 35 full-time teachers. The student population is 93% 

African-American, 3.2 % “Other”; and 2.3% Latino. Roughly, 12% of the student population is 

indentified as being in a special education program. Nearly, 94% of the student population 

qualifies for free or reduced lunch, indicating severe economic need. This school experiences a 

high rate of transition and mobility. In 2008, roughly 118 students officially withdrew from the 

school.  

Drexel University is currently involved in planning different developmental initiatives 

with both these schools. Specifically, the Goodwin College has worked with University City 

High School on faculty and leadership development and is considering a more long term 

relationship based on similar projects. And, the Pennoni Honors College and the Goodwin 
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College are currently planning to extend a comprehensive mentoring program (the Lindy 

Scholars Program) to the Morton McMichael Elementary School. Therefore, to expand our 

efforts to support and sustain improvement in both neighborhood schools would be a natural 

progression of Drexel’s ongoing commitment to these neighborhood schools.  

From a research standpoint, these neighborhood schools offer an opportunity to work 

with two distinct student cohorts, each requiring different types of and levels of support, with 

one serving as a major feeder school for the other. That is to say, many students who graduate 

from the Morton McMichael Elementary School will go on to attend University City High 

School. Such a relationship could yield useful longitudinal data. Working with these two distinct 

cohorts also allows for comparing and contrasting possible developmental differences, as it 

relates to both interventions and outcomes, allowing for a richer understanding of the 

experiences of school-aged youth who attend poor urban schools. Lastly, each of these schools is 

situated in an area of high need, within Philadelphia (Southwest Philadelphia/Mantua). These 

communities are riddled with poverty, crime, and a high rate of indigent families (homelessness), 

particularly, in the Mantua community. This provides the impetus for why Drexel University is 

committed to offering continued support that can help teachers address bullying and violence in 

these neighborhood schools. 

Further, offering initiatives to address school bullying and violence in neighborhood 

schools is an integral part of Drexel University’s mission. Drexel University’s Center for the 

Prevention of School-Aged Violence strives to create public awareness of the need for youth-

oriented, evidence-based efforts focused on preventing youth violence in environments where it 

occurs: schools, homes, and communities. The vision of the Center, which is a result of the 

recent rise in youth violence, is to help ensure that all youth possess social and cognitive skills to 
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prevent violence on their own. The Center aims to accomplish this through education, 

scholarship, media awareness, policy advocacy, and evidence-based programming. The Center 

also aims to inform policy leaders and stakeholders of the various types of evidence-based 

activities that prevent school-aged violence. 

 

Conclusion 

 On a concluding note, we want to emphasize that just as victimized students need 

empathy and support, so do teachers require understanding that they are in a precarious situation 

where they are expected to fulfill many roles including responding effectively to bullying. It is 

important to recognize that teachers often lack confidence in their ability to deal with bullying 

because they are not given adequate support to address their own feelings that bullying incidents 

may evoke. Building a peer action learning community can be a form of systemic support that 

school administrators can advocate in order to make teachers more resilient in acting against 

bullying in schools.  
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Are Their Arguments Convincing? 
 
Abstract 
This study examines the conversations provided by teachers studying videos of children’s 
mathematical reasoning in an online environment over a two-week period in a hybrid, 
graduate mathematics education course. In particular, it investigates whether the 
justification of a solution to a problem posed to a group of five students in an informal 
problem-solving environment, as presented in a video clip of that group’s problem 
solving, was convincing. Analysis of the teachers’ discourse about students’ reasoning 
revealed that teachers made reference to their own problem solving in referring to the 
forms of reasoning presented by the students in the video. In comparing their own 
arguments with the students in the video, they indicated that studying the video offered a 
context to discuss the reasoning of the students. Further, they indicated that observing the 
reasoning of the students resulted in reflecting about their own problem solving. 
 
 
Theoretical Perspective 
Opportunities to reflect and revisit ideas, and discuss them within a community of 
learners, have shown to be especially powerful in the development of mathematical 
reasoning (Maher, Powell & Uptegrove, 2010).  Based on longitudinal and cross-
sectional studies of the development of reasoning in learners, a unique collection of 
videos and related metadata are being prepared for storage on the Video Mosaic 
Collaborative (VMC), a repository at Rutgers University1 (Agnew et. al 2010). 
The repository provides access not only to videos but also to related metadata, such as 
descriptions, transcripts, and written work of students (Agnew, et al, 2010; Palius & 
Maher, 2011). The VMC also makes available innovative tools for using the materials in 
teacher education contexts, both in face-to-face situations and in collaborative online 
environments (Maher, Landis, & Palius, 2010; Maher, Hmelo-Silver, Palius, Sigley, 
2011). 
 
The research presented here is part of larger project of design research in teacher 
education that is being conducted in association with the development of the video 
repository and its tools2. The research is grounded in constructivist views on the learning 
and teaching of mathematics (Davis & Maher, 1990; Maher & Davis, 1990; Davis, 1990), 
and is premised on the concept that videos of student learning can serve as powerful 
pedagogical tools (Maher, 2008). Making use of the repository resources, a hybrid course 
was designed to offer a learning environment that blended in-class problem solving, 
asynchronous online discussion, access to videos, and reading assignments of relevant 
literature. A goal for the instructional intervention is that teachers learn to recognize 
students’ reasoning as presented on video clips selected from the VMC repository. 

																																																								
1 The video mosaic is located at: http://www.videomosaic.org 
2 Research supported by the National Science Foundation grant DRL-0822204, directed 
by C. A. Maher with G. Agnew, C. E. Hmelo-Silver, and M. F. Palius. The views 
expressed in this paper are those of the authors and not necessarily those of the funding 
agency.	
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Setting 
The intervention occurred in a graduate-level, hybrid mathematics education course in 
which teachers worked on challenging mathematical tasks in the classroom environment, 
and then studied videos of students who had been working on the same tasks. For the 
online component, the teachers were organized into four discussion groups of 6 to 7 
teachers per group. The format involved posing questions for discussion about the 
reasoning of the students in the video and whether the teachers found the reasoning 
convincing, and if so, why or why not.  
 
Data Source 
The data were collected within a course management system at a major public research 
university and consist of online discussions among twenty-five teacher participants in the 
course setting described above. Data were used to conduct an analysis of the threaded 
discussions in a course unit that focused on a particular task, which included problem 
solving, video clip viewing, and related reading (Maher & Muter, 2010). The unit took 
place in the fifth week of the course, over a two and a half week period. 
 
The Task 
During the in-class problem solving, the teachers worked in small groups on the 
following problem: 
 
How many different block towers can be built selecting from three colors of blocks such 
that the towers have at least one of each color?  
 
They then presented their solutions to the entire class. Their follow-up assignment was to 
study a video, Romina’s Proof to Ankur’s Challenge3, of five 10th grade students who 
worked on the same problem-solving activity. Specifically, the posted assignment was: 
 

This week's assignment for online work involves a video and two 
readings, with threaded discussion, that follows class work on problem 
solving for the Ankur's Challenge task. 
 
The following questions are intended to guide discussion in your 
small groups (and will also be posted in the introduction to group 
discussion threads). 
 
(1) Describe Romina’s strategy for solving the Ankur’s Challenge problem. 
(2) In your opinion, is this solution a convincing one?  Why or why not? 

 
 
Research Questions 
The research questions that guided this study are:  (1) How, if at all, does teachers 
studying the video of Romina’s Proof contribute to understanding their own problem 

																																																								
3	See http://hdl.rutgers.edu/1782.1/rucore00000001201.Video.000062055	
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solving? And (2) To what extent, if at all, do the teachers find the students’ reasoning 
convincing? 
 
Results 
Pooling the data analyzed across the four groups of teachers, a total of 71 posts were 
made in the discussion threads of the course unit we studied. Individual posts tended to 
be rich in the scope of commentary that the teacher offered in their respective group’s 
discussion thread. That is, a single post often commented on more than one aspect of 
teacher reflection on problem solving within context of this study. Five themes recurred 
with high frequency in our analysis of the teachers’ postings, which give compelling 
evidence that studying the video proved to be a strong catalyst in teachers’ analysis of the 
students’ reasoning.  Teacher comments reflected acknowledgement of Romina’s proof 
as correct, clever, convincing, elegant, and impressive. The logic of Romina’s proof was 
mentioned repeatedly across the postings. Teachers also made reference to whether the 
proof was similar and/or different than that of their own or other class members.  This 
included references such as similarity in notation, cleverness in notation, personally 
insightful, brilliantly represented, and so forth. What is particularly noteworthy is that the 
study of the students’ reasoning triggered in the teachers a reflection about their own 
problem solving. The following table summarizes the recurrence of top five themes that 
appeared from our coding of the teacher discussion threads. 
 
Theme of reflective commentary Frequency Percentage 
Related video to own problem solving 23 92% 
Related video to others’ problem solving 14 56% 
Acknowledged positive qualities of Romina’s proof 20 75% 
Mentioned specifically the logic of Romina’s proof 17 68% 
Referred to arguments / justification as a social activity 21 84% 
 
The fifth theme in above table is especially interesting, as it refers to the notion of doing 
mathematics as discussion among a community of learners through the process of making 
and evaluating arguments to justify solutions to problems. The teachers expressed this 
idea in various ways, and their commentary reflected what they think is important and 
necessary about engaging in mathematics as a social activity. We share some examples of 
teacher postings taken verbatim from the course management system, using pseudonyms 
in lieu of actual names.  
 
For instance, Michael addressed student-to-student discussion of mathematical 
arguments, and connected his idea to a comment made by classmate Beth, in his post: 

  I think asking the students to convince their peers is what makes this 
study special, the solution is not very important. When trying to 
convince someone the students really deepen their understanding and 
as (Beth) says reformulate,  reorganize, rethink, restate their argument. 

 
By considering the video episode in its broader context of the research study from which 
it came, Michael is noticing how certain features of the learning environment, namely 
peer evaluation of arguments, contribute to learning mathematics with understanding.  
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Teachers also reflected on the need for a student to justify a solution. Sam asserted a 
connection between convincing mathematical explanations and the deep thinking that 
leads to understanding and learning.  

The need for justification is what leads students to think deeper 
about a topic and fully understand the specific problem.  Being able 
to explain and justify their solutions and convince others of their 
solution is a very powerful tool and perhaps is where the most 
learning takes place.  Conceptual learning and understanding arises 
when there is reason to support it.  This is what made Romina's proof 
so convincing.  In fact, her proof became more convincing and 

   with each time she explained it, gaining little insight and 
knowledge each time.  In accordance with Glaserfeld's view, I think 
Romina was the knower who came to know more.  Romina had the initial 
thoughts and idea of her process but through reasoning and explaining, 
her proof became clearer because she became clearer on her own method. 

 

Classmate Jennifer responded to Sam’s post to elaborate further on the link between 
justification and deeper understanding.  

By justifying her answer, she not only learned new math but also learned how to 
articulate her ideas effectively, leading to a deeper understanding… It is important for 
students not only to understand and be able to justify their own solutions, but understand 
other solutions as well. 
 

The same theme arose in a different discussion group, where Tom responded to one of his 
classmates by citing a particular idea and giving further evidence from the video about 
how notations created by the student became more refined along with re-writing the 
solution more convincingly.  

I agree with you that "explanation and justification help the student rethink about his/her 
ideas and push him to make sense of their findings before making them public".  This is 
why Romina was successful in her proof.  Every time she explained herself, she was able 
to make more sense of it and therefore justify her findings better.  At first, she had 2's 
next to each of the 6 towers and then got confused herself why they put them there, then 
erased them and rewrote her solution in a more clear, convincing way.  If Romina did not 
have to explain herself and justify her solution, she may have never came up with the 
nice, elegant solution that she did. 
  

The last example comes from Maria, who moved beyond the specifics of the assignment 
and reflected more generally on how the studying of videos has transformed her view of 
what mathematics is.  

From watching numerous videos throughout this semester, I have learned that 
mathematics is more than just finding an answer (correct or not). Math is about being 
able to explain your thinking and justify your solution to others. I believe one truly 
understands a concept when they are able to explain it in such a way that others can now 
understand. By explaining your solution, you are contributing to the learning of others, 
but, more importantly, you are contributing to your own learning. When one justifies 
their solution, they are using higher order thinking skills. They must be able to present a 
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complete argument that leaves the reader with no doubt or questions that the argument is 
correct. That can be a hard task to accomplish. 
 

 
Conclusions and Implications 
As our study has shown, the teachers compared their own and each others’ problem 
solving with the problem solving of the students in the video. They found the arguments 
provided by the students in the video to be logical and convincing, and they backed their 
assessment with detailed explanations. Understanding how teachers are stimulated to 
reflect on their own and each others’ problem solving, as well as on the problem solving 
of students, can help us design learning environments that afford opportunities for this 
reflection. This study suggests that giving teachers the opportunity to work 
collaboratively on a challenging mathematical task, share and discuss their and the 
students’ solutions with each other, can provide a powerful incentive for deep reflection 
about what constitutes a convincing argument in a mathematics task. Analysis of the 
detailed conversations suggest how carefully selected videos can enrich collaborative 
teacher learning about mathematical reasoning. Attention to student reasoning is an 
important aspect of mathematics teaching. Further research in other contexts and with 
other problem solving and video resources is suggested in order to examine how 
reflection can be enhanced by collaborative mathematics learning and through studying 
videos of students learning in other contexts. 
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Abstract	

Since	its	independence	in	1971,	the	United	Arab	Emirates	(UAE)	has	

regarded	education	as	an	integral	part	of	the	country’s	development	plans.	As	part	

of	a	larger	reform	initiative,	the	government	sees	education	reform	as	an	essential	

process	in	sustaining	the	progress	and	development	of	UAE	through	providing	well‐

educated	and	highly	qualified	nationals	to	fill	the	private	and	public	sectors.	

Adopting	Westernized	models	of	higher	education	is	one	of	the	many	educational	

reform	strategies	undertaken	by	the	government	in	an	attempt	to	provide	nationals	

with	learning	opportunities	that	would	prepare	them	to	compete	in	the	global	

market	and	also	enable	them	to	participate	in	a	wider	range	of	professions,	

including	education.	However,	calls	have	echoed	among	faculties	in	colleges	of	

education	regarding	the	provision	of	a	more	culturally	grounded	instruction,	which	

takes	into	account	the	social,	cultural,	and	educational	backgrounds	of	Emirate	

students.	This	study	examines	teacher	educators’	views	regarding	integrating	

culture	in	the	classrooms	through	the	practice	of	culturally	responsive	teaching	

when	preparing	national	pre‐service	teachers.	Eight	expatriate	and	national	teacher	

educators	in	UAE	participated	in	semi‐structured	in‐depth	interviews.	Preliminary	

findings	from	this	study	will	highlight	the	importance	of	creating	a	discourse	on	

culturally	responsive	teaching	in	UAE.		
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The leadership of Principals in school improvement 

 

Yang Yingxiu, Liu Haimin, Qingxiang Zhao 

School of Education science, Northeast Normal University, China 

Office of school proficiency test in Changchun, China 

 

Abstract: The school improvement that universities, educational administration, and schools 

participated in the integration of various resources complement received expected results. The 

principals play a key leadership role in school improvement, including casting ideas, creating 

vision, condensing trust, sharing power are important leadership for successful school 

improvement. The leadership for school principals to listen to their voice, to force team members, 

to promote the team members cooperates, to provide team members with development 

opportunities. School improvement is endogenous development, university researchers are the 

partners with principals and school team. School improvement is always in the transformation that 

without beginning and end, each issue, consideration and action for schools are the growing point 

for school improvement. Therefore, the principal's leadership development is an important part of 

school improvement.  

Keywords: Principal; School Improvement; Leadership  

 

School improvement is to reflect and enhance the effectiveness of school education, practice 

behavior, principals, teachers, students, parents, administrators, university teachers can be 

involved, and the principals in this group play highlighting the unique leadership role. Because 

principals are compatible administrative information, academic information, social information, 

decision-making center, is a leader in school improvement and responsible, with the primary and 

H L A City primary school improvement collaborative research confirms this fact. As a university 

researcher, and improvement of our school principals and teachers and students together out of the 

casting ideas, create vision, concise trust, power-sharing school improvement trajectory, feeling 

the joy of success, but also think about the President this the core leadership arduous. 

 

1 The casting idea: listen to the voice of the school 

1.1 The principal concept of the actions expected 

A principal to improve the management of its principals to become expert internal needs, but it is 

difficult for many principals of management actions over time to make rational thinking. In the 

UAS model school improvement projects, through contacts with the principal; we understand the 

principal investigator will be looking to enhance their theoretical behavior of the urgent desire. 

This desire, on the one hand reflects the principal's high expectations for their actions, it also 

reflects the principals of the relationship between ideas and action misunderstanding. Every day 

they are carrying a variety of management activities, but rarely think about the theoretical basis for 

action. Therefore, principals often fall into the "act first, think later," the growth path. This 

undoubtedly reflects the principals of the management action being nasty to have the desire to 

enhance but difficult to establish the basis of the dilemma. Based on this, the idea of looking 

forward to help principals into practical action, to achieve "the first thought-action" position, into 

the concept of guidance to schools in the state of the management process, both in the university 

researchers in the school improvement responsibilities, but also the principal self-understanding, 



self-improvement, self-testing an inevitable choice. School principal idea is the existence of 

objective thinking activity generated through the management of the school's awareness or 

conviction. School concept determines the development of schools, leading the school adhere to 

the premise of a certain objective criteria, select management practices, reflects the management 

value. Therefore, the concept is the principal to teachers, to students, to parents, to send the 

strongest voice of the community, there is no concept of the school can not listen to his voice. 

1.2 Stand the test of the concept of school 

The formation of the school is not far-fetched idea, but on reflection on school management issues. 

The problem is the soil produced the concept of the school, the school management expectations 

and the reality gap. Only intended to address the concept of school management school 

management only withstand the test of practice. Problems are dominant, there are hidden, each 

school has its own problems. Because of this, we are beginning to work together to make school 

improvement is "endogenous" development, primary and secondary schools and universities are 

partners, universities and schools to improve and grow together in the concept. We advocate the 

"endogenous" development exclusion as universities and schools or universities and schools and 

government departments in the school improvement in the relationship as a "service relationship" 

or "employment relationship" was more exclusive side of the stresses "endogenous "development, 

while they talk about" service relationship "or" employment relationship ", because such relations 

can not have" endogenous "development. Two schools in cooperation with the study, we in the 

questionnaire, seminars, lectures, see materials on the basis of extensive research, the application 

of SWOT analysis, understand that children need to reflect the characteristics of L primary 

education, H elementary school children need to reflect the personality of the education. After 

discussion with the improvement of the common school, two schools were established to "respect 

innocence, train with the national feelings of the modern" and "Sunshine education" philosophy. 

The former is to follow the law of development of children's lives, so that education in mind 

innocence, mind children's world, concerned about the spiritual growth of children, belonging to 

the children's lives, the happiness of childhood back to children, to become a primary school 

child's life worth remembering the good life experience. Meanwhile, the heritage of Chinese 

culture to our students to the national sentiment, so that students with a national spirit, the Chinese 

love to become rooted in national soil with root generation. Students also have the quality of 

modern civilization and scientific literacy, with the practical ability and creative spirit, as the times 

of generation. Which is creating an harmonious development of every student's colorful sun 

campus. Because the sun represents life and hope for things to grow to provide essential energy. 

School education as a concept to the sun is to life for each individual healthy growth of general 

sunlight, through the humanity and individuality of the emotional care and human culture, 

educational measures, to establish a campus culture, sun, sun and taste the spirit of the school 

promote the students to form the sun and learning attitude to life, each individual can achieve 

physical and mental development. Two schools on the educational philosophy despite differences 

in the expression, but it reflects the common school principals to solve the problem of strong 

desire, it is this desire to make the school management had followed a series of meaningful action. 

1.3 Recognition of the concept of the school team 

Concept does not belong to individual school principals, but it belongs to all members of the 

school. No school team to the school the concept of identity, it is impossible to ideas into action 

for the school. School team to the school the concept of identity, the first performance of the team 



members to understand the concept of school. Including team members understand the concept of 

surface expressed understanding of the meaning, but also including members of the team extended 

the concept expressed understanding of the meaning. Understanding of the meaning of the surface 

can be done on the interpretation of the concept, and understanding of the meaning of the 

extended team members will need high quality, continuous improvement on a profound 

understanding of the concept of meaning. Second, the school is reflected in the concept of team 

members to reach consensus in order to demonstrate the concept of action. Consensus was reached 

that allows team members to work with the value of the school, was the school's efforts are aimed 

at the development of the school's development is closely related to their efforts. Emphasize the 

concept of team members of the school does not exclude the recognition of every member of the 

school philosophy of individual care. Because different members from different backgrounds, the 

role of its development philosophy is unique. School concept and the close relationship between 

team members in the process of school improvement UAS model showed a lot of bright spots. For 

example, to "respect the innocence" for the idea of L primary use of the "sunshine sports project" 

for the students to design a large-scale opera group calisthenics, "Jing Yun China," Peking Opera 

teachers and students to participate in the study group calisthenics, they not only learn the taste of 

the quintessence culture, but also to understand the different roles of Peking Opera in spiritual 

content, more importantly, also shaped the team of teachers and students. Understanding of the 

characters in the opera in a student's learning attitude has quietly changed from the original study 

to suffer later willing to learn, because he played with the non-opera people have the criteria. 

Teachers and students to participate and the resulting positive changes that the school has between 

ideas resonate with the team, the school philosophy is feeding the school team. 

 

2 Create a vision: to enhance the school's core competencies 

2.1 The vision of the school's core competencies 

Want to create a vision for the school team and to share the success of intention or vision, motivate 

team members in pursuit of a goal and tireless efforts(1998, p238). If the team members struggle 

to get by a common vision for the courage, you can enhance the school's core competencies, so 

that schools highlight the personality, never give up. Therefore, the school principal vision is not 

the dominant vision of the individual, but a hope for the future development of the school that is 

the school's strategic planning, the principal's leadership is to lead the team to establish a common 

vision and common vision and tireless efforts. The school's core competence is the development of 

the resources the school system. The reason is that the common vision of the school's core 

competencies, because with the direction and vision-oriented, through the shared vision, team 

members made it clear the objective of the struggle to form a communication platform, with a 

space for dialogue. Team members can understand the vision, the vision of the process of 

intellectual growth, to promote unity and friendship, enhance strength, and grow together. 

Undoubtedly, the school's vision is to develop resources for schools. Therefore, the shared vision 

of school improvement to enhance the school's ability to power is an inevitable choice. Because of 

this, L and H elementary school students have established a development vision for the ultimate 

purpose of the school, the school determined by the ability to enhance the development of space 

for students, to do the students happy, satisfied parents, school social recognition purposes. 

2.2 The vitality of the school vision of the construction 

Although the point on the school vision of the future school development, reflecting the school's 



development strategy, but it is not empty and elusive, but vividly to life in the team around. 

Principal's leadership is precisely in the construction team members to lead the vision for the 

school to make it more viable. More viable vision for the school the following main 

characteristics. 

2.2.1 To have the appeal of the team members 

Appeal from the vision of working in schools in the concrete, from the life of the care team 

members. Contagious vision team members came to realize that schools can make their own 

schools, their growth and development of the park. H Primary School in "educating the heart of 

the sun to sun person" under the concept of educating people to play various courses designed to 

number of English language, Yin Time as the main national standard curriculum; calligraphy, art 

appreciation, leisure sports, the classic school-based curriculum as the main reading; to arts, sports, 

science and technology, educational for the types of students the course. The national standard 

curriculum school located in the student's meals, to provide students with essential life energy; 

school-based curriculum will be located in the vitamin C and trace elements, to provide students 

with the nutrients necessary for life; students of this course will be located in the dessert, as the 

needs of students with different tastes. This design, given the vitality of the school vision to life, 

this energy mainly in the health-based curriculum to appeal to students, the course of this appeal 

both from the overall physical and mental development of students' overall care, but also students 

from the order-selectivity of this course the students to respect individual differences. Not difficult 

to imagine, in both the universality and the overall attention to student concerns individual 

differences of students of teaching, how students enjoy sun bathing, how parents praise the 

school's vitality. 

2.2.2 The growth of power with its own vision 

Concise vision of the school is a comprehensive analysis of school strengths and weaknesses and 

to establish the school development strategy, this strategy will continue to achieve new growth 

sprouting, and growing point of the school vision will not lose their vitality. H school-going "to 

aesthetic virtue" moral model of effective research, made at the primary stage to enjoy 100 hits, 

100 paintings, read 100 masterpieces of the "three 100" target. But the principal is not satisfied 

with this "three 100", after a few semesters, based on practice, but also made a goal to do 100 

games, forming a "four 100" effective moral model, the school vision add more in line with the 

law of physical and mental development of students, closer to the actual needs of students, more 

conducive to reduce the academic burden on students of the new growth point. And this is the 

growing point, the more the more the school vision to life. 

2.2.3 Members of team cohesion 

School Vision is the beacon of all members of the road; aids to navigation team members have 

only a fight for the direction. But the school vision and team vision and personal vision to melt in 

one, so the school vision to become the conscious action of team members. To this end, the 

principal need to bend down to listen to the voice of the team members, team members need to 

understand the internal demand, the need to meet their needs to make accurate decisions. For 

example, teachers have professional development needs of its principals is necessary to create 

professional development opportunities, providing the conditions for their professional 

development. H in selected primary schools in improvement between the schools of the "shadow 

training", so that teachers benefit, adding teachers to the school trust. L primary school teachers 

''12345' training program, that year "twinning", two "burdens," three years "refers to the way", 



four "take table", five "top-notch child", professional development for teachers, laying the ladder 

away, so that teachers have a clear direction and goals, adding to the school between teachers and 

between teachers and cohesion. 

 

3 Concise trust: the promotion of cooperation of team members 

3.1 The concise meaning of trust 

Principals and school improvement team members are sincere cooperation; mutual trust is not 

difficult to achieve cooperation. This is primarily because the team members are interrelated 

personnel subsystem, the system and school management in large systems. From the system and 

look at the relationship between the systems, both internal personnel subsystem, personnel 

subsystem with the school or the overall operation of large-scale systems, need to be based on 

mutual trust, mutual support basis. Without mutual trust and mutual support systems will produce 

friction, thereby affecting the timeliness of school improvement. Second, the mutual trust between 

team members among the members of its essence lies in mutual respect, respect for others and 

respect for others are the team members are the internal demand, is to achieve the value of driving 

forces. If team members are respected in the school environment, but also to give respect to others, 

the school reflects the high quality of human nature, reflecting the strong school of human 

resources work together. Third, team members healthy relationships of mutual trust is a reflection 

of the school, which can make team members feel relaxed and happy atmosphere, feel comfortable 

to work, and thus enhance the degree of achievement of school goals, namely to improve school 

management and school education of effectiveness. Therefore, the principal to take appropriate 

leadership, concise mutual trust among team members, promoting their win-win cooperation is the 

necessary leadership. 

3.2 Concise way of trust 

3.2.1 To show the principal contingency type of thinking 

The study of leadership, interpersonal theory of scientific management theory and organizational 

tasks, respectively, pointing to the care and concern for human tissue analysis. The Fred Fiedler 

(Fred E. Fiedler) is out of the two-dimensional way of thinking, raised the effectiveness of 

leadership behavior depends on situational factors, contingency thinking, and his subordinates that 

the leader situation, including the level of trust, clarity of tasks and the leader in 

power(1987,p693). And for the president, the position of power in schools is certain, then, the 

team members of the principal tasks of trust, and the clarity of the school is particularly important. 

Principals to get the trust of team members, it is necessary for team members to pursue leadership. 

According to Coleman (Karman) leader life cycle theory(1987, p714), to gain the trust principal, 

faced with different maturity of the team members can use the contingency of thinking, were to 

take the command type, persuasive, participatory, decentralized style of leadership. Mentioned 

before, the selectivity for the student's personality design students of this course is concise mutual 

trust between principals and students in the media. In addition, the project schools are still a lot of 

interesting practice in the concise design principals and teachers, between teachers and the 

strategy of mutual trust between teachers, school heads and teachers, between teachers and 

between teachers formed a kind of mutual exchanges, and sure each community(2010,p43). For 

example, reflects the community spirit of the "blue" project, teacher workshops, lesson packages 

and means of electronic resources, are conducive to different groups of active play, sharing 

resources, mutual trust purposes. 



3.2.2 To enhance the principal's leadership transition 

Because different members of the school development team and personal development 

expectations are different, so, different team members will be in the treatment of the school vision 

of passion and enthusiasm to show some differences. In this regard, the principal need to upgrade 

their school improvement in the transformation of leadership (transformational leadership)(2009, 

p100), that is, to create conditions leading to a higher level of passion and inspire the morale of 

team members, so that team members at different levels in different stage can be motivated by 

respect for, trusted, and gradually reach a consensus with the overall objective of the school. Team 

members and principals and team members and team members based on mutual trust between the 

vision-based school, the school's future vision is ideal for team members, team members have the 

incentive power. Principals need to lead to different levels of team members see themselves as part 

of school development, and enhance the school's sense of belonging and cohesion in schools under 

the vision to play its due role. Team members have a strong sense of belonging and will have the 

trust of the school and the trust of other members of the school, then the mutual cooperation 

among team members is possible. President of the transformation capacity mainly in the treatment 

of different levels of team member satisfaction at different stages of improvement, they every 

aspect, every stage of the demand nodes are principal efforts, as long as the break node principal 

team members can improve trust, the purpose of a smooth transition. Therefore, the principal for 

different people choose different behavior is to demonstrate its leadership transition, the key to the 

project schools have made adequate efforts. For example, L the overall quality of primary school 

teachers and students to establish the evaluation system, re-process, multi-weight, re-motivate the 

use of evaluation concepts and techniques for teachers and students to provide a superior growing 

environment. 

 

4 The power-sharing: an opportunity to improve school development 

4.1 The President's power comes from the team members 

Although the school principal is responsible for the administration, but the principal source of 

power is from the school team members(1980.p73). Principal commission in the school team,  

focus on the exercise of its powers to serve the school team members, in this sense, the principal 

acts of the exercise of power is its obligation to act, the power and responsibility into one official 

conduct. Therefore, the principal can not do the work as long as the responsibility of power, of 

course, can not ask principals only obligation, not to exercise power. This corresponds to the 

power requirements and responsibilities of the President can not abuse their power, can not 

indulge authority. Easily lead to abuse of the team members an unfair distribution of benefits, 

affecting the working enthusiasm of team members; indulgence terms of the lack of responsibility 

is likely to lead to, harm the vital interests of the team members. Improvements in the school 

principals concerned about the proper use of power and interests of the efficient allocation of 

school improvement is to improve the effectiveness of the core issues of unequal power and 

responsibility is an important principal leadership sluggish performance. L and H elementary 

school principal in the school improvements adhere to the democratic style of work, to try to 

implement flat management, and actively explore the power-sharing strategy, both to reduce the 

burden on the principal, but also to mobilize the enthusiasm of the team members. 

4.2 The power-sharing is an opportunity for school development 

Power-sharing is not only to return power to the power of the owner of the team members and 



their work from the heavy freed, but more importantly is the principal member of the team's high 

expectations, I believe every member is an excellent leader. This suggests that principals and team 

members to share power is a trust and respect of team members, team members is the best 

incentive. Power-sharing is a necessary requirement for the development of modern society, 

because any president, can not understand the school work and taking all matters, the school team 

of teachers, student teams, parents, team, are an important resource for school management. 

Principals and team members to share power at the same time, it adds to their knowledge of issues 

and learning opportunities to enrich the president's knowledge, enhance the team's understanding 

and trust of principals to improve principal leadership. School development is a gradual process, 

not the accumulation of school improvement, can not be expected to achieve at some point beyond 

the nature of success. Therefore, the development of every school teachers and students work 

together the result is the common responsibility of team members. When team members are 

actively involved in school management in the past, the school will have a team basis, the school's 

development and performance improvement will be possible. Therefore, the real power-sharing is 

to stimulate the enthusiasm of team members to play the school subsystem collaboration features. 

When principals and team members to share power when the team is playing potential. 

4.3 The President should provide opportunities for team members 

School principals should play potential team members, we must provide them with more 

opportunities. Opportunity space are of different sizes, different opportunities inherent in different 

energy power. The team member, an opportunity is a power-sharing, a motivation, a show, a 

success possible. Therefore, each team member is looking forward to get the opportunity, more 

opportunity, and greater space for their development. Principal leadership is also important to the 

performance of team members for the school to provide development opportunities. As an 

opportunity to help others, an opportunity to broaden their horizons, to show their opportunity, an 

opportunity for creativity, an opportunity to change the mental models, and so on. The significance 

of the opportunity to team members is subject to exercise by the trust, respect, taste one of the 

feelings. They use the opportunity in the process, you can better understand and improve them, 

and with the other members have more cooperation and sharing. In the process of school 

improvement, L for the different levels of primary school teachers to different incentives to form a 

discipline rookie, the backbone of discipline, discipline elite, academic chief, subject experts, 

teachers' professional development path for all teachers to be able to grow development 

opportunities to get to see the hope of development, adding to the development of confidence. H 

Primary School in the "summer sun" festival activities, so that all children are involved, allowing 

different children have different performance for each child the opportunity to show their 

development. Thus, opportunities for team members is priceless, the principal can provide them 

with development opportunities, is the development of schools possible. 

 

5 Experience success: reproduction of the life of the school improvement 

5.1 Experience the life of a successful school improvement 

School improvement is the school's endogenous development, the school spirit of self-publicity. 

The purpose is to promote improvement of the development team members, in particular, to 

promote the development of teachers and students. By improving schools in the gradual process to 

get progress and success. At the same time, team members can experience the process of 

improving the joy of success. And this joy, but also adds team members for their confidence and 



sense of responsibility of the school, resulting in promoting the development of new school power. 

This is an iterative process of continually renewable, is the school to obtain the source of vitality, 

is the school of cultural accumulation. Therefore, the principal leadership to play for the team 

members should focus on providing more opportunities to experience success, to reproduce the 

life of school improvement. However, due to the different team members understand the different 

opportunities, different levels, in the use of the opportunity when it may succeed or fail. And to 

provide team members with more chance of success on the one hand, requires principals to 

enhance their leadership transition for the different members the opportunity to develop more 

suitable for their other hand to enhance the decision-making capacity for the school development 

for more chance of success, to avoid the mistakes the team members to bring psychological 

pressure and moving the resistance. 

5.2 Draw resources to ensure the success of the school improvement 

School improvement does not start and end, because the school is always in transformation. But 

why 80 years since the 20th century, the school improvement will be the world's attention, which 

causes lack of school improvement is a planned, purposeful, organized change, this change is to 

focus on the unity of the process and results, focusing on the internal resources and external 

resources to the school uniform, school effectiveness research is more than a step forward. 

Therefore, the vitality of a successful school improvement is never stop, never self-styled, every 

success will be to continue to improve the starting point, each will learn to improve all aspects of 

the resource, which is the construction of modern school management system, the inevitable 

choice, because the school development is dynamic, school improvement is in the social systems 

of the, not the concept of dynamic development, school improvement can not continue to create 

chances of success, there is no systematic integration of resources, school improvement can not 

achieve greater success. The UAS model is to provide resources for schools to improve the 

advantages of integration, from the education department and university researchers of human, 

material and financial resources for the success of school improvement, provided adequate 

resources. Of course, the integration of resources for the academic development of university 

researchers, the fit between theory and practice provides a new space. Therefore, the main 

beneficiaries of school improvement, not only from the main body of successful experience in 

schools, but also from the educational administrative departments and universities, which aims to 

improve the success of multi-body experience, will undoubtedly bring about a successful outcome. 

Principal is the school leader, as an opportunity to adhere to enhance leadership, must gain more 

improvements in the school. 

 

References 

[1] Peter Senge(1998). The Fifth Discipline - the art of learning organization and Practice. 

Shanghai: Shanghai Joint Publishing. 

[2] Sun Yaojun(1987). History of Western management ideas. Taiyuan: Shanxi Economic Press. 

[3] Sun Yaojun(1987). History of Western management ideas. Taiyuan: Shanxi Economic Press. 

[4] Ferdinand .Toennies(2010). Community and Society. Beijing: Peking University Press. 

[5] James kouzes, Barry Posner(2009). The Leadership Challenge(Fourth Edition). Beijing: 

Electronic Industry Press. 

[6] j.j.Rousseau(1980). Du ContraSocial. Beijing: Commercial Press. 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Title of the submission:  

Incorporating ICTs into Peer Review: A Case Study of Sub-degree ESL Writing 

Classrooms 

 

 

Topic area of the submission:  

ESL/TESL 

 

 

Presentation format:  

Paper Session 

 

 

Paper author:  

Wing Man CHAN, Venus 

Division of Languages and Translation  

The Chinese University of Hong Kong 

venus_wmc@yahoo.com.hk 

 

 

 

 



 

Abstract 

 

Incorporating ICTs into Peer Review:  

A Case Study of Sub-degree ESL Writing Classrooms 

 

Wing Man CHAN, Venus 

The Chinese University of Hong Kong 

 

 

 

 

Recent developments of Information and Communication Technology (ICT) 

have added new dimensions to modes of peer review. Because both 

computer-mediated and traditional peer review modes have their own 

strengths, some researchers have suggested that these two different modes 

can be used together; however, this combination mode of peer review has not 

been widely investigated. This study examines the impact of combining 

electronic commenting using Word editing features and Moodle, with 

face-to-face interaction as a two-step peer review process in a combination 

mode of peer review and compares this with a more traditional mode (pen and 

paper commenting and oral talk). It investigates students’ perceptions and 

attitudes toward these two different modes of peer review. Using both 

qualitative and quantitative data—students' written texts, transcriptions of oral 

talk, and three-stage interviews—from 8 ESL sub-degree students in Hong 

Kong, the findings reveal that the students generally favored the combination 

mode over the traditional mode and suggested that the former could merge 

some of the best features of e-feedback and face-to-face discussion. The 

participants adopted a collaborative stance towards their dual roles; however, 

there were mismatches between writers’ expected feedback and readers’ 

comments. The findings also suggest that students’ factors (e.g. rapport, 

motivation and language proficiency) influenced feedback provided and 

incorporation of comments in revisions. This study highlights a new form of 

combination mode and offers insights into joining oral response to online 

collaboration. 

 



 
 
 

1. Title : The use of concept maps to teach optical nano-scale surface profile measurement 

to diverse students 

     2.  Name:  T. Y. Chen1, T. C. Huang2, J. F. Lin3, S. J. Su4, P. Y. Hsieh5  

3. Affiliation: 1,3,4Center for Micro/Nano Science and Technology / Department of Mechanical 
     Engineering, National Cheng Kung University. 
2,5Center for General Education, National Sun Yat-Sen University. 
 

     4. Address: 1,3,41, University Road, Tainan 70101, Taiwan, Republic of China. 
2,570 Lien-hai Road, Kaohsiung 804, Taiwan, Republic of China 

 
     5. E-mail address: 1ctyf@mail.ncku.edu.tw, 2taichu@mail.nsysu.edu.tw, 3jflin@mail.ncku.edu.tw, 

 4n16991423@mail.ncku.edu.tw, 5tinajoyfish@gmail.com 
 
     6. Abstract :  

The purpose of this study is to investigate that if concept maps can help students with 
little prior knowledge to learn white light interferometry for nano-scale surface profile 
measurement. A course was designed according to the teaching principles of concept maps 
and a self-developed model of a white-light interferometry system. We hypothesize that these 
instructional approaches can help students understand the core concepts, make connections 
among them, and obtain practical experiences on white-light interferometry and nano-scale 
measurement. The participants in this study were 58 students from Department of Mechanical 
Engineering, including 3 graduate and 55 undergraduate students. A pre- and post-test was 
used to assess student knowledge before and after the course. The test scores were analyzed 
by paired t-test and ANOVA test. The study reveals three important results. First, the course 
significantly improved the student’s achievement, and the students understood the four major 
concepts of properties of light, Michelson interferometer, optical surface profile measurement, 
and digital image processing. Second, the score of students with little prior knowledge scored 
lower than the graduate students who exhibited more prior knowledge. Third, students with little 
prior knowledge made equivalent improvement in scores as those with more prior knowledge. 
This study indicates that the course developments with concept map can help students to 
understand, integrate and improve knowledge of white light interferometry and nano-scale 
surface profile measurement. A comparison of current study with a previous one will be given. 
The concept map teaching style could be usefully applied in other curriculum areas.  
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Abstract 

This study was designed to learn about implementation of web-based curriculum in English language 

for science and mathematics classrooms at secondary levels in Thailand whereby English is not the 

first language for both the teachers and the students. We examined how teachers choose to use the 

web-based curriculum in their classrooms and complications that arose in the implementation 

processes. We also probed the teacher and student attitudes towards using this material in two aspects 

namely the language in which the curriculum is delivered (English) and the channel of access (web-

based). The relationship between certain factors including age, gender, self-perceived ability in 

English language and the use of ICT as well as satisfaction in using the curriculum for both students 

and teachers were also explored. The study was carried out in ten secondary schools mostly in 

Bangkok, Thailand. Data collection methods were questionnaires, interview and classroom 

observation. The results indicated that teachers and students from the participating schools were 

comfortable using web-based materials in English language for teaching science and mathematics. 

The key success factor in the implementation of the web-based curriculum is the willingness of the 

teachers to devote extra time for exploration of the new teaching materials and make special 

preparation for classes. 
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Abstract 

In China, the Calculus and the Linear Algebra are the two mandatory courses in most of 

the universities’ curriculum of the undergraduate study. Liberal Arts students always feel 

the painfulness to understand the subject and thus fail to carry out the computation 

correctly. The difficulties come from the abstractness, the computational burden, the 

complex derivation process and the visualization difficulty. This paper proposes to 

integrate the computational software, like Maple/Matlab, into the learning process for the 

Liberal Arts students. The key comparisons are made based on the traditional way and 

the proposed way using a question classification scheme. The result shows the 

effectiveness and considerable value of the proposed method. 

Keywords: Calculus, Linear Algebra, computational software, graphical visualization 

1. Introduction 

The rapid advancement in computing offers significant opportunities and resources for 

the exploitation of the emerging technology in enhancing the teaching and learning 

experience of the mathematics. This study investigates the effectiveness of computational 

software may be used to help the liberal Arts undergraduate students in their mathematics 

courses. First we briefly explain the capabilities of the available software. Second we 

select the characteristic problems in the Calculus and the Linear Algebra and report a 

detailed analysis of existing university level core mathematics course. The purpose of this 

paper is neither to promote such commercial software nor the high-end workstation 

terminal. Rather, we simply want to investigate the students could gain an advantage and 

understand the subject better over the traditional methodology. 

In [1], the author first pointed out the reform of calculus education in China, but the 

software and hardware resources were limited at that time. In [2,3,4], there are 

computational software endeavor in the mathematical courses, but none of them are 

targeted at liberal arts student. In our paper, we focus on the following two softwares to 

facilitate the study. 

http://english.dhu.edu.cn/WebSite/page/front/schools/school_dtl01.aspx?id=48&channel_id=37


Maple [5] is a general-purpose commercial computer algebra system and is an essential 

tool for researchers, teachers, and students in any mathematical discipline. It lets you 

explore, visualize, and solve even the most complex mathematical problems, reducing 

errors and providing greater insight into the math. Matlab (matrix laboratory) [6] is a 

numerical computing environment and fourth-generation programming language. 

Developed by MathWorks, Matlab allows matrix manipulations, plotting of functions and 

data, implementation of algorithms, creation of user interfaces, and interfacing with 

programs written in other languages, including C, C++, Java, and Fortran. Maple and/or 

Matlab have been widely accepted by then engineering and science community.  

30 students from each department/college are randomly selected. The figure shows how 

many of them have used the two softwares previously.  

 

Figure 1: 2D Bar Plot of Students from different departments who have used the two softwares 

2. Case Study Framework 

In order to streamline our study, we decided to focus exclusively on college of foreign 

language at Donghua University. Maple or Matlab is very comprehensive software with 

many commands and functions. Our task is not to use the entire scope at once, but to 

demonstrate it by the selected area. 

Specifically, the following tasks are detailed. 

1) Calculating the Integral by Maple 

2) Calculating the Derivative by Maple 

3) Calculating  the Taylor series expansion by Maple 

4) Solving the Simultaneous Linear Equations by Matlab 

5) Graph Visualization by Matlab 

2.1 Integral 
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http://en.wikipedia.org/wiki/Fourth-generation_programming_language
http://en.wikipedia.org/wiki/MathWorks
http://en.wikipedia.org/wiki/Matrix_(mathematics)
http://en.wikipedia.org/wiki/Function_(mathematics)
http://en.wikipedia.org/wiki/Algorithm
http://en.wikipedia.org/wiki/User_interface
http://en.wikipedia.org/wiki/C_(programming_language)
http://en.wikipedia.org/wiki/C%2B%2B
http://en.wikipedia.org/wiki/Java_(programming_language)
http://en.wikipedia.org/wiki/Fortran


An integral is a mathematical object that can be interpreted as an area or a generalization 

of area [7].  

Example 2.1.1: Calculate the following integral 

        
  ∫     

Example 2.1.2: Calculate the following integral 

∫        

The traditional method of solving the two problems is to use the following formula: 

∫       ∫     

It becomes tedious and the computational load increases with respect to the integrand, 

f(x), getting complicated. 

The maple’s answer (in blue) displayed right after you correctly type in the problems in 

the worksheets. More complicated problems are shown in the APPENDIX I. 

>  

 

>  

 

2.2 Derivative 

The derivative of a function represents an infinitesimal change in the function with 

respect to one of its variables [7]. 

Example 2.2: Calculate the following differentiation 

                   
  

  
 

The traditional method of solving the problem is to use the following formula: 

   

  
  

  

  
  

  

  
 

The maple’s answer in the worksheet window: 

>      

http://mathworld.wolfram.com/Area.html
http://mathworld.wolfram.com/Area.html
http://mathworld.wolfram.com/Function.html


The 2
nd

 and the 3
rd

 derivatives of f(x) are shown in APPENDIX II 

2.3 Taylor Series Expansion 

A Taylor series is a series expansion of a function about a point. A one-dimensional 

Taylor series is an expansion of a real function      about a point x=a given by [7]. 

Taylor series requires heavy computation which is depended on the expansion order. 

Example 2.3.1: Compute a first-order Taylor series expansion around 1 of  
             

Example 2.3.2: Compute a fifth-order Taylor series expansion around 1 of  
             

The traditional way we have to plug in the numbers in the equation and calculate the nth 

derivative of     . 

                     
      

  
       

       

  
         

       

  
         

What we need to know now using by using Maple is just the calling sequence and 

understand the meaning of each parameters. The Maple answers are in blue. 

Maple Syntax: 

taylor(expression, x=a, n) 

where a is real constant; expansion point and n is non-negative expansion order 

>  

 

>   

http://mathworld.wolfram.com/SeriesExpansion.html
http://mathworld.wolfram.com/Function.html
http://mathworld.wolfram.com/RealFunction.html


2.4 Simultaneous Linear Equations 

A linear system of equations is a set of n linear equations in k variables (sometimes called 

"unknowns") [7]. Linear systems can be represented in matrix form as the matrix 

equation 

AX = B 

where A is the matrix of coefficients, x is the column vector of variables, and B is the 

column vector of solutions. 

Example 2.4 

  (
 
 
 

 
 
 
 

 
 
 

)    (
 
 
 

)                   

We can multiply both sides by the inverse of A, provided this exists, to give 

A−1AX = A−1B 

So, X = A−1B 

The aforementioned is the traditional way to solve the problem. The problem is getting 

formidable if the dimension of A increase. 

The symbol ‘\’ is the proprietary function of Matlab [6]. If A is an n-by-n matrix and B is 

a column vector with n components, or a matrix with several such columns, then X = A\B 

is the solution to the equation AX = B. 

The following shows the details of the solving process from the command window in 

Matlab. The result of X is in blue. 

>> A = [1 2 2;2 2 2;2 2 1]; 

>> b = [ 1 ; 2 ; 3 ]; 

>> x = A \ b 

x = [ 1; 1; -1] 

2.5 Graph Visualization 

Example 2.5: A graph of a function of two variables 

                         
 

http://mathworld.wolfram.com/LinearEquation.html
http://mathworld.wolfram.com/Unknown.html
http://mathworld.wolfram.com/MatrixEquation.html
http://mathworld.wolfram.com/MatrixEquation.html
http://mathworld.wolfram.com/ColumnVector.html
http://mathworld.wolfram.com/Variable.html
http://mathworld.wolfram.com/ColumnVector.html


 

Figure 2: A graph of a function                          
 discussed in Example 2.5 

 

Matlab code: 

[x,y] = meshgrid([-2:.02:2]); 
Z = x.*sin(x.*y).*exp(-x.^2-y.^2); 
surf(x,y,Z) 
colorbar 

 

The colorbar function displays the current color map, either vertically or horizontally, in 

the figure window along with your graph. surf create colored parametric surfaces 

specified by X, Y, and Z, with color specified by Z  [6]. 

 

3. Method and Analysis 

The sample consisted of 20 students enrolled in the College of Foreign Language in the 

year 2010. They are equally separated into 2 groups with similar math grade.  The 1
st
 

group computed the aforementioned examples in the traditional way. The 2
nd

 group 

computed them with Maple and Matlab. In each axis, the number represents the correct 

answers in total from each group. It can be seen that with increasing the complexity, the 

traditional method are very difficult to give the correct answers. However, students 

should be also very careful with the syntax and functions when using the softwares. It 

seems there is the initial hurdle in learning the new software, but with certain amount of 

hands-on practice, it becomes easier to compute the problems and can understand the 

mathematics under the hood. Students in the 2
nd

 group show great interest after learning 

the software.  

http://www.mathworks.com/help/techdoc/ref/colorbar.html


 

Figure 3: Radar chart the number of correct answers by 2 groups 

Based on integration of mathematical software throughout the selected problems, we 

show that the use of the computational software can be a feasible solution. We also find 

that the students in group show a greater level of improvement in understanding the 

concept than those students in group 1. The ‘trade-off’ (if it might be deemed as such), is 

that the students have to learn and remember certain commands, functions and syntax for 

the specific software. The future endeavor may explore the cloud computing and 

integrate online learning experience [[9], [10], [11]]. 

4. Conclusion  

In this paper, we have investigated some key aspects of the incorporation of the 

computational software in the college of foreign language at Donghua University. 

Introducing Maple and/or Matlab into the course after the theory had been discussed in 

class enabled the students to appreciate the assignments that were given. In our future 

work we are considering ways of introducing the computational softwares much earlier 

into the two mathematical courses so that it can be used in the teaching and consolidation 

of the theory. We note that developing a new educational computer-based environment 

requires a considerable rearrangement of the classroom activities and faces time 

constraints. This article contributes to the existing literature as an additional reference 

point. According to experimental data, it seems the proposed computation software based 

education method for liberal arts students have both increased the students’ interest for 

mathematics and, but still there is no substitute to a ‘professor’. 
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APPENDIX I 

 

Figure 1: The worksheet window in Maple 15 for computing the integrals 

 

APPENDIX II 

 

Figure 2: The worksheet window in Maple 15 for computing the derivatives (1
st
, 2

nd
, 3

rd
 and 

10
th

 order) 
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Figure 3: The worksheet window in Maple 15 for computing the Taylor series expansion (1
st
, 5

th
 and 

8
th

 order) 
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Figure 4: Solving the Simultaneous Linear Equations (8X8) using Matlab Command Window 
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1.  Approaching the Topic 
 
In the present study, we analysed heritage speakers’ understanding of the gustar 
construction through grammaticality judgments. Gustar, ‘to like’, is a verb that builds a 
so-called reverse construction, i.e. where the semantic subject (an experiencer) is cast in 
the dative and not the nominative, much as the English verb to please is constructed with 
its experiencer as an oblique argument, but the verb agrees with the grammatical subject 
(the stimulus) – in it pleases me, ‘it’ is the stimulus/grammatical subject and ‘me’ the 
experiencer/oblique argument.  

The verb gustar is introduced early in Spanish as L2 textbooks, just as an 
example, a hefty (500+ page) junior high and high school textbook such as ¡Avancemos! 
(Garlin et al., 2007) introduces it already on page 42 (as well as throughout the book). 
Quite a few other verbs –some common and others less so- also work like gustar 
(encantar ‘to like (a lot)’, fascinar ‘to fascinate’, interesar ‘to interest’, molestar ‘to 
bother’ etc.), and yet the construction is hardly mentioned in Spanish textbooks for 
heritage speakers (see below). We deduced that the assumption underlying the silence of 
heritage speaker Spanish textbooks on the construction rested on the premise that such a 
construction, being rather common, would not create problems to heritage speakers (HS). 
We, therefore, set out to assess how proficient heritage speakers were in recognizing 
different conformations of the construction compared to non-native speakers learning 
Spanish as L2. 

We tested non-native speakers and heritage speakers studying Spanish at 
university level in the use of gustar, and the results we obtained clearly show that HS are 
different both from students learning Spanish as a second language (L2) and from native 
speaker controls (for similar conclusions see Sorace 2003, Montrul 2010). In our study, in 
fact, we did not find a statistically significant difference between the linguistic behaviour 
of HS and non-native speakers (NNS) across the board.  
 Once we teased apart some of the results according to the syntactic structure of 
the sentence, different generalizations started to appear. For instance, if the grammatical 
subject preceded the verb, as in la política no nos gusta (‘we don’t like politics’), HS did 
significantly worse than NNS in judging that the sentence was correct (p = .02). Native 
speaker controls score 100% correct on these sentences. 

                                                
1 Dr. Viola Miglio is Associate Professor in the Dept. of Spanish and Portuguese, at UCSB and 
Omar Miranda is a Ph.D. candidate in the same Department. Correspondence should be addressed 
to V. Miglio, Dept. of Spanish and Portuguese, UCSB, Santa Barbara, CA 93106. E-mail: 
miglio@spanport.ucsb.edu.  



However, a study carried out by Vázquez-Rozas (2006, 97) on a corpus of native 
Spanish based on the ADESSE database2 also reflects the trends that HS show in regard 
to gustar. We will conclude, therefore, that while HS do not behave like fully-fledged 
native speakers with regard to reverse structures, represented in this study by gustar, they 
clearly have a sensitivity to what ‘sounds right’, in the sense that they respond to 
anomalies reflected by the frequency of the form’s usage in natural language. 
 
 
2. The Need to Focus Specifically on Heritage Speakers 
 
Given the number of Spanish HS in the U.S.A., and specifically in California, it is not 
surprising that researchers in education and linguists are showing increasing interest in 
the populations of bilingual students of Hispanic origin. According to the 2000 U.S. 
Census, in fact, the Hispanic population in the US is 12.5% (35.3 millions, Carreira and 
Geoffrion-Vinci, 2008). This number if compared to the 1990 census shows that the 
population of Hispanic origin has more than doubled in 10 years (Rodríguez Pino, 1997).  

As is to be expected, in some states the number of Latinos is considerably higher 
than in others. California tops the chart with almost 11 million people of Hispanic origin, 
which means a staggering 32.4% of the population of the state. In a public university of 
the UC system, such as Santa Barbara (UCSB), approximate percentages provided by the 
administration suggest that about 19% of the campus population is Hispanic, as well as 
65% of majors in the Department of Spanish and Portuguese (of about 350 students 
majoring in Spanish). 

These numbers are definitely significant when we consider that in the Department 
of Spanish and Portuguese only has at present a single track for Spanish majors, geared 
towards the study of the literature and culture of the Spanish-speaking world, including 
some linguistics courses. Thus, UCSB falls into that 75% of post-secondary schools that 
do not offer a separate series of courses for HS (Valdés, 1995). In fact, UCSB does not 
have a separate track for students who have spoken Spanish at home from childhood and 
are in this sense bilingual.  

As Rodríguez Pino points out (1997), there are different characteristics that can 
apply to HS. They can be 1) third- or fourth-generation U.S.-born Hispanic students who 
have limited speaking skills in Spanish and for whom English is the dominant language; 
2) first- and second-generation bilinguals displaying very different degrees of fluency in 
either language; 3) immigrant students whose dominant language is Spanish. The 
students attending UCSB, and specifically those that took part in this study belong 
predominantly to the second group, but even within this group, individuals display very 
different mastery of Spanish.   

These students are, however, the majority of our majors and many of them are 
typically fluent in orally (mostly colloquial) conversation, but their written Spanish and 
their academic Spanish overall needs improvement. For this purpose we have two one-
quarter courses specifically tailored towards the needs of HS, but the courses are not 
necessarily taken as a series, students can and do typically take either one or the other. In 

                                                
2 http://adesse.uvigo.es/, which in turn uses the Arthus corpus of the University of Santiago de 
Compostela and comprises ca. 1.5 million words, http://www.bds.usc.es/corpus.html. 



the last two years of a 4-year degree, i.e. at the upper division level, heritage speakers 
join the non-native speakers in the same content courses. 

Some lecturers of Spanish at UCSB brought to our attention HS tendency to make 
agreement mistakes with verbs of the gustar-type (such as encantar ‘to charm’, doler ‘to 
hurt’, interesar ‘to interest’ etc. henceforth gustar-type verbs - see the extensive 
treatment in Belletti and Rizzi, 1988). 

Other language practitioners, and many textbooks maintain that HS have no 
problem with this type of verb, for instance the textbooks used at UCSB (Curland, Davis, 
Lomelí, 2005; Carreira and Geoffrion-Vinci 2008). A third one (Marqués 2004, 363) 
devotes half a page to the subject, with a list of the gustar-type verbs whose argument 
structure differs from English to Spanish, as well as giving the students one exercise to 
practice this kind of verb by freely creating sentences based on the model:  

 
1. (yo) cansar/ejercicios ‘(I) tire (out)/exercises’-> Me cansan los ejercicios,  

‘the exercises tire me’.  
 
The trend may be changing, if we take two books, El mundo 21 hispano 

(Samaniego, Rojas, Ohara and Alarcón 2005) and ¡De una vez! (Samaniego, Rodríguez 
and Rojas 2008). These have similar sections on the gustar-type verb. They first elicit a 
grammaticality judgment from the student, making them compare pairs of ungrammatical 
and grammatical sentences: 

 
3.  a. ¿Tú gusta la comida mexicana? 
 b. ¿Te gusta la comida mexicana? 
 
4.  a. Me fascina la comida mexicana 

b. Yo fascina la comida mexicana 
 

Then they explain the grammatical structure of these sentences (IO + V + Subject) and 
make a clear distinction with Eng. to like. They also mention the emphatic form with 
clitic doubling:  
 

5. A mi hermano no le gustaron las enchiladas potosinas  
‘My brother did not like the enchiladas from San Luis Potosí’ 
(Samaniego et al. 2005, 174).  

 
They end the 3-page section with other verbs following the same pattern and with four 
exercises. 
 A section like this is a little more than no mention at all, but it should be 
considered in the light of a more comprehensive question, i.e. whether the HS population 
requires addressing their grammatical problems separately and with a different approach 
from L2 students’. The need to address HS specific needs vis a vis Spanish as L2 students 
was recognized as early as the 1970s by Valdés (1975), and has picked up in the last 
decade (see the many contributions by linguists, especially S. Montrul, and J. Toribio 
among others). We feel, however, that there is still a need for a detailed study of the 
problem areas in HS Spanish. Our study addresses one such area revealing it to be a 



problem area for HS, and we hope that this will encourage applied linguists and other 
practitioners to consider it in their materials and courses of Spanish for HS. 
 
 
3. Gustar-type Constructions 
 
A verb such as gustar ‘to like’ is one of a series of verbs of emotions (often called psych 
verbs in linguistics, Belletti and Rizzi, 1988) that have a ‘semantic subject’, commonly 
referred to as an experiencer (rather than an agent, as in Mary kissed John). This 
argument is cast in the oblique case (the dative, although the accusative is also a 
possibility), whereas the stimulus of the verb (or theme) is the actual nominative subject, 
requiring person and number agreement with the verb. The construction of gustar, 
therefore differs from ‘to like’, as this latter has a canonical transitive construction in 
English:  
 

 6.    Mary   likes   cats 
(semantic level) experiencer  verb   stimulus 
(syntactic level) subj. (NOM.)   verb    obj. (ACC.) 
 
  -> verb agrees with experiencer 

 
Whereas in Spanish, the experiencer is cast as an indirect object (IO), and the stimulus as 
a syntactic subject, with which the verb agrees in number: 

 
 7.   A María le  gustan  los gatos 

 (semantic level) experiencer   verb  stimulus 
 (syntactic level) IO (DAT.) IO-RED  verb   subj. (NOM.) 
 

-> verb agrees with stimulus 
 
It should be mentioned, however, that not all equivalent English psych verbs behave as to 
like. In fact, to interest, to bother, to fascinate – to mention but a few equivalents of 
common Spanish reverse construction verbs, behave like their Spanish equivalents in 
terms of the semantic functions of their arguments: 
 

 8.  a. Ancient civilizations (pl.) fascinate (pl.)  him (sg.) 
  stimulus   verb   experiencer 
 
  b. Ancient Rome (sg.)  fascinates (sg.)  them (pl.) 
  stimulus   verb   experiencer 
 

-> verb agrees with stimulus 
 

However, there is no difference in the syntactic structure of to like and to fascinate in 
English. The verb in either case agrees with the grammatical subject of the sentence: 

 



 9.  a. Mary   likes   cats 
  b. Ancient Rome   fascinates  them 

  subj. (sg.)    verb (sg.)  obj. (pl.) 
 
In general terms, the Spanish of HS is likely to be impacted through transfer from 
English, the dominant language for many HS that are educated entirely in the majority 
language (Toribio and Nye, 2006) 
 One could hypothesize, therefore, that a direct construction such as is found in 
English for to like could affect the Spanish reverse construction gustar either because of 
the high frequency of this verb, or because transfer is more likely to affect syntactic 
structure than semantic characteristics of verbal arguments, or both (but see Montrul, 
1998 for a third reason below). 
 
 
3.1 Structure 
 
According to Belletti and Rizzi (1988) and Whitley (1995) piacere/gustar-type verb 
arguments originate inside the verb phrase (VP); the stimulus (also called the ‘theme’, it 
is the ‘cause’ of the feeling in the so-called psych verbs) is then moved into the subject 
position as a derived subject by transformation. The experiencer is generated as an 
indirect object and marked with dative case.  

Contrary to the agentive type of verb, where the theta grid reports a 
straightforward mapping of the semantic roles directly to the structural position of the 
verb’s arguments (for instance to hit or golpear [agent, theme], where agent maps to the 
subject and the theme to the object), the gustar-type of verb displays an experiencer and a 
stimulus (or theme), but contrarily to what would be expected from a typical Thematic 
Hierarchy such as in Belletti and Rizzi (1988) Agent > Experiencer > Theme3, the 
argument that maps to the syntactic subject is the stimulus, which displays in fact 
agreement with the verb, but typically appears after the verb, whereas the experiencer 
appears before the verb, but lacks the agreement of a real subject. 

We are mainly concerned with recognition of grammaticality in this study, and 
not with the structure of the construction per se. We therefore accept the analysis of the 
structure found in Belletti and Rizzi (1988, 293) for the gustar-type verbs of Italian (they 
have in fact piacere, the equivalent of Sp. gustar, in the diagram below, figure 10.), 
where at the deep structure (DS) level both stimulus (questo) and experiencer (Gianni) 
are located as objects of the verb, and as such inside the VP4. A verb like gustar is 
analyzed as taking two objects a direct object (DO) and an indirect object (IO), just like 
ditransitive verbs of the give-type (or Sp. dar). 

The fact that the mapping of thematic roles differs from the arguments’ syntactic 
structure (see example 7. above), prompts Montrul (1998) to maintain that these verb 
cause learnability issues at least in L2. This could be a third reason that causes HS to 

                                                
3 Fillmore (1968) first suggested Agent > Instrument > Object. 
4 Vázquez-Rozas (2006, 81) reaches the same conclusion about the structure of GTVs (gustar-
type verbs) from a functional perspective, and maintains that the IOs of such verbs should be 
considered as part of their core argument structure. 



restructure the reverse construction in gustar and regularize it to a direct construction 
such as the English to like. A more detailed look at Belletti and Rizzi’s analysis will 
allow us to explain why we tested different positions for the verb’s arguments in our 
experiment. 
 
 
 
 

 
10. Belletti & Rizzi’s schema for John likes this – and literal translation into Sp. and Eng. 
 

Belletti and Rizzi’s seminal paper analyses three types of psych-verbs in Italian, 
on the one hand the temere-type (‘to fear’, their type 1, as in Gianni teme questo, ‘John 
fears this’), which maps onto a straightforward argumental structure where the 
experiencer is realized as a nominative subject and the theme is the object of the verb, 
and on the other hand the preoccupare-type (‘to worry’, their type 2, as in Questo 
proccupa Gianni, ‘This worries John’), where the argumental roles are reversed, that is 
the experiencer is the object of the verb and the theme the subject, and the piacere-type 
(‘to like’, type 3, or gustar in Spanish). This last type allows the moving about of the 
experiencer, cast as an IO, so that both A Gianni piace questo and Questo piace a Gianni 
are perfectly normal permutations translating into ‘John likes this’. In Italian, 
permutations of the positions of experiencer and theme are only possible in this third type 
of psych-verb, and ungrammatical in the other two types (this is not true of Spanish, see 
below). The ungrammaticality is not exclusive of psych verbs, but also of regular 
transitive verbs, where in Italian, English, and Spanish a sentence such as she kisses John 
does not allow any swapping of arguments from subject to object position and vice-versa. 
This is completely ungrammatical in English (*JohnDO kisses sheSUBJ), as well as in 



Spanish or Italian, unless it bears contrastive focus (of the Bagels, I like - type), and even 
then it is marginal or ungrammatical without clitic doubling (It. ?GiovanniDO vedo ioSUBJ, 
?GiovanniDO loDO vedo ioSUBJ; Sp. *A JuanDO veo yoSUBJ,, A JuanDO loDO veo yoSUBJ), 
presumably because of case assignment restrictions. Belletti and Rizzi argue (following a 
‘step in the right direction’ begun by Fillmore 1968, and Postal 1970, Belletti and Rizzi 
1988, 292) that an agentive construction (valid both for verbs such as to kiss and psych 
verbs such as to fear) has the following structure: 

 
 11. Typical agentive structure  
 

Only in this second construction do DS and surface structure (SS) coincide in 
theta role assignment and structural positioning of arguments, for the temere-type and 
piacere-type of psych verbs, there is no external argument and the subject position is 
filled after movement (as in 10.). This captures the generalization that different types of 
psych verbs do not cast the same thematic role idiosyncratically either as subject or 
object: in Sp. Esto preocupa a Juan, It. Questo preoccupa Gianni, ‘This worries John’, 
this is the stimulus and syntactic subject, as well as in the gustar-type verbs, cf. Sp. A las 
niñas les gusta esto/Alle bambine piace questo, ‘The girls like this’, where this is the 
stimulus and syntactic subject and as such shows agreement with the verb; Gianni/Juan is 
the experiencer and is cast either as DO (preocupar-type) or IO (gustar-type). The 
stimulus could also be cast as an object, though: Sp. Juan teme las enfermedades ‘Juan 
fears illnesses’, where the theme is an object and the experiencer a subject. 

Belletti and Rizzi (ibid.) offer a number of proofs within a Government and 
Binding approach to argue that subjects of verbs like preoccupare and piacere are 
derived subjects and that we never see the DS position of arguments for these types of 
psych verbs on the surface. However, theta-roles such as agent, patient, experiencer, and 
theme (or stimulus) play an important role at the interface between the syntactic and 
semantic component of grammar, while being irrelevant within the syntactic module 
proper (ibid 1988, 295). 

In the gustar-type verb the dative-marked experiencer can be placed before or 
after the verb, something that cannot be done in Italian with the DO of verbs like 
preoccupare. Dative in gustar-type verbs is assigned inherently by means of an 



appropriate preposition governing the NP. Once the preposition is assigned, it moves with 
the NP and allows that NP to be properly case-marked either pre- or post-verbally. This 
according to Belletti and Rizzi explains the fact that the experiencer in preoccupare-type 
verb cannot occur pre-verbally under contextually normal conditions: that experiencer is 
a DO and needs to remain in a VP internal position in order to be case-marked. 

Finally, a propos of the position of the dative marked experiencer when it appears 
pre-verbally, Belletti and Rizzi argue convincingly that of the two positions it could 
occupy, the topic or subject position, the dative-marked experiencer is most likely 
occupying the subject position (1988, 337). We assume that this is true for Spanish also. 
 
 
4. Methodology 
 
Given these differences in treatment and in impressionistic data, we decided to run a 
series of informal pilot studies based on written questionnaires requesting grammaticality 
judgments on a series of different gustar-type verbs and we found that HS did indeed 
score differently from monolingual Spanish speakers (who typically scored 100% on the 
same tests).  

The tendency we found in these preliminary studies was that if the experiencer (in 
the dative) preceded the verb such as in: 
 

12.  Me   gustan   los deportes  
  I (DAT) like  the sports  
  ‘I like sports’ 

 
HS would score significantly better than non-native students of Spanish, but if the order 
was reversed, i.e. the nominative subject preceding the verb – which is also grammatical, 
such as in: 
 

13.  Los deportes me   gustan ‘I like sports’/ ‘sports, I like’ 
  The sports  I (DAT) like   

 
at times the non-native speakers would score better than the HS, a surprising result for a 
structure that not all textbooks for heritage speakers mention. 

There are, however, many variables in these constructions (location of arguments 
with respect to verb, possibility of reduplication of the experiencer with a stressed 
pronoun, full noun phrases vs. pronouns, etc.). To make sense of the data and to be able 
to exclude any possibility of error due to lack of familiarity with a specific verb or 
because of the structure of English cognates, we eventually limited the main experiment 
to the use of the most common of these types of verb, i.e. to gustar only. 
 The students voluntarily accepted to participate in the test consisting of a 
questionnaire requesting some information about the informants’ linguistic background 
(see Appendix I for the actual questionnaire5), and of a section eliciting grammaticality 

                                                
5 We were able to reach the conclusions in this study despite some obvious flaws in the 
construction of the questionnaire. The experiment was improved and repeated a year later 



judgments (‘ok’/ ‘no’) for 24 sentences displaying correct and incorrect subject-verb 
agreement. 
 The participants in the study were university students with upper division 
standing (taking courses in the last two years of a 4-year degree) of Hispanic origin (98 
HS) and non-Hispanic, American English native speakers (51 non-native speakers of 
Spanish, NNS) with advanced command of Spanish6. All participants took the test at the 
same time and under the same type of conditions (classroom setting). To monitor the 
possible distinction between the main groups we also tested 5 monolingual native 
speakers of Spanish (5 controls).  

We applied a 2-proportion Z Test to establish the statistical significance between 
two unequal populations such as the HS and the non-native speakers participating in the 
study7. 

The 24 sentences with gustar varied according to the position of the arguments of 
the verb, the presence of an emphatic stressed pronoun duplicating the experiencer, as 
well as their being grammatically correct or incorrect. Some of the sentences were as 
follows (for the complete list, see Appendix I, emph = emphatic): 
 

14.  a -  *No  me   gusta  los deportes   
  Not  I (DAT) like the sports 
  ‘I don’t like sports’ 

 
b - Nos   gustan  las películas de aventuras  

We (DAT)  like   the films of adventure   
‘We like adventure films’ 

 
c - A mí   no  me   gusta  la música clásica   

I (DAT-emph) not  I (DAT) like the music classical 
   ‘I don’t like classical music’ 

 
d -  Las películas de horror  no me   gustan 
 The films of horror  not I (DAT) like 

‘I don’t like horror films’ 
 
e -  *Los deportes extremos  me   gusta  a mí 

   The sports extreme  I (DAT) like I (DAT-emph) 
   ‘I (myself) like extreme sports’ 
 
 

                                                
correcting many of the previous problems (lack of fillers, non-randomised stimuli, appropriate 
statistical testing etc., see Miglio and Gries, in progress). 
6 Participants’ command of Spanish was not tested separately, but we implicitly attributed to 
them an approximately even level of Spanish thanks to their upper division standing – these 
students are proficient enough to be able to attend all lectures taught in academic Spanish, and 
must write essays and exams also entirely in Spanish. 
7 We are grateful to Brian Frazier for his help with statistics, all decisions and possible remaining 
errors are of course our own. 



5. Results 
 
Unlike the pilots we ran before the study, in the study proper we did not find a 
statistically significant difference between the linguistic behavior of HS and non-native 
speakers (NNS) across all questions. NNS averaged a total of 80% correct answers (that 
is, they were able to discriminate correctly as to which sentences were correct and which 
were incorrect 80% of the time), while HS answered correctly 84%, which did not yield a 
significant difference between the two populations (p = .62). 
 Once we teased apart some of the results according to syntactic structure of the 
sentence, different generalizations started to appear. For instance, when the sentence is 
correct (i.e. there are no agreement mistakes in it), and the grammatical subject precedes  

 
 

 
 
Figure 15. HS and NNS (AES) performance distinguishing syntactic structure of the 
sentence and its correctness. T1 = SV&Correct, T2 = SV&Incorrect, T3 = VS&Correct, 
T4 = VS&Incorrect. 
 
 
the verb, i.e. the subjects were asked to judge a sentence of the type La política no nos 
gusta (‘we don’t like politics’), HS did significantly worse than NNS in judging that the 
sentence was correct (p = .02). This type of sentence is labeled ‘type 1’, which displays 
the grammatical subject before the verb (and is less common in usage than the one with 
the grammatical subject after the verb, i.e. type 3) in the graph, and its results deviate 
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from other types. For instance, type 2 in Fig. 15 is a sentence that displays the 
grammatical subject before the verb, but the sentence is incorrect, such as in *Las arañas 
no me gusta ‘I don’t like spiders’ (with wrong agreement). In this case, HS did 
significantly better than NNS (p = .005)8. 

Type 3 sentences are correct sentences with the experiencer before the verb: A 
nosostros nos gusta la comida italiana ‘We like Italian food’, we couldn’t prove that 
there was any significant difference between the two groups (p = .34), so that in the case 
of the most unmarked way of stating ‘someone likes something’ both HS and NNS do 
equally well, but still significantly differently from native speakers. 
 Finally, when the sentence is of type 4, i.e. experiencer before the verb and the 
sentence is incorrect, as is the case in, for instance, *A mí me gusta los chocolates ‘I like 
chocolates’, HS do significantly better than NNS (p = .008) in recognizing that those 
sentences are actually incorrect. 
 From previous pilot studies (cf. the graph in Fig. 16), we had noticed that HS do 
worse when the grammatical subject is before the verb, and this is borne out by the data 
above, possibly even by type 2 sentences: given that HS tend to judge this type of 
sentence as wrong, the high score in type 2 sentences (which all had ungrammatical 
agreement) may actually not be due to their finding fault with agreement per se, but with 
the sentence type because of its information structure. 
 

 
 
Figure 16. – When the semantic subject (‘Sema’ – the experiencer) precedes the 
grammatical subject (‘Gramm’), HS did worse than NHS in our pilot studies (these are 
raw numbers, not percentages). 
 
We also tested whether HS and NNS would react differently to the doubling of the 
experiencer by means of a stressed pronoun, which in Spanish, as a clitic-doubling 
                                                
8 It is of course a possibility that in this case, HS are not reacting to the agreement problem, but 
continue to react to the position of the preverbal syntactic subject, just as in type 1, only doing 
better than NNS because the agreement discrepancy of these sentences makes the sentence 
ungrammatical (see Miglio and Gries, in progress). 
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language, is a grammatically correct way to emphasize the experiencer. In order to test 
these structures we gave the subjects sentences such as the following ones. Type 5 
displayed the grammatical subject and an unstressed IO pronoun representing the 
experiencer before the verb, with a stressed pronoun duplicating the IO after the verb: El 
olor a bosque nos gusta a nosotros ‘We like the smell of the woods’. In this type of 
sentence NNS did better than HS in judging the sentences correctly (75% vs. 70%, see 
Fig. 17) and the difference between the two groups is significant (NNS≠HS p = .001). 
The trend is reversed once the emphatic pronoun, as well as the regular unstressed 
pronoun representing the experiencer are before the verb and the grammatical subject is 
after the verb: this is a type 6 sentence, i.e. A mí no me gusta la música clásica ‘As for 
me, I don’t like classical music’. In this case HS do significantly better than NNS (p = 
.02). 
 
 
 

 
 
Fig. 17. – Emphatic doubling of IO pronoun. T5 = SVPron, T6 = PronVS, 
T7 = VS, T8 = SV. 
 
 
Type 7 and 8 are non-emphatic sentences where the experiencer is expressed by an 
unstressed pronoun. In type 7 the grammatical subject, underlined in the sentence, is after 
the verb (No me gustan los ejercicios aeróbicos ‘I don’t like aerobics’), whereas the order 
is reversed in type 8 (Los postres franceses nos gustan ‘we like French desserts’). 
Comparison of both groups’ performance with regards to types 7 and 8 sentences yielded 
non-significantly different results, i.e. HS performed as well as the NNS, although 
percentage-wise HS scored better than NNS on type 7 (94% vs. 86%), but not on type 8. 
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T7 and T8 sentences show non-significant results (p=.59 and p=.9 respectively), whereas 
both group score equally well on T5, and HS do better than NNS on T6 (p=.02). 

In general, in the sentences with the emphatic doubling of the pronoun, regardless 
of where the grammatical subject is located, NNS perform similarly to HS, whereas HS 
seem to respond once again to the location of the arguments in the sentence, if the 
grammatical subject is before the verb they score similarly to NNS (type 5 and type 8) 
regardless of the presence or absence of the emphatic reduplication. If the grammatical 
subject is after the verb as in types 6 and 7, HS do better, in fact, than NNS, even if for 
type 7 the difference is not significant. 

We also looked at sentences whose experiencer and grammatical subject 
disagreed in number (experiencer singular and subject plural or vice versa) essentially to 
see whether the informants would try and make the verb agree with the experiencer rather 
than the actual grammatical subject. This was done in order to corroborate the view that 
agreement problems could reveal the existence of transfer from the L1, as found in a 
short paper by Dvorak and Kirschner (1982) on bilingual subjects from New York of 
Puerto Rican origin. In that case, the experiment was quite different: 13 subjects were 
tested by means of a translation task consisting of 50 sentences, and results are therefore 
not easily comparable. However, the interesting results were that subjects seldom made 
agreement mistakes with 1st and 2nd person experiencers9, but when the experiencer was 
3rd person and there was a discrepancy between singular experiencer (the IO) and plural 
theme (i.e. syntactic subject) or vice-versa, subjects tended to make the verb agree with 
the experiencer, rather than with the syntactic subject as required by grammar. 
 In our study, we had sentences such as: 
 

18. Type 9 - No me gustan los ejercicios aeróbicos 
 ‘I don’t like aerobics’ 
 

where the subject is plural and the experiencer is singular. In the next type, type 10, the 
subject is singular and the experiencer is plural: 

 
19. Type 10 - No nos gusta el fútbol 

 ‘We don’t like football’ 
 
In Type 11, the subject precedes the verb and there is a discrepancy between the number 
of the subject and the experiencer: 
 

20. Type 11 - La política no nos gusta 
 ‘We don’t like politics’  

 
In Type 12, the subject precedes the verb and there is a discrepancy between the 
agreement on the verb and the experiencer. This is not the same as the preceding group, 
                                                
9 It is unclear, in Dvorak and Kirschner (1982) if ‘1st and 2nd persons’ are just intended to be 1st 
and 2nd singular, as they state, since among the pronouns they tested they include ‘me, nos, te’ 
[my emphasis] (1982, 61). We had both singular and plural in our sentences, but perhaps not 
enough instances of third persons exclusively to compare with their results. We therefore 
compared sg./pl. discrepancy across all persons. 



although there is some overlap, since there could be sentences where agreement is 
incorrectly coded on the verb: 
 

21. Type 12 - Las películas de horror no me gustan   
 ‘I don’t like horror films’ 

 
and this sentence would have also been counted in the preceding group, but there are also 
sentences such as *El mar me gustan mucho ‘I like the sea very much’, where subject and 
experiencer agree in number (so this would not have been counted in Type 11, but the 
verb is plural -erroneously- and therefore does not agree with the experiencer which is 
singular). Finally, Type 13 displays sentences where there is no sg./pl. discrepancy. 

 
22. Type 13 - A mí no me gusta la música clásica 

 ‘I don’t like classical music’ (emphatic) 
 
These results are charted in Fig. 23. They are, however, inconclusive, because none of 
them is statistically significant. 
 
 
 

 
 
Fig. 23. – Discrepancy singular/plural. T9 = S/pl-IO/sg, T10 = S/sg-IO/pl, 
T11 = SV & S ≠ IO, T12 = SV & V ≠ IO, T13 = no discrepancy (total). 
 
 

76

82
8685

7877 76

71

80
82

0

10

20

30

40

50

60

70

80

90

%

T 9 T 10 T 11 T 12 T 13

Type of sentence

Discrepancy sg/pl

NNS

HS



6. Discussion of results 
 
The most interesting result of our study, we feel, is the fact that of all variables (negation, 
discrepancy singular and plural, position of arguments with respect to the verb, 
reinforcement of the experiencer with a stressed pronoun, or combinations thereof) HS 
seem be most sensitive with regard to the position of arguments in sentences with gustar. 

If we consider the results of an analysis of the Arthus corpus10 carried out by 
Victoria Vázquez (2006, 97), we find the following results about construction frequency 
(numbers refer to clauses): 

 
Frequencies and % of 
 Pre- and postposition 
of Subject & IO for 
 gustar-type verbs 
 

Syntactic subject (theme) 
 

IO (experiencer) 
 

Preposed 
 

125 (9.98%) 
 

223 (18.26%) 
 

Postposed 
 

678 (54.15%) 
 

29 (2.37%) 
 

Implicit, clitic 
 

449 (35.86%) 
 

969 (79.36%) 
 

Total 
 

1252 
 

1221 
 

Table 24. – Argument Position in Actual Usage11 
 
Clearly, as Vázquez Rozas concludes (2006, 84), gustar-type verbs prefer to 

express their IO argument as clitic (78.66%), rather than with a full-form (8.77%), or 
even with a full form reduplicated by a clitic (13.38%). In terms of information structure, 
it could be construed that the syntactic subject is the important or new information to 
communicate (or new information), since it tends to appear as expressed by a full form 
(in the table 64% ca. as opposed to 36% of syntactic subjects expressed by a clitic). It is 
moreover most commonly placed after the verb (ca. 54%), rather than before (about 
10%). Vice versa, the experiencer is located most often preceding the verb (18%), rather 
than following (2%) – since the experiencer is most often expressed by a clitic, it has 
however an obligatory position with respect to the verb (ca. 79% of occurrences).  

We can see that Vásquez-Rozas’s results seem to duplicate the trend that HS 
show in regard to gustar. HS clearly have a sensitivity to what ‘sounds right’, in the sense 
that they do respond to anomalies in sentences with gustar in the same way as to reflect 

                                                
10 ARTHUS stands for Archivo de Textos Hispánicos de la Universidad de Santiago (de 
Compostela). It is a corpus of Spanish syntactic data, the contemporary part of which comprises 
approximately 1.5 million words from mostly written texts comprising different styles, about 
300.000 words from oral texts. The syntactic analysis was carried out by Prof. G. Rojo’s team, 
and the syntactic database is called BDS (Base de Datos Sintácticos). For further information and 
access: http://www.bds.usc.es/. 
11  The contents of this table reproduce Table 4.4 in Vázquez-Rozas’s paper (2006, 97). 



these clear-cut patterns of frequency in natural language. Therefore what they seem to 
find fault with in sentences such as T1 Las canciones románticas me gustan a mí ‘I 
myself like romantic songs’ is possibly not a problem of agreement, but rather a problem 
with the information structure of the sentence, which in this case has three handicaps 
compared to common usage: the IO expressed by a full form, the placement of this form 
after the verb, and the location of the syntactic subject before the verb, when common 
usage has it occurring after the verb. Conversely, we would argue that, had T2 sentences 
not been ungrammatical because of agreement mismatch (*Las arañas no me gusta, ‘I 
don’t like spiders’), HS would have probably still considered them anomalous (and 
therefore ungrammatical) because of the location of the syntactic subject. In fact, where 
the canonical position of arguments is respected, such as in T4 sentences (*No me gusta 
los deportes, ‘I don’t like sports’) they do significantly better than NNS in spotting 
agreement problems (90% correct for HS vs. 76% for NNS, p = 0.4). 

These results show that HS in some respects are more similar to native speakers, 
since they have a sense of what is more frequently used in the language, but they are still 
not quite comparable to native speakers’ performance in spotting subject-verb agreement 
mistakes or accepting less usual, but perfectly grammatical argument configurations. 
 
 
7. Conclusions  
 
While this first study was carried out over a sizeable number of subjects (149 in total), 
the number of sentences (24) is a rather small and therefore statistical tests applied to our 
results may have a more limited validity because of that, however, the general conclusion 
still holds that any structure that deviates from the most common pattern for gustar verbs 
somehow confuses heritage speakers and causes them to make similar number of 
mistakes as non-native speakers with an advanced level of Spanish proficiency.  
 This is perhaps not surprising, if on the one hand this study clearly shows that 
with respect to structures involving gustar-type verbs HS command of Spanish is not 
comparable with monolingual native speakers, while on the other hand they have some 
aspects in common with L2 learners, and yet they show a sensitivity to common usage 
patterns typical of native speakers. These are aspects that have been noticed by others 
who work with HS (see for instance Carreira 2007 with Spanish HS, and Polinsky 2008 
with Russian HS, who quite rightly defines HS as ‘the missing link’ between L1 and L2 
proficiency in a given language). 
 At this point we would like to conclude by returning to the population that took 
part in this study; the subjects were all upper division students (mostly majors and 
minors) in a programme leading to a degree in Spanish language and literature. It could 
be argued that our study is limited in scope, and that problems with unusual constructions 
involving gustar are minor. We think however, that although limited in scope, the study 
is symptomatic of a wider problem on two levels. First of all, if HS speakers are uncertain 
of how to use gustar when cast in anomalous constructions from an information 
structural point of view, they will very likely also have problems with all other psych 
verbs, most of which are less familiar than gustar. This will limit their proficiency on a 
practical level within their academic pursuits and the job market, and surely also impairs 



their understanding and appreciation of creative language manipulated for literary 
purposes.  

Secondly, we should consider the long-term goals of a degree in Spanish, as well 
as those of courses specifically tailored for HS, such as those proposed by Valdés (1997), 
which include, for instance, language maintenance, the acquisition of a prestige variety of 
Spanish, and the expansion of the students’ grammatical, textual, and pragmatic 
competence in Spanish. The improvement of these skills is undoubtedly crucial for HS to 
become fully competent bilinguals. Specifically, a study such as this one addresses both 
the heritage speakers’ expansion of grammatical and textual competence, as well as the 
acquisition of the standard, and therefore prestigious variety of Spanish, which does 
allow many types of permutations in psych-verb experiencer position without resulting in 
ungrammaticality. 
 Moreover, we know from Cummins (1979, 1981, 1984) and others (see Carreira 
2007, 148-9, for further discussion and other references) that there is a difference 
between what is known as BICS (basic interpersonal communicative skills) and CALP 
(cognitive academic language proficiency). BICS are acquired within a period of two 
years, whereas at least five years are needed to attain CALP. We believe that students 
that have an undeniable linguistic advantage such as HS through their early and 
continued exposure to Spanish should have attained this degree of academic language 
proficiency by the end of their degree from our institution or equivalent ones. We do not 
believe that a completely separate track is necessary for HS, but this study shows that HS 
could certainly benefit from language courses specifically tailored to their needs and 
these should be made available to them early in their high school or university career. 
 In this sense it is a sum of specific studies such this one that can help isolate 
problem areas in HS language competence and make language practitioners aware of 
them so that they may address such problematic points in their classes as well as their 
textbooks. 
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Appendix 1 - Questionnaire12 
 
 
Edad: __________ Sexo: _______ Lugar de nacimiento: 
________________________________ 
Lugar de nacimiento de su padre: ____________________  …de su madre: 
________________________ 
¿Ha vivido en los EEUU desde su nacimiento?     Sí   No      ¿En dónde? 
_________________________ 
¿Se habla español en su casa?    Sí   No     ¿Quién(es) lo habla(n)? 
______________________________ 
Si tiene hermanos, ¿qué idioma hablan entre ustedes? 
________________________________________ 
¿Tomó clases de español en la escuela secundaria?     Sí    No      ¿Cuánto tiempo? 
__________________ 
¿Ha pasado algún tiempo en un país de habla hispana?    Sí    No  ¿Cuánto tiempo? 
________________ 
¿Cuál(es) país(es)? 
_____________________________________________________________________ 

Clases de español tomadas en UCSB: 
Clase      Trimestre (Quarter) / Año 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

______ 

 

Señale si la oración le parece correcta (OK) o incorrecta (NO). 

1. A mí me gustan las matemáticas     OK  NO 

2. No me gusta los deportes     OK  NO 

                                                
12 Please see note #5, this questionnaire should not be used without fillers and randomization of 
stimuli – see Miglio and Gries (in progress). 



3. Las canciones románticas me gustan a mí   OK  NO 

4. Las arañas no me gusta      OK  NO 

5. A nosotros nos gusta la comida italiana    OK  NO 

6. No nos gustan la basura tirada en la playa   OK  NO 

7. El olor a bosque nos gusta a nosotros    OK  NO 

8. El clima lluvioso no nos gustan     OK  NO 

9. A mí no me gusta la música clásica    OK  NO 

10. Me gustan mucho mi familia     OK  NO 

11. La contaminación no me gusta a mí    OK  NO 

12. El mar me gustan mucho     OK  NO 

13. No nos gusta el futbol      OK  NO 

14. A nosotros nos gustan el cine español    OK  NO 

15. La política no nos gusta      OK  NO 

16. El cine de acción nos gustan a nosotros    OK  NO 

17. No me gustan los ejercicios aeróbicos    OK  NO 

18. A mí me gusta los chocolates     OK  NO 

19. Las películas de horror no me gustan    OK  NO 

20. Los deportes extremos me gusta a mí    OK  NO 

21. Nos gustan las películas de aventuras     OK  NO 

22. A nosotros no nos gusta las clases de idiomas   OK  NO 

23. Los postres franceses nos gustan     OK  NO 

24. Las clases aburridas no nos gusta a nosotros   OK  NO 
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Abstract 
 

This paper describes the research findings of the first phase of implementation of the NSF 
funded Effective Science Teaching for English Language Learners (ESTELL) project that 
engaged science methods faculty at three institutions of teacher education in restructuring the 
science methods courses and student teaching experiences to use an experiential learning 
approach to explicitly model an approach to science teaching based on ESTELL pedagogy.  The 
ESTELL instructional approach focuses on integrating language and literacy development and 
science discourse into contextualized science instruction. This paper describes how student 
teachers implemented ESTELL practices in their student teaching practicum and compares the 
performance of novice teachers in the ESTELL program with that of novice teachers in a 
traditional ‘business as usual’ teacher education program. 
 



3 
 

 
Introduction 

 
The primary goal of science education reform is to improve student learning of science and make 
rigorous science content and high expectations accessible to all students, including students from 
groups whose achievement has traditionally lagged behind that of majority culture students 
(American Association for the Advancement of Science [AAAS], 1989, 1993; National Research 
Council [NRC], 1996).  Of particular concern is the rapidly growing population of students who 
do not speak English as a first language (NSTA, 2010). After two decades of “science for all’ 
reforms significant achievement gaps still persist between Anglo European students and students 
who are linguistic minorities (Buxton, 2006; Lee & Luyxk, 2006; Lynch, 2001; Harding, 2006; 
NCES, 2006; Rodriguez, 2004). In addition, ELL students are significantly less likely than their 
Anglo counterparts to pursue advanced degrees in science (CPST, 2007) or to perceive science 
as relevant to their lives outside of school (Aikenhead, 2001, 2006; Atwater, Wiggins, & 
Gardner, 1995; Buxton, 2006; Calabrese Barton, 2003; Hammond, 2001; Lemke, 1990;  Lynch, 
2001; Rodriguez, 1997, 2004; Stanley & Brickhouse, 2001). This is a serious educational 
problem for the U.S. as the K-12 student population continues to expand.  In 2000, 68% of ELL 
were concentrated in six states –California, Texas, New Mexico, New York, Florida and Illinois 
(Urban Institute, 2005). However the number of ELL students is growing in other parts of the 
country: Nevada (+354%), Nebraska (+350%) and South Carolina, South Dakota, Georgia, 
Alabama, Arkansas, and Oregon (+200%).  Currently one-third of all ELL in the United States 
attend California schools, of those  85% are Spanish speakers and the remaining 15% speak one 
of over 50 different languages (Gandara, Maxwell-Jolly, & Driscoll, 2005). Improving the 
teaching and learning of ELL is of national significance and of critical importance in California, 
the context for this study.  
 
Recent research has revealed, however, that the majority of teachers in California do not feel 
well prepared to teach ELL (CSU Office of the Chancellor, 2007; Gandara, Maxwell-Jolly, & 
Driscoll, 2005).  In 2007, a survey of teacher education program graduates from the California 
State University system, which prepares 60% of California teachers, found that over 70% of 
them do not feel prepared to teacher English Language Learners (ELL) (CSU Office of the 
Chancellor, 2008). A comparable situation holds for teachers currently working in California K-
12 schools, who report that they have received little to no training to help them meet the needs of 
English learners (Gandara, Maxwell-Jolly, & Driscoll, 2005). One of their most significant 
concerns of teachers in the Gandara et al study was their lack of knowledge and skills in 
integrating subject matter teaching with English language development. This is not surprising 
given that most teacher education programs do not explicitly teach novices to teach subject 
matter to ELL. Courses on subject matter teaching typically give little attention to the importance 
of valuing and incorporating the language and cultural experience of the students being served 
(Ball, 2000; Bryan & Atwater, 2002; Dalton, 1998; Fradd & Lee, 1995; Godley, Sweetland, 
Wheeler, Minnici & Carpenter, 2006; Sleeter, 2007; Stoddart, 1993; Stoddart, Solis, Tolbert & 
Bravo, 2010; Zeichner, 2003). Issues relating to cultural and linguistic diversity, when taught, are 
often presented in separate courses that often focus on social conditions not pedagogy (Met, 
1994; Zeichner, 2003). 
 



4 
 

The research reported in this paper focuses on the preparation of pre-service elementary teachers 
to teach science to English Language Learners by integrating language and literacy development 
and science discourse into contextualized science instruction. The NSF funded Effective Science 
Teaching for English Language Learners (ESTELL) research project described in this paper 
engaged science methods faculty at three institutions of teacher education in restructuring the 
science methods courses and student teaching experiences to use an experiential learning 
approach to explicitly model an approach to science teaching based on ESTELL pedagogy. 
.  

Theoretical and Empirical Framework 
 
The general a priori foundation for ESTELL is socio-cultural theory (Bakhtin, 1981; Moll, 1990; 
Rogoff, 1990, 1995; Rogoff & Wertsch, 1984; Tharp, 1997; Tharp & Gallimore, 1988; 
Vygotsky, 1978; Wertsch, 1985, 1991) the efficacy of which has been established through a 
series of empirical studies that demonstrate that student learning is enhanced when it occurs in 
contexts that are culturally, linguistically, and cognitively meaningful and relevant to students. 
(Au, 1980; Deyhle & Swisher, 1997; Doherty & Pinal, 2002; Estrada & Inmhoff, 2001; Heath, 
1983; Hilberg, Tharp & Degeest, 2000;Lee and Fradd, 1998; Ladson-Billings, 1994; Lemke, 
2001; Rosebery, Warren, & Conant, 1992; Tharp & Gallimore, 1988; Warren & Rosebery, 1995, 
1996). The authors of this proposal have drawn on empirical research on sociocultural pedagogy 
to develop a model of science education for ELL: ESTELL (Effective Science Teaching for 
English Language Learners). ESTELL draws on several bodies of prior research: the integration 
of inquiry science, language and literacy practices (Baker & Saul, 1994; Casteel & Isom, 1994; 
Lee Lee and Fradd, 1998; Rodriguez & Bethel, 1983; Rosebery, Warren and Conant, 1992; Lee 
& Luykx, 2004; Stoddart, 1999; 2005; Stoddart, Pinal, Latzke & Canaday, 2002; Stoddart, 
Abrams, Canaday, & Gasper, 2000);  the use of contextualized instruction (Aikenhead, 2006; 
Bouillion & Gomez, 2001; Brown, Ash, Rutherford, Nakagawa, Gordon, & Campione, 1993; 
Buxton, 2006; Calabrese Barton & Zacharia, 2003; Edwards & Eisenhart, 2005; Gonzalez, Moll, 
& Amnti, 2005; Hammond, 2001; Lee and Fradd, 1998; Lee & Luykx, 2006; Stoddart, 2005; 
Tharp, Estrada, Dalton & Yamauchi, 2000; Warren, Ballenger, Ogonowski, Rosebery, & 
Hudicourt-Barnes, 2001). 
 
Integrating language, literacy and science learning 
 
Many ELL do not have access to rigorous instruction in academic subjects and are often relegated to 
remedial instructional programs focusing on the acquisition of basic literacy skills and facts aimed at 
improving student English-proficiency levels instead of teaching high quality content (Garcia, 1988, 
1993; McGroaty, 1992; Moll, 1992; Pease-Alvarez and Hakuta, 1992; Valdes, 2001). However, a 
substantial body of research in the English language development literature has demonstrated that 
the integration of subject matter teaching with language and literacy development can enhance 
learning in both domains (Cummins, 1981; Genesee, 1987; Lambert & Tucker, 1972; McKeon, 
1994; Met, 1994; Swain & Lapkin, 1985).  Science lessons are a particularly powerful context for 
learning language and literacy. In inquiry science, the use of language is contextualized by being 
related to objects, visual representations and pictures, hands on activities, and experiences with the 
local environment  (Baker & Saul, 1994; Casteel & Isom, 1994; Lee and Fradd, 1998; Rodriguez 
& Bethel, 1983; Rosebery, Warren and Conant, 1992; Stoddart et al., 2002). By relating language 
and literacy activities to real life objects, events and activities the words have real meaning for 
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students.  In science lessons, students communicate their understanding in a variety of formats, for 
example, in writing, graphic representations and creating tables and graphs (Lee & Fradd, 1998; 
Warren, Ogonowski, Ballenger, Rosebery, & Hudicourt-Barnes, 2001). Students also talk about 
science in science class--describing, hypothesizing, explaining, justifying, arguing, and 
summarizing—all of which support the development of science understanding and reasoning 
processes Rosebery, Warren & Conant, 1992). Integrating science and literacy instruction 
synergistically promotes the development of English language, science literacy, and scientific 
understandings.  
 
The relationship between science learning, language and literacy learning and science discourse, 
therefore, is reciprocal and synergistic. Through the contextualized use of language in science 
inquiry students develop and practice complex language forms and functions. Through the use of 
language functions such as description, explanation and discussion in inquiry science, students 
enhance their conceptual understanding (Stoddart et al, 2002). This is a synergistic approach to 
teaching and learning where language and literacy development is contextualized in scientific 
inquiry projects that promote understanding through collaborative work and discourse between 
teachers and students. 
 
Cultural and social contextualization 
 
ELL students, however, not only face difficulties due to language barriers in schools, but must 
also cross borders between their home cultures and the school culture (Aikenhead, 2001, 2006). 
Whereas this transition is not a difficult one for most middle class Anglo students, it can be quite a 
formidable process for cultural and linguistic minority students. When students’ experiences from 
their lives outside of school are incorporated in instruction, however, the transition between home 
and school is a much smoother one. Integrating student cultural knowledge, experiences, and 
interaction patters has been shown to improve the achievement and participation of linguistic 
minority students in science (Lee & Luykx, 2007; Dalton, 1998;  Moll, Amanti, Neff, & Gonzalez, 
1992;  Tharp & Gallimore, 1998). A series of studies have demonstrated that the use of 
contextualized instructional in diverse science classrooms leads to improved student outcomes, 
including increased participation and engagement in science, positive differences on standardized 
learning measures, positive attitudes toward science, and increased consideration of science as a 
career goal  Aikenhead, 2006; Bouillion & Gomez, 2001; Brown, Ash, Rutherford, Nakagawa, 
Gordon, & Campione, 1993; Buxton, 2006; Calabrese Barton & Zacharia, 2003; Edwards & 
Eisenhart, 2005; Hammond, 2001; Lee and Fradd, 1998; Lee & Luykx, 2006; Stoddart, 2005; 
Warren, Ballenger, Ogonowski, Rosebery, & Hudicourt-Barnes, 2001). 
 
These ESTELL project incorporates the use of five instructional practices demonstrated to 
improve the achievement of language minority students: 1) integration of language and literacy 
into science lessons; 2) use of science discourse; 3) contextualizing science activity; 4) 
promoting collaborative inquiry; and 5) emphazing scientific reasoning (Amaral, Garrison and 
Klentschy, 2002; Baquedano-López, Solís, & Kattan, 2005; Bravo & Garcia, 2004; Cervetti, 
Pearson, Barber, Hiebert & Bravo,  2007; Doherty &  Pinal, 2004; Estrada & Imhoff, 2001; Ku, 
Bravo, & Garcia, 2004; Ku, Garcia, & Corkins, 2005; Hilberg, Tharp & DeGeest, 2000; Lee, 
Maerten-Rivera, Penfield, LeRoy, & Secada, 2008; Saunders & Goldenberg, 1999; Saunders, 
O’Brien, Lennon & McLean, 1998; Stoddart, 1999; 2005; Stoddart, Abrams, Canaday, & Gasper, 
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2000; Stoddart, Pinal, Latzke & Canaday, 2002; Stoddart, Solis, Tolbert, & Bravo, 2010; Yore, 
Holliday & Alvermann, 1994, Wang and Herman, 2006). 

 
Method 

 
The ESTELL project is an NSF DR K-12 Discovery Research Development project.  It includes 
science education faculty and researchers from three state university teacher education programs 
and one research university in California. The three teacher education programs were chosen for 
two reasons: (1) each program prepares novice teachers to work in regions of great cultural, 
linguistic and economic diversity and low educational attainment and each has a strong focus on 
preparing teachers to be responsive to student diversity; and (2) all three institutions have one 
year post-baccalaureate elementary teacher education programs with the same requirements and 
coursework.  In the first year of the project (2008-09) an experimental science methods course 
was developed based on the ESTELL pedagogy.  In Year 2: First Implementation (2009-10), the 
science methods course was taught by four science methods instructors during the Fall Quarter.  
Using a quasi experimental design, data on the student teachers in three of the experimental 
ESTELL science methods courses and a comparison group of control student teachers in 
‘business as usual’ science methods courses was collected.  The data included a pre-post 
program survey of teacher knowledge and beliefs and an observation of teaching practice during 
the student teaching practicum. This paper focuses on the observation of teaching practice. In 
2009-10, the data collected at the third site was incomplete and could not be included in this 
analysis. 

ESTELL Teacher Education Intervention 
 
The structure of the ESTELL pre-service teacher education program is based on three principles 
established by prior research on pre-service teacher preparation: (1) teachers need to learn new 
instructional approaches through the pedagogy they are being prepared to teach (Ball & 
McDiarmid, 1990; Hewson & Hewson, 1988; Stoddart, 1993a; Stoddart, Connell, Stofflet & 
Peck, 1993; Stofflett & Stoddart, 1994; Veal & Makinster, 1999); (2) The teaching of science 
content and subject matter methods should be integrated with knowledge about the language and 
culture of the students being served (Dalton, 1998; Fradd & Lee, 1995; Met, 1994; Rodriguez & 
Kitchen, 2005; Stoddart, 1993a; Zeichner, 2003).; (3) Coherence needs to be established between 
the different components of the teacher education program – coursework, practicum and 
supervision (Stoddart, 1993b; Wilson, Floden & Ferrini-Mundy, 2001).  These principles were 
incorporated into the: (a) ESTELL science teaching methods course; and (b) the teaching 
practicum.  

E$TELL Science Methods Course 

The ESTELL science methods course was created collaboratively by four science methods 
instructors who work at the three participating state university campuses during the 2008-09 
development phase of the project.  The instructors included an Anglo-European, female first year 
Assistant Professor, an experienced female Professor originally from India and a university 
lecturer and experienced elementary and middle school (Anglo, female) teacher who is often 
hired to teach the science methods course at that campus. The bilingual is a Latino, senior 
professor in cross-cultural and bilingual education. The instructors had six face-to-face meetings 
and six phone conferences, as well as multiple correspondences via e-mail, in order to develop a 
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common science methods course using the ESTELL framework. Each of the instructors 
committed to teach the course in the two phases of implementation in 2009-10, 2010-11.  
 
The science methods course focused on engaging student teachers in a personal learning 
experience of science methods instruction through ESTELL pedagogy which modeled the 
integration of science content with language and literacy, the use of science discourse and 
contextualized science instruction, collaborative inquiry and scientific reason.  The primary 
vehicle for the ESTELL science methods instruction was the use of five California Science 
Standards-based, units (with corresponding lesson plans and activities). These units were: 
Biodiversity, Skulls and Teeth, Earth, Sun & Moon, Electricity and Arthropods. Each unit was 
designed to illustrate all of the ESTELL categories, but we highlighted one or two of the 
categories per unit to make it easier for student teachers to engage with the ESTELL framework. 
 
Professional Development 
 
ESTELL cooperating teachers who mentored the ESTELL experimental group pre-service 
teachers participated in a two day professional development workshop that focused on 
introduction to ESTELL pedagogy components, review of lessons plans which modeled 
ESTELL components, mentoring resources that incorporate ESTELL components, an ESTELL 
observation guide, and a variety of articles on being effective mentors for student teachers and 
effective teachers of science for English Language Learners. 
  

Classroom Observation Rubric 
 
DAISI (Dialogic Activity in Science Instruction Rubric) 
 
The DAISI was used as an outcome measure to assess novice teachers’ use of ESTELL in their 
student teaching practicum. It was also used in the science teaching methods courses to assess 
the fidelity of implementation of ESTELL. The DAISI provides quantitative measures of the 
quality of teachers’ classroom enactments of ESTELL Pedagogy (Stoddart, Solis, Bravo & 
Tolbert, 2007). Each observation yields a set of 5 scores, one score for each for LL, C, CI, IC, 
and CT.  Each sub-theme is scored on a four-point scale: not observed (0), present (1), 
implementing (2), elaborating (3). These levels of implementation are based on the literature on 
the development of teacher expertise in science language integration (Stoddart, et al., 2002). The 
following examples are drawn from the Language and Literacy categories. At Level 1: Present, 
the teacher incorporates both science and language activities in the lesson, but these activities are 
not integrated. For example, the teacher may teach science vocabulary before he/she does a 
science activity. At Level 2: Implementing, science and language activities are integrated; 
however, one activity is dominant. For example, a teacher uses a narrative story on a science 
topic. At Level 3: Elaborating, the teacher fully integrates science and language activities. For 
example, the teacher engages in an instructional conversation with a group of students as they 
conduct a science investigation.  
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Table 1. DAISI Observer Reliability (n=147). 
 

  
Number 
of Items  

Cronbach’s 
Alpha 

1.  Facilitating Collaborative  
     Inquiry 

112  0.782 

2. Promoting Science Talk 110  0.771 
3. Contextualization 113  0.729 
4. Literacy in Science 115  0.791 
5. Scaffolding Development of 
Language 

113  0.804 

6. Promoting Scientific 
Reasoning 

110  0.832 

 
All observers were trained and calibrated on the observation scheme and reached above an 87% 
agreement on each of the ESTELL domains. Video of science teaching was used for the training. A 
Cronbach’s alpha was calculated on each of the six subscales and found all to be above the 0.7 
threshold.  
 
Sample 
 
The ethnic demographics of  pre-service teacher observation sample participants is as follows: 51% 
White, 35% Latino, 9% Asian, 5% Other. The gender make-up was predominantly female (84%) and the 
dominant age range was between 20 to 30 years of age (93%). All are seeking credentials that will allow 
them to teach in K-8 settings. 
 

Results 
 
This analysis is based on observations of student teachers who participated in six science 
methods courses and the associated student teaching practicum—two experimental and two 
control courses and in one bilingual experimental and one bilingual control.  The control and 
experimental were drawn from the 2009-10 admissions groups within each institution.  As the 
bilingual experimental group instructor is the only science education bilingual instructor group at 
the institution the bilingual control group was drawn from the other participating institution.  
Teacher candidates were observed once during their student-teaching practicum. Each 
observation was scored on a scale of 0-3 along the ESTELL instructional practices. The scoring 
scale relates to the potential implementation of effective science teaching practices for ELLs. 
Each one of the six instructional practices was scored every fifteen-minutes during the course of 
an entire science lesson ranging on average from 40-60 minutes. A score of 0 denote the absence 
of a particular instructional practice. A score of 1 denotes an introductory or basic 
implementation of a instructional practice. A score of 2 denotes full implementation of the 
instructional practice. A score of 3 denotes full and elaborated implementation of a instructional 
practice. Overall disaggregated mean scores by instructional practice area indicate uneven 
implementation of the ESTELL instructional practices. Mean scores by instructional practice 
range between .48-1.59.  
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Bilingual Student Analysis 
 
A one-way ANOVA was conducted to compare differences on five EDAISI Domains between 
the bilingual ESTELL pre-service teachers and the bilingual control group. There was a 
statistically significant positive difference between the bilingual ESTELL pre-service teacher 
DAISI implementation means compared to the control group on two (Collaborative Inquiry and 
Science Talk) of the five EDAISI Domains measured by the observation protocol. There was a 
positive statistically significant difference in the means for Collaborative Inquiry between the 
ESTELL bilingual pre-service teachers (M=1.84, SD=0.26) and the control (M= 1.47, SD=0.53) 
observations (ANOVA, F (1, 21) = 4.74, p < .05). The means for Science Talk also showed a 
positive statistically significant difference between the ESTELL bilingual pre-service teachers 
(M=1.51, SD=0.36) and the control group (M=1.12, SD=0.44) observation (ANOVA, F (1, 21) = 
5.47, p < .05).  The mean scores of the bilingual ESTELL group were above the scores of the 
bilingual control group on all ESTELL categories. 
 
Table 2. DAISI Observation Scores for ESTELL bilingual pre-service teachers compared  
to bilingual control cohort.  
     Std. 

Deviation
   

DAISI Subscale Instructor  Mean  One-Way ANOVA 
Collaborative 
Inquiry 

Control 1.47 .53 
 

F(1,21) = 4.74 , p < 
.05 

ESTELL 1.84* .26    
Science Talk Control 1.12 .44 

 
F(1,21) = 5.47, p < 
.05 

ESTELL 1.51* .36    
Literacy in 
Science 

Control 1.11 .64  F(1,21) = 1.41 
ESTELL 1.38 .44    

Contextualization Control .49 .26  F(1,21) = 1.38 
ESTELL .70 .55    

Scientific 
Reasoning 

Control 1.18 .42  F(1,21) = 0.52 
ESTELL 1.32 .53    

 
Bilingual experimental group pre-service teachers implementation of Collaborative Inquiry and 
Science Talk was at a high introductory level moving towards full implementation. All other 
ESTELL experimental group instructional practices were at the introductory level (ranging from 
70-1.38). An overall basic or introductory implementation of the ESTELL Instructional practices 
suggests that teacher candidates were: 
 

 offering some basic science literacy tasks with no explicit instruction on science tools or 
supplanting  science activities with literacy tasks while providing limited instruction on 
key vocabulary (Literacy in Science) 

 providing implicit instruction on English Language structures with minimal modified 
scaffolding for ELLs (Scaffolding and Language Development 

 listing prior student science knowledge while leading all phases of the inquiry process 
(Promoting Scientific Reasoning & Inquiry) 
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The bilingual control group scored at the low level of the introductory category on all ESTELL 
domains. 
 
For both groups, Contextualizing science activity received the lowest mean score of (.49.control, 
.70 experimental. This instructional practice area measured the level of inclusion and 
incorporation of student home, community, and local physical/geographic resources in the 
teaching of science. A score of .49 indicates that baseline teacher candidates rarely provided nor 
elicited examples from student experiences in the teaching of science objectives.  
 
Regular Program Analysis 
 
A one-way ANOVA was conducted to compare differences on five DAISI Domains between the 
English only ESTELL pre-service teachers and the control group. A comparison of observations of  
teacher candidates by condition found that the treatment group mean scores were higher and these 
differences were statistically significant (p < .001)  in the area of Contextualizing Science Activity. 
However, scores in both groups were at the introductory level of implementation. 
 
Table 3. EDAISI Mean Scores of Teacher Candidates: Control vs. Experimental  
 
   

Mean 
Std. 
Deviation

    
DAISI Subscale Group   One-Way ANOVA 
Collaborative Inquiry Experimental 1.423 .412  F(1,137) = 0.005, 

Control 1.511 .393     
Science Talk Experimental 1.405 .331  F(1,137) = 0.625 

Control 1.334 .458     
Literacy in Science Experimental 1.283 .377  F(1,137) = 1.25 

Control 1.208 .424     
      

     
Contextualization Experimental 1.047*** .471 

 
F(1,137) = 17.06, p < 
.001 

Control .620 .437     
Scientific Reasoning Experimental 1.310 .447  F(1,137) = 0.040 

Control 1.243 .550 
  

 
  

 
Discussion 

 
Results from the first year of implementation of the intervention suggest that the intervention is 
having a positive impact on ESTELL student-teachers in how they teach science during their 
student-teaching practicum. These differences are present even when we account for expected 
differences arising from bilingual and non-bilingual credential programs. Compared to control 
bilingual credential student-teachers, ESTELL bilingual credential student-teachers use more 
inclusive and varied science instructional formats that promote greater interaction between 
teacher and students with more frequent instances of interaction between students; ESTELL 
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student-teachers are also more likely to deliver science lessons where science knowledge and 
authorship is challenged.  Moreover, there were significant differences in the area of teacher use 
of science discourse patterns for ESTELL bilingual student-teachers. While still at the 
introducing levels of implementation of effective pedagogy, ESTELL student-teachers were 
more likely to model science discourse patterns like showing way of providing evidence, making 
scientific explanations, or even proposing methods for conducting inquiry activities than control 
bilingual student-teachers. ESTELL bilingual teachers were also more likely to use the kind of 
investigatory and epistemic types of questions and commentary that are highly restricted for 
ELLs in classrooms where yes and no, closed type of questions dominate classroom talk.  
 
Moreover, an analysis of non-bilingual CLAD credential student-teachers found significant 
differences between ESTELL and non-ESTELL participants in the study as well in other 
ESTELL domains in the area of promoting scientific reasoning and inquiry and also, 
contextualizing science activity. In the area of scientific reasoning both cohorts of ESTELL 
student-teachers were more likely to science lessons to key content objectives and provide some 
feedback to children on how they were conducting inquiry activities than control participants. 
ESTELL student-teachers were scored significantly higher in contextualizing science activity, 
which includes both inclusion of person-home-community activities and local-physical 
experiences in the teaching of science. This finding means that these ESTELL student-teachers 
are providing some examples from the local contexts and also at least acknowledging students’ 
contributions or questions as resources for teaching the science lesson.  
 
The results reported in this paper are for the first year of the implementation of the ESTELL 
intervention. Further analysis will include mixed methods analysis of teacher practices, attitudes, 
and knowledge of both year 1 and year 2 of implementation of the study. The data include 
teacher transcribed interviews for each observation and transcripts of method course sessions. 
Lastly, case study analysis of first year teachers and student achievement of their students will 
provide further context to the effects of ESTELL pre-service experiences.  
 
Classroom observation measures, such as those used in this study, are complicated by their focus 
on measuring difficult to define social constructs (Borman and Kimball 2005; Luykx and Lee 
2007) including effective pedagogy, teacher quality, student achievement, and the relationship 
between these areas. Our examination of pre-service science teaching practices, however, moves 
forward thinking on previous conceptualizations of responsive science pedagogy. Our analysis of 
the intersection of culture and language locates student cultural experiences within personal, 
home, community knowledge over that of presumed student ethnic identity mediators. That is, 
prototypical science practices (e.g. inquiry, questioning, discourse patterns of reasoning, etc.), 
student cultural knowledge (e.g., codes, alternative science concepts) and teachers moves to 
intersect these elements require explicit attention for promoting more effective science learning 
contexts in diverse classrooms. Elementary science education in diverse student contexts remains 
a major challenge for teachers despite some advances in professional development (Johnson & 
Marx, 2009; Lee, Lewis, Adamson, et al 2008). Yet, our research findings demonstrate the 
development of more effective science teaching practices can begin already with novice teachers. 
Elementary teachers face an important challenge in the teaching of science in diverse contexts 
that requires that they acquire and master potentially new academic repertoires that will enable 
them to better serve an ever-increasing culturally and linguistically diverse student population. 
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This presentation will profile findings from a research project designed to examine the 
experiences, challenges and issues field supervisors face while negotiating the supervisory  
relationship with graduate students in school and counselling psychology. Although there is an 
emerging literature on supervision in applied psychology, there is very little documented about 
supervisors’ experiences and needs as they engage in this critical area of professional practice 
(Falendar & Shafranske, 2004). The provision of supervision is a demanding, time-consuming, 
yet critically important and unique professional activity. In fact, the advancement of the 
profession and the quality of psychological services provided to the public depend on early-
career trainee’s receipt of high quality, responsive supervision. Despite this, very few field 
supervisors have received formal training in this critical area of practice even though many 
provide supervision as part of their assignment to duties (Bernard, & Goodyear, 2009; Falender, 
Cornish, Goodyear, Hatcher, Kaslow, Leventhal, Shafranske, Sigmon, Stoltenberg, & Grus, 
2004). Several authors suggest that a better understanding of the person of the supervisor in 
supervision, including the challenges that supervisors face in becoming acclimated to the 
supervisor role and how supervisors’ processes and issues affect the supervisor-supervisee 
relationship are among the most critical concerns confronting the current practice of supervision 
in applied psychology (e.g., Falendar, & Shafranske, 2004; Bernard, & Goodyear, 2009l; 
Watkins, 1995).  
 
A modified participatory action research methodology (Kindon, Pain, & Desby, 2007) was 
employed to address the research question. Participants were regarded as co-investigators and 
invited to share their experiences, challenges and needs related to providing supervision to 
graduate students in semi-structured, conversational-type research interviews. Preliminary results 
reveal that intrapersonal, interpersonal and contextual/environmental variables influencing 
supervisors’ experiences in the supervisor-supervisee relationship. Supervisors’ training needs 
and facilitative resources were also identified. The process of conducting this research resulted in 
increased collaboration between faculty and field supervisors who share an interest in advancing 
the important work of supervision in applied psychology. This work also served to create a 
“space” whereby field supervisors’ issues were openly identified, explored and ultimately 
disseminated to the broader professional community who are engaged in supporting field based, 
experiential teaching and learning.  
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ABSTRACT 

Early identification of vocabulary deficits is critical if all children are to 

participate fully in preschool and early elementary curricula. This 

preliminary study examined an experimental curriculum based measure of 

vocabulary using basic concepts as stimulus items. The Curriculum-Based 

Measure of Basic Concepts (CBM-BC) was administered to 16 typically 

developing children between the ages of 4;3 and 7;3. The Wiig Assessment 

of Basic Concepts (WABC) (Wiig, 2004) was used as a criterion measure 

in this study. Results and future directions are discussed. 

 

INTRODUCTION	

Basic	Concept	Vocabulary	

It	is	well	recognized	that	age	appropriate	language	skills	are	

fundamental	to	classroom	success.	Vocabulary	plays	an	important	role	in	a	

child’s	literacy	development	in	two	distinct	ways:	the	extent	to	which	a	child	

understands	semantic	representations	of	words	and	the	variety	of	meanings	

(i.e.	depth)	and	the	actual	number	of	words	in	a	child’s	repertoire	(i.e.	

breadth)	(Ouellette	2006;	Storch	&	Whitehurst,	2002).	Generally	speaking,	a	

typically	developing	young	child’s	knowledge	of	word	meanings	increases	

rapidly;	rising	from,	on	average,	a	receptive	vocabulary	of	2,800	words	at	the	



age	of	four,	to	13,000	words	at	six	years	of	age	(Gard,	Gilman,	&	Gorman,	

1993;	Boone	&	Plante,	1995,	Bowen,	1998).			

One	particularly	important	area	of	vocabulary	development	for	

children	entering	school	is	basic	concept	knowledge.	Bracken	(1984)	defined	

a	basic	concept	as	“a	label;	…	basic	in	that	they	represent	the	most	

rudimentary	concepts	in	specific	categorical	areas”(p.	2).		These	concepts	

include	but	are	not	limited	to	comparatives,	materials,	positions,	directives,	

quantities,	relationships,	sequences,	textures,	and	time.	Wiig	(2004)	

described	basic	concepts	as	“the	building	blocks	that	children	use	to	follow	

directions,	engage	in	classroom	routines	and	provide	descriptions	of	the	

world	around	them”	(p.	2‐3).	This	definition	classifies	basic	concepts	based	

on	common	characteristics	including:	color/shape,	size/weight/speed,	

quantity/completeness,	location/direction,	condition/quality,	and	

sensation/emotion/evaluation.	Both	definitions	recognize	this	subset	of	

vocabulary	words	as	being	essential	in	early	learning	environments.		

Basic	concept	vocabulary,	words	that	are	used	to	direct,	inform,	

instruct,	and	describe,	provide	the	structural	framework	for	a	child	to	be	

successful	in	an	early	educational	environment	(Boehm,	1969;	Duncan	et	al.,	

2007;	Ellis,	Schaudecker,	&	Regimbal,	1995;	Estes,	1976;	Harrington,	2010;	

Piersel	&	McAndrews;	1982;	Rosenkoetter	&	Barton,	2002).	In	a	study	by	Lin,	

Lorrence	&	Gorrell	(2003),	kindergarten	teachers	reported	that	the	most	

essential	element	for	classroom	readiness	was	the	ability	of	students	to	

communicate	their	wants,	needs	and	thoughts	(83.9%),	while	other	academic	

factors	were	considered	less	essential,	such	as	counting	(14.6%)	and	

knowing	the	alphabet	(21.4%).		

Within	preschool	and	early	elementary	classrooms,	school	children	

are	expected	to	understand	and	follow	directions.	The	terminology	related	to	

direction	(i.e.,	here,	there),	spatial	orientation	(i.e.,	over,	under,	in),	time	(i.e.,	

finished,	morning),	comparisons	(i.e.,	different,	similar),	quantity	(i.e.,	full,	



some)	and	relational	terms	(i.e.,	“I’m	upset”,	“That	makes	me	happy”)	is	

critical.	When	the	basic	concept	vocabulary	used	by	teachers	to	direct	

behavior	in	the	classroom	is	not	understood,	following	directions	becomes	a	

guessing	game	and	children	are	less	able	to	benefit	from	instruction	

(Webster‐Stratton	&	Reid,	2004).	

Comprehension	of	basic	concepts	has	also	proven	necessary	for	

academic	success	because	of	their	use	in	placement	and	diagnostic	tests.	In	

order	to	perform	well	on	assessments,	a	child	must	be	able	to	understand	the	

instructions	of	a	test	(Bracken,	1986;	Kaufman,	1978).	When	basic	concepts	

are	embedded	in	the	instructions	intended	to	direct,	guide	and	give	feedback	

to	the	student,	it	is	not	clear	if	the	child	did	not	understand	the	presented	

directions,	or	the	actual	test	item.		

A	study	by	Flanagan,	Kaminer,	Alfonso	and	Rader	(1995)	examined	

the	frequency	of	occurrence	of	basic	concepts	in	the	test	directions	of	five	

widely	used	intelligence	tests,	the	WPPSI‐R	(Wechsler,	1989);	Stanford	Binet:	

Fourth	Edition	(SB:FE;	Thorndike	et	al.,	1986);	Differential	Ability	Scales	

(DAS;	Elliot,	1990);	Woodcock‐Johnson	Pyscho‐Educational	Battery‐Revised		

Test	of	Cognitive	Ability	(WJ‐R	COG;	Woodcock	&	Johnson,	1989),	and	Bayley	

Scales	of	Infant	Development‐Second	Edition	(BSID‐II;	Bayley,	1993).	

Flanagan	et	al.	also	reported	on	the	percentage	of	preschool	children,	ages	3,	

4	and	5,	that	understood	each	basic	concept	embedded	in	the	test	directions.	

Their	review	revealed	that	basic	concepts	understood	by	only	25%	of	

preschool	children	were	included	at	a	high	frequency	in	the	directions	of	

several	assessments.	For	instance,	in	the	WJ‐R	COG,	73%	of	the	basic	

concepts	included	in	the	examination	were	understood	by	only	one	in	four	

three‐year‐olds.	While	the	concept	“together”	was	included	in	four	of	the	

intelligence	examinations,	only	33%	of	three‐year‐olds,	59%	of	four‐year‐

olds,	and	62%	of	five‐years‐olds	understand	this	concept.		



Based	on	Flanagan	et	al.’s	findings,	it	should	be	no	surprise	to	find	the	

students	struggling	to	comprehend	the	fundamental	meaning	of	test	

directions	are	also	the	students	unable	to	complete	assignments	(Ellis,	

Schaudecker,	&	Regimbal,	1995).	In	addition,	children	who	do	not	come	to	

school	with	age	appropriate	basic	concept	knowledge	will	have	difficulty	

learning	new	words,	particularly	if	they	do	not	understand	the	context	in	

which	new	words	are	expressed	(Dickinson,	Cote,	&	Smith,	1993;	Putnam,	

1992).		

Taking	into	account	the	high	incidence	of	basic	concepts	included	in	

teacher	directions,	standardized	test	directions,	language	diagnostic	tools	

and	classroom	materials,	it	is	apparent	that	basic	concept	knowledge	is	an	

essential	prerequisite	to	academic	success	(Bracken,	1986;	Flanagan,	

Alfonso,	Kaminer	&	Rader,	1995;	Panter,	2000).		

Curriculum‐Based	Measurement	

	Historically,	standardized	diagnostic	tests	have	been	used	to	assess	

children	and	monitor	progress	at	annual	intervals.	Unfortunately,	annual	

measures	of	a	students’	level	of	performance	do	not	provide	educators	with	

information	regarding	improvements	in	understanding	related	to	instruction	

or	maturation	over	the	course	of	a	school	year.	Tracking	the	‘slope’	or	

trajectory	of	student	progress	during	the	academic	year	is	critical	in	order	to	

avoid	‘high‐stakes’	educational	decision‐making	and	test	bias	(Dean,	2006;	

Marston,	1989).			

Curriculum	Based	Measures	(CBMs)	have	gained	popularity	and	now	

augment	or	replace	traditionally	used	standardized	norm‐referenced	tests.	In	

order	to	be	considered	a	CBM	as	described	by	Deno	(1985),	the	assessment	

should	be	(1)	repeatable	with	multiple	forms,	(2)	inexpensive,	(3)	time	

efficient,	(4)	easy	to	administer	and,	(5)	reliable.	When	using	CBMs,	timely	

decisions	regarding	curricular	changes	can	be	made	and	students	are	less	

likely	to	fall	behind	their	peers.	The	need	for	these	measures	is	particularly	



acute	as	schools	move	increasingly	toward	a	Response‐to‐Intervention	

model,	a	system	that	requires	close	monitoring	of	student	progress	through	

the	curriculum.		

A	number	of	curriculum‐based	measurement	systems	are	available	

for	monitoring	academic	success,	e.g.,	DIBELS (Good & Kaminski, 2002), 

Aimsweb, (Shinn & Shinn, 2002). However, when assessing early literacy, the 

majority of these measures assess decoding ability rather than language skills like 

vocabulary, a known prerequisite to literacy acquisition. For young children at 

risk for academic failure due to language impairment or language delay, 

curriculum-based measures that focus on monitoring and improving language 

skills in the classroom	are	needed.	This	project	explored	the	development	of	a	

curriculum‐based	measure	for	vocabulary	that	targets	understanding	of	

basic	concepts.	

The	development	of	a	curriculum‐based	measure	for	basic	concepts	

(CBM‐BC)	that	meets	the	criteria	set	forth	by	Deno	(1985)	has	the	potential	

to	provide	educators	with	a	valuable	tool	for	monitoring	student	progress	in	

an	area	fundamental	to	classroom	success.	In	a	setting	that	primarily	uses	

verbal	language	to	present	directions	for	daily	routines,	classroom	

instruction,	and	even	safety	directives,	it	is	critical	to	evaluate	a	child’s	

knowledge	of	this	particular	vocabulary	subset.			

METHODS	

Participants		

Sixteen	children	between	the	ages	of	4	years,	3	months	to	7	years,	3	

months	were	assessed	in	this	experiment.	The	mean	age	of	the	participants	

was	68.75	months	(5	years,	7	months)	with	a	standard	deviation	(SD)	of	

10.96	months.	

Assessments	



	 Experimental	CBM‐BC.	The	experimental	CBM‐BC	consists	of	50	basic	

concepts	represented	on	rectangular	cards,	with	each	concept	represented	

pictorially	on	an	individual	card	(see	Figure	1).	Two	pictures	that	are	similar	

in	content	and	design	(ex.	all	clip	art	pictures	of	gymnasts)	serve	as	foils	and	

are	included	on	each	stimulus	card,	with	a	third	item	representing	the	

assigned	concept	(ex.	only	one	gymnast	is	“upside‐down”).	The	CBM‐BC	is	

designed	to	be	administered	in	randomized	order,	which	supports	the	

concept	of	using	comparable	and	multiple	test	forms	so	that	the	large	set	of	

concepts	might	be	shuffled	and	reused	frequently	to	monitor	progress	(Good	

et	al,	2004).	Designed	to	be	a	receptive	task,	children	are	asked	to	point	to	

the	correct	picture	of	the	given	concept.	This	same	format	has	been	used	

successfully	in	other	repeatable	assessments	such	as	Get	it,	Got	it,	Go!	

(Missall,	Carta,	McConnell,	Walker,	&	Greenwood,	2008).	All	categories	of	

concepts	(ex.	quantity,	time,	color,	location,	etc.)	included	in	the	operational	

definition	are	represented	in	the	CBM‐BC.		

Figure	1.	Example	of	CBM‐BC	stimulus	for	“upside‐down”.	

	

	

	 Wiig	Assessment	of	Basic	Concepts.	The	Wiig	Assessment	of	Basic	

Concepts	(WABC)	(Wiig	2004)	is	administered	using	an	interactive	

storybook	activity.	The	WABC	consists	of	113	basic	concepts	and	assesses	

both	receptive	and	expressive	knowledge.	Each	basic	concept	is	paired	with	

an	opposite	or	related	word	(ex.	big	&	small)	and	receptive	knowledge	is	

assessed	followed	by	expressive	knowledge	of	the	concept	pair.		



Procedures	

The	CBM‐BC	was	administered	to	each	participant	in	the	form	of	an	

untimed	full	battery	(i.e.	50	items)	with	a	notation	made	for	the	score	after	2	

minutes	of	testing.	For	each	child,	the	mean	percent	accuracy	for	the	two‐

minute	interval	was	compared	to	the	mean	percent	accuracy	of	the	entire	50	

item	assessment.		Since	by	definition,	CBM’s	are	efficient	to	administer	(i.e.	1‐

3	minute	administration	time),	it	was	necessary	to	investigate	if	a	time‐

limited	test	of	the	CBM‐BC	items	would	yield	similar	results	to	

administration	of	the	full	battery	of	50	test	items.		A	preliminary	evaluation	

of	the	sensitivity	of	the	measure	to	developmental	changes	was	then	

conducted	by	comparing	the	CBM‐BC	scores	for	each	of	the	children	with	

their	age.	

In	addition	to	examining	the	efficiency	of	test	administration	and	

sensitivity	to	changes	in	age,	the	experimental	CBM‐BC	was	analyzed	to	

determine	how	well	I	assessed	basic	concept	knowledge.	Results	from	the	

CBM‐BC	were	compared	to	an	established	norm‐	referenced	test,	the	Wiig	

Assessment	of	Basic	Concepts	(Wiig,	2004)	as	a	means	of	establishing	

criterion	related	validity.	Children	were	again	tested	individually.	To	

complete	this	test,	participants	pointed	to	the	tested	concept	from	a	closed	

set	of	options	to	demonstrate	receptive	and	expressive	knowledge.	Concepts	

were	assessed	receptively	and	expressively	and	the	WABC	total	concept	

score	was	compared	with	the	results	of	the	CBM‐BC	administration.	

	

RESULTS	

Percentage	correct	scores	from	the	two‐minute	timed	CBM‐BC	

administration	were	compared	to	percentage	correct	scores	from	the	full	50	

item	battery.	No	significant	difference	(p	>.05)	was	found	between	the	scores	

obtained	from	the	two	minute	and	full	administration	of	the	test	items.		



Table	1.	Mean	percentile	scores	on	the	BC‐CBM	at	two	minutes	and	on	the	50	

item	set.	

	 Mean % Accuracy Standard Deviation 	

CBM-BC 2 minute	 85.06% 7.66

CBM-BC 50 item set	 88.38% 6.99

	

	

The	CBM‐BC’s	sensitivity	to	developmental	changes	was	also	

evaluated.	A	Pearson	Bivariate	Correlation	was	used	to	compare	the	

percentile	accuracy	scores	to	the	children’s	age.	Results,	as	shown	in	Table	2,	

revealed	that	as	age	increased,	the	percentile	score	on	the	two	minute	CBM‐

BC	also	increased	(p	<.01).	

	

Table	2:	Correlation	between	the	CBM‐BC	and	age.	

	 Age (months))

BC-CBM	 .657**

		***p<.001,	**p<.01,	*p<.05		

Percentile	accuracy	scores	from	the	CBM‐BC	two‐minute	

administration	were	compared	via	Pearson	Bivariate	Correlation	with	

standard	scores	from	the	WABC.	Results	from	the	analysis	show	that	as	the	

percentile	score	on	the	CBM‐BC	increased,	the	WABC	standard	score	(SS),	

also	increased	(p<.05)	(see	Table	3).		

	

Table	3.	Correlation	between	the	CBM‐BC	and	WABC.	



	 WABC Standard Score

BC-CBM	 .552*

		***p<.001,	**p<.01,	*p<.05		

	

DISCUSSION	

Overall,	the	results	of	this	preliminary	investigation	support	further	

development	of	the	CBM‐BC.		The	absence	of	any	statistically	significant		

difference	between	the	2	minute	timed	CBM‐BC	administration	relative	to	

the	full	50	item	battery	indicates	that	the	2	minute	assessment	provides	an	

estimate	of	student	knowledge	comparable	to	that	obtained	from	the	full	set	

of	CBM‐BC	test	items.	This	supports	the	potential	use	of	the	CBM‐BC	as	a	tool	

that	is	efficient	to	administer.	The	positive	correlation	between	the	CBM‐BC	

percentile	scores	and	the	age	of	a	child	also	indicates	the	CBM‐BC	is	sensitive	

to	developmental	change	and	should	reflect	changes	due	to	instruction.	A	

subsequent	single‐subject	design	experiment	with	four	participants	with	

hearing	impairment	explored	the	sensitivity	of	the	CBM‐BC	to	instruction	

with	positive	results	(Bowers	&	Schwarz,	in	preparation).	The	positive	

relationship	between	the	CBM‐BC	and	the	WABC	scores	also	suggests	that	

the	CBM‐BC	may	be	used	to	monitor	critically	important	basic	concept	

knowledge.		

Preliminary	evidence	supports	the	use	of	the	CBM‐BC	and	shows	that	

it	might	be	administered	in	conjunction	with	other	currently	used	CBM’s	to	

seamlessly	blend	into	common	classroom	assessment	practices.	However,	

due	to	the	small	sample	size	of	the	experiments	conducted	thus	far,	further	

research	is	required.	An	upcoming	study	will	evaluate	the	measure	with	a	

larger	group	of	participants.	
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Most research on men in counseling has focused on the barriers to men’s help-seeking behavior 
by studying non-clinical populations of traditionally-aged college men (Al-Darmaki, 2003; 
Blazina & Marks, 2001; Davies et al., 2000; Good, Dell, & Mintz, 1989; Rochlen, Land, & 
Wong, 2004). Although there are a growing number of men who come to therapy on their own 
for personal growth reasons (Brooks, 2009), many men initially attend counseling because they 
are mandated to do so from external pressures.  Despite its importance, understanding the help-
seeking processes of men engaged in mental health counseling remains largely unexplored in the 
research literature. Furthermore, research investigating men’s experiences in mandated 
counseling, once they enter into the counseling relationship, was also not found. This research 
presentation will discuss the rationale, methodology, and preliminary results from a qualitative 
study designed to understand the experiences of a diverse group of U.S. men receiving mandated 
counseling services. Data from interviews with male clients be offered and explored. 
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Presentation Abstract 
 
One outcome of the U.S. Department of Education Teachers for a Competitive Tomorrow 
project, Inquiry Masters Program Advancing Content for Teachers (IMPACT), is to positively 
affect high school students’ attitudes about science to the extent that student enrollment in 
advanced science courses increases. This project provides two cohorts of 10 high school science 
teachers with a rigorous graduate level program in Environmental Science that weaves strong 
components of pedagogy and student assessment with salient topics that affect both the 
ecological and economic future of our region. Coursework is enhanced through the provision of 
professional development activities in both science and pedagogy. The findings presented here 
are from the students of the first cohort of 10 teachers teaching in urban, high needs secondary 
schools. 
 
To measure student attitudes towards science, the IMPACT Student Science Attitudes Survey 
(ISASS) was developed and administered twice per year (treatment/control—pretest/posttest 
design). It is based upon Klopher’s (1971) categories of affective behaviors in science education 
and specifically targets favorable attitudes towards science and scientists, enjoyment of science, 
the development of interests in science and science-related activities, and the development of an 
interest in pursuing a science-related career. It is comprised of two subscales: perceptions of 
general usefulness of science (8 items) and personal view of science (10 items). Based upon the 
theory of reasoned action, the two scales delineate between the student’s perception of science 
and of the science instruction they engage in at school (Ajzen and Fishbein, 1980). The 
comparison of scores on the two scales can reveal insight as to what motivates (or prohibits) 
student pursuit of advanced science courses and science-related careers (Ebenezer and Zoller, 
1993). It can uncover whether students value science but feel it’s just not for them or whether a 
lack of interest in science is more far-reaching than their own personal preferences.  
 
This presentation will provide the results of student responses to the 2010-2011 administration of 
the survey. Data was collected from 10 treatment classrooms and 10 matched pair control 
classrooms (n = 357). Control classrooms were matched within schools on course content and 
student grade levels. Pretest scores were compared to verify group equivalency.  
 
The information provided at this presentation can be useful to science educators as it identifies 
some commonly held stereotypes about the importance of science and the role science plays in 
the individual’s self-concept.  
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Abstract 

Changing demographics, including the increase of racial and ethnic minorities, 

non-native speakers of the country’s dominant language, and non-dominant religious 

groups, create the need for schools to adjust educational practices and policies so students 

of all race, ethnicities, religions, and linguistic1 groups thrive and contribute to a strong, 

functional, prosperous democracy. The American public educational system has failed to 

adjust practices, policies, and procedures to ensure systematic, equitable access to a 

rigorous education for all youth, creating an educational crisis. This educational crisis 

exists in the United States, as well as in Europe. Because of the impact of one’s 

educational attainment on income, personal health and community health, it is in 

everybody’s interest to have schools in which all students thrive. 

While the populations of Europe have experienced an influx of immigrants from 

	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
1	  This paper will use the term “bicultural” to describe people of the non-dominant race, ethnicity, religion, 
or native language in a community.  	  
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Turkey, Pakistan, Morocco, the Caribbean, Greece, India, and China, the United States 

has experienced an influx of immigrants from Mexico and Central America. How best to 

educate Latino children and English Language Learners in the US has become more 

important over the past 30 years as the number of Latino school-aged children has 

increased, and the achievement gap between Latino and White students.  A similar gap 

exists in European countries with youth from Turkey, Pakistan, Morocco, and the 

Caribbean. Research shows the achievement gap can be reduced or eliminated through 

increasing a school’s cultural proficiency, culturally responsive care, and leadership 

practices in which data is used to design effective instructional interventions.  

This paper presents the results of Peterson’s (2012) study of American high 

schools successful with closing the achievement gap for Latino youth. The study revealed 

three key characteristics of these successful schools:  

1. a strong ethic of culturally responsive caring; 

2. personalized accountability for all members of the school 

community; and  

3. academic supports unique to students’ needs.  

Lessons from American schools successful with Latino students can provide additional 

insight into potential strategies for successfully educating bicultural students in European 

schools. This study has implications for administrator and teacher hiring and professional 

development, community engagement, and school program characteristics in the US and 
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also for European nations in which the demographics are rapidly changing. 
 
 

Introduction 

The American and European public educational systems have failed to adjust 

practices, policies, and procedures to ensure systematic, equitable access to a rigorous 

education for all youth, including those from diverse linguistic, ethnic, and racial 

backgrounds (Elger, Kneip, and Theile, 2009; Heath, Rothon, and Kilpi, 2008; European 

Commission, 2011; Nieto, 2000; Singleton and Linton, 2006; Lindsey et. al., 2005; 

Tatum, 1997; Delpit, 1995; hooks, 1994; Ladson-Billings, 1994). Because of the impact 

of one’s educational attainment on financial, personal, and community health, it is in 

everybody’s interest to have schools in which all students thrive. 

The education system in Europe continues to result in lower educational 

attainment for first generation immigrants as well as children of immigrants (Elger, 

Kneip, and Theile, 2009; Heath, Rothon, and Kilpi, 2008; European Commission, 2011). 

Those with Pakistani ancestry fare poorly in the education system in Denmark and 

Norway; those from Moroccan ancestry have an achievement gap in Belgium; and those 

of Turkish ancestry continue to receive the lowest education levels in Germany, 

Denmark, Norway, and Belgium (Heath, et.al.). Further evidence of the failure to educate 

bicultural youth is the fact that in Germany alone, 30% of Turkish immigrants and their 

children do not have a diploma of any kind, with an estimated cost to the German social 
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support system of $20 billion a year (Elger, Kneip, and Theile). Unemployment in 

Germany was at 7.3% in 2009; however, 15% of the population was at risk of living in 

poverty (European Commission). Of those at risk of unemployment in Germany, only 

3.3% of those with higher education were at risk compared to 16.4% of those with a 

diploma from 10th grade (European Commission). Given that the percentage of the 15-

year old population that represents second generation bicultural youth ranges from 3.6% 

(Britain) to 8% (Germany), the issue of how best to educate bicultural youth continues to 

be an unsolved issue in Europe (Heath, et. al.). 

Similar to Europe’s educational crisis with bicultural children, how best to 

educate Latino children and English Language Learners (ELLs) in the United States has 

also become more important over the past 30 years as the number of Latino school-aged 

children has increased (US Department of Education, 2004; National Center for 

Educational Statistics; Education Trust, 2006). Between 1980 and 2000, the Latino 

population rose by 83%, with approximately 12% of the US population identifying as 

Latino (National Center, for Educational Statistics, 2009). With the increase of Latino 

students in the US has come a corresponding achievement gap between Latino and White 

students (National Center for Educational Statistics, (NCES), 2009). Latino students 

enroll in fewer rigorous courses in high school such as Advanced Placement and 

International Baccalaureate classes, pass standardized reading and math tests at a lower 

rate than their White counterparts, have a lower high school completion rate, and a lower 
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college participation rate (NCES, 2009; Oregon Department of Education, 2006).  

Schools That Close the Achievement Gap 

The Research 

Recent research shows several factors influence the academic achievement of 

bicultural children in the US: a school’s cultural proficiency, the school’s leadership 

characteristics, and the school’s program offerings. Several researchers found the 

school’s cultural proficiency impacts the achievement of bicultural youth (Suarez-Orozco 

et. al., 2009; Boone et. al., 2008; Calkins et. al., 2007; Education Trust, 2006).  A 

school’s cultural proficiency includes a positive attitude toward diverse students and 

families, the use of the student’s home language with students and families, the 

curriculum, and the method of delivery of the course content. In addition, there has been 

substantial research on the impact of effective leadership practices and school program 

characteristics, with an emphasis on the use of data and creating a strong vision with a 

focus on student achievement (Darling-Hammond & Friedlaender, 2008; Darling-

Hammond, 2007a, 2007b; DuFour et. al., 2006; Schmoker, 2006; Leithwood and Jantzi, 

2005). Research also shows schools that offer robust, rigorous educational programs such 

as Advanced Placement or International Baccalaureate programs and also offer extended 

day and extended year programs have success with students of color (Calkins, et. al., 

2007; Darling-Hammond, 2007a, 2007b; Noguera, 2004).  

Schools Successful with Latino Students 
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Peterson’s (2012) study of American high schools successful with closing the 

achievement gap for Latino youth confirms findings that schools close the achievement 

gap through culturally proficient practices, leadership characteristics, and program 

characteristics. But in a significant departure from the literature, this study found the 

most commonly identified strategy for ensuring Latino students success was culturally 

responsive care.  The use of data to design school-wide and individual interventions was 

important, as was the existence of a rigorous curriculum with academic supports and a 

sense of accountability on the part of the students, teachers, and families. However, these 

strategies were only effective within the context of an inclusive community that exhibited 

deep care for each student in a culturally responsive manner. This concept will be further 

discussed later in this paper.   

Study Methodology. 

The researcher used quantitative and qualitative data from high schools with more 

than 40% Latino youth, more than 10% ELLs, and Latino student academic achievement 

rates exceeding state averages to identify characteristics of these schools.  Qualitative 

data included a document review of over 350 publically available documents, a survey 

with 10 open-ended questions, and focus groups conducted in Spanish and English with 

students, teachers, and family members. Quantitative data was gathered from a survey of 

teachers regarding their schools’ practices, using the Johnson (2002) survey. 

Study Findings. 
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The study revealed three key characteristics of these successful schools:  

1. a strong ethic of culturally responsive care; 

2. personalized accountability for all members of the school 

community; and  

3. academic supports unique to students’ needs.  

Culturally responsive care has been identified by feminist and multicultural 

researchers as a critical component of successful schools (Belenky, et. al., 1997; Darder, 

2002; Gay, 2010; Gilligan, 1982; Noddings, 1992; Peterson, 2011). Noddings wrote, “I 

want to suggest that caring is the very bedrock of all successful education and that 

contemporary schooling can be revitalized in its light” (p. 27).  Gay emphasized that 

culturally responsive care means teachers “honor [students’] humanity, hold them in high 

esteem, expect high performance from them and use strategies to fulfill their 

expectations” (p. 48). In Peterson (2012) culturally responsive care for the Latino youth 

was characterized by several factors: high expectations, personalized motivation, and 

additional learning time that was supportive and caring. Students were motivated daily by 

at least one person who knew them well, knew how to encourage them, and served as 

their personal cheerleader. When students enrolled in rigorous courses and faltered, rather 

than advising the student to transfer out of the class, teachers found additional supports 

for the youth, such as tutoring, Saturday classes, peer study groups, or in-class partners. 

Peterson (2012) found the students were “continually motivated and encouraged by the 
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school and all staff, and that the school did not ‘give up’ on any youth” (p. 349). The 

school communities celebrated and honored the Latino culture, and the community had 

several athletic, business and civic leaders who were Latino.  In addition, the schools 

communicated with the families in the language in which the families were most 

comfortable, in many cases, in Spanish. Newsletters, web pages, phone calls, progress 

reports, and school events were conducted in Spanish as a regular part of the school’s 

operations. Being bilingual was seen as a positive attribute, not one to ignore or treat as a 

barrier to the student’s educational opportunity.  

An additional characteristic of schools successful with Latino youth was 

personalized accountability for all members of the school community. Students clearly 

understood what was expected of them and they were given regular updates on their 

academic progress, often getting weekly on-line updates on their grades. Families had 

access to the on-line grades that held detailed information on how to improve the grades. 

Teachers never pointed to the students for the academic failures of the students; rather, 

teachers indicated student failure was a failure on the part of the teacher to adjust 

instruction appropriately. Latino students were particularly likely to report the importance 

of a “positive teacher attitude toward their work and toward youth” as an important 

reason for their success (Peterson, 2012, p. 358). Each student was known as a learner 

and also as a person, not as a statistic or a member of an ethnic, linguistic, or racial group 

alone.  
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A third key characteristic of Oregon schools successful with Latino youth was 

that the schools provided in-class and out-of class academic supports for a rigorous, 

college-preparation course of study. In-class support included the use of learning 

strategies that engaged ELLs effectively: hands on learning, learning in groups, topics 

that connected to students’ lives and interests, and explicit vocabulary and concept 

development. Out of class support strategies varied, but all schools offered additional 

learning time to students who were below benchmark or unable to succeed in the college 

preparation courses. Additional learning time happened through an additional content 

area class, Saturday programs, summer programs, clubs, and tutoring sessions in class 

and before or after school. The additional learning time was not viewed as punitive by the 

students; rather students found the sessions supportive and engaging. Students reported 

the additional learning opportunities demonstrated how much school and teachers cared 

for the youth.   

Implications for Schools in the US and Europe 

 Immigration patterns and student achievement data indicate that US and European 

schools must adapt to the changing demographics in order to successfully educate the 

next generation of citizens to be productive, healthy members of society. Many 

communities develop xenophobic responses to those who are different from the dominant 

culture; for example, Elger, et. al. (2009) 50% of Germans believe there are too many 

immigrants in Germany. However, schools have the opportunity to embrace those of 
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diverse cultural, racial, ethnic, and linguistic groups. Schools have the opportunity to 

educate the newest members of our communities to be the future leaders, doctors, 

teachers, business people, and elected public officials.  The newest members will become 

people we will count on in our future; they are and will become our friends, neighbors, 

and children. American and European countries are dedicated to the ideals of democracy, 

and no democracy can survive when some prosper and others are doomed to poverty and 

failure through no fault of their own other than a community that does not invest in their 

future. 

  School Programs. 

 Creating programs that ensure academic success of each child in the school 

should be daily, common practices in our schools. [I thought it sounded odd to refer to a 

"daily" practice of creating "a school day and school year"] Ensuring each child’s 

academic success will require a deep analysis of data regarding each child’s academic 

strengths, areas for growth, best way to learn, and the student’s social-emotional needs. 

To change the way we currently educate our youth will take a spirit of innovation and 

creativity to design a school day and school year that meet the needs of the youth and 

their families, and not the needs of the adults in schools, or the needs of a population of 

the past. Educating all youth effectively will take the energy to design daily lessons that 

work for our newest student population as well as the dominant population. Educating all 

children means ensuring race, ethnicity, immigration status, or home language do not 
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predict who graduates high school or attends college.  

 Culturally Responsive Care. 

 How schools adjust their practices and policies to effectively educate all children 

will take a new attitude. The need for culturally competent educators has implications for 

the characteristics of whom we hire, retain, and retrain in our schools. Our educators 

must have an attitude that recognizes the human dignity of each child. An attitude that 

recognizes the strengths in the diversity of cultures, languages, and religions different 

from the current dominant culture. School must engage families in meaningful ways in a 

language parents understand, at a place families trust, and at a time convenient to the 

families. Responding to the needs of bicultural students and families means hiring 

speakers of diverse languages to work in schools and embracing the culture of the 

students, families, and staff. No child should have to spend a single day in a class or 

school where the predominant attitude is that the child has no hope for success. No parent 

should have to attend a meeting or walk through a school office and be greeted by an 

attitude of quiet indifference or disrespect. Culturally responsive care of each student in 

our schools should be the top priority for each staff member, teacher, and administrator 

because bicultural youth thrive in a respectful, caring community. 

In the US, ensuring each student’s success entails welcoming our fastest growing 

population, Latino families and students. In Europe, it will mean embracing the 

languages, cultures, and religions of families and students from the Middle East, Africa, 
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and Southern Europe. Many see the changing demographics of the US and Europe as a 

phenomenon to resist. But families and children of diverse races, ethnicities, religions, 

and linguistic groups comprised the beginnings of American democracy. American and 

European countries’ demographics are changing, but democracies will thrive when all 

children are educated and reach their highest potential.  Educating each child is in 

everybody’s interest. 
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Abstract  

In the United States and Europe, students’ race and ethnicity are dominant predictors of the 

success of students in school. Our school leaders must believe in all students, not just 

students of the dominant culture, and they must act so that every student thrives in our 

schools. As demographics in European countries and the United States change, the need to 

educate children of all racial, ethnic, and linguistic backgrounds is no longer of moral 

importance alone; it is of urgent economic significance.  

In this paper, we share strategies for preparing leaders who are able to lead schools in 

which all students succeed. Portland State University’s school leader preparation program 

uses equity as a lens and student data as the tool to increase equity in school settings. 

Through a problem based learning (PBL) model, future leaders completed a project that 

focused on eliminating the racial and ethnic achievement and opportunity gap. Aspects of the 

PBL project included the following:  

 Analysis of data from an equity audit (Skrla, Scheurich, Garcia and Nolly, 2004; 

Johnson and Avelar La Salle, 2010; Frattura and Caper, 2010); 

 Identification of local practices that contributed to the success of student achievement 

scores in reading, writing and math; and 

 Creation of a school improvement plan based upon equity audit data, school report 

cards, school profile, national education expectations for previous years, research, 

course content and interviews.	

This paper includes an overview of the PBL project, describes the components of the 

PBL, including equity audit features, shares the outcomes of the PBL in schools, districts, 
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and the university, and draws conclusions about the effectiveness of the use of PBL for 

developing leadership for equity in schools.   

Key words: equity leadership, closing achievement gap, problem-based learning 
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Equity: Preparing Future School Leaders to Ensure Racial, Ethnic, Linguistic, and Socio-

economic Equity in Education 

In the United States and Europe, the race and ethnicity of students are the dominant 

predictors of the academic success of students in school. Our school leaders must believe in 

all students, not just students of the dominant culture, and they must act so that every student 

thrives in our schools. As demographics in European countries and the United States change, 

the need to educate children of all racial, ethnic, and linguistic backgrounds is no longer of 

moral importance alone; it is of urgent economic significance. 

In this paper, we share research and strategies for preparing administrators who are 

able to lead schools in which all students succeed. Portland State University’s school leader 

preparation program uses equity as a lens and student data as the tool to increase equity in 

school settings. Through a problem based learning (PBL) model, future leaders completed a 

project that focused on eliminating the racial and ethnic achievement and opportunity gap, 

meeting the equity and accountability challenges posed by Elger, Kneip, and Theile (2009), 

Heath, Rothon, and Kilpi, (2008); the European Commission (2011), Gay (2010), Johnson 

and Avelar La Salle (2010), Frattura & Capper (2007), Childress et. al. (2009), as well as 

achievement goals required by the Reauthorization of the Elementary and Secondary 

Education Act, also known as “No Child Left Behind” (NCLB),  and related expectations of 

students, parents, and the public. Students completed the PBL project by conducting an 

equity audit that reveals inequities in student achievement, identifying local effective 

strategies for closing the achievement gap, and creating a school improvement plan based on 

research, data, and the school’s and district’s targets for achievement.   
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This paper comprises four sections in which the authors 1) provide an overview of the 

PBL project, including the purpose of the project, alignment with the Initial Administrative 

Licensure (IAL) program requirements of Oregon’s administrative licensing agency; 2) 

describe the components of the PBL, including team formation, equity audit features, 

documenting school action plans, and presentation of the plan to colleagues; 3) share the 

outcomes of the PBL, specifically, the immediate application of the students’ PBL in 

schools’ and districts’ improvement plans, students’ success with equity audits, the 

program’s recommitment to the use of the PBL as a summative project; and 4) conclusions 

regarding Portland State University’s program to increase leadership for equity through the 

use of the PBL project. 

PBL Project Description 

The PBL project has been a part of Portland State University’s IAL program for the 

past seven years.  The project provided our future school leaders a relevant experience that 

served as a cooperative and summative project for the year-long cohort.  The PBL was 

assigned during spring term and was intended to culminate the cohort’s learning across seven 

administrative standards. In addition to this group project, students also completed an 

individual Educational Leadership Project that substituted for a Master’s thesis.  

The PBL project, in its original design, was not immediately successful.  After the 

2009-10 school year, the PBL project was perceived by students and staff as being redundant 

to the Educational Leadership Project (ELP) and was almost abandoned.  Through faculty 

discussion, the PBL was redesigned and re-aligned with an increased focus on equity 

leadership and closer alignment to the School Improvement Plan (SIP) required by the 

Oregon Department of Education. While the ELP was conducted primarily by an individual 



PSU IAL     Spring, 2011  6

student, the PBL was intentionally designed to be completed in teams in order for the IAL 

intern to experience the collaborative nature of completing effective school improvement 

plans.    

Purpose 

 As the renewed purpose of the PBL emerged, the PSU faculty sought to address 

equity leadership, focusing on closing the racial achievement gap in the region. The PBL re-

design was also intended to link the action plan to the state adopted SIP template mandated 

by the Reauthorization of the Secondary Education Act (NCLB).  Requiring administrative 

interns to address the complex problem of closing the achievement gap  represented the true 

nature of PBL as a professional learning process and product (Dunbar & Monson, 2011; 

Spence, 2001).  In addition, the PBL caused students to examine equity practices at their 

school site by analyzing data and seeking input from teachers and students. These processes 

are aligned with “incidental learning” (Marsick & Watkins, 1990) which can occur when as 

“social interactions, life and work experiences, trial-and-error, mistakes, problem solving and 

adapting to new situations” (Crawford & Machemer, 2008, p 106 siting Cahoon, 1995; 

English, 1999; Mealman, 1993; Ross-Gordon & Dowling,).  As a result of these site-based 

interactions, interns expressed high satisfaction with this project.  In fact, exit data from 

students at the conclusion of 2011, indicated that 98% of students determined the PBL 

project was “good” or “excellent” in preparing them for the work of a school administrator.  

Alignment of PBL with Initial Administrative Licensure Program 

 This PBL Project is completed in the last quarter of the IAL cohort program as a 

capstone project that integrates the reading, research, platforms and field experiences of the 

year-long program.  In small teams, interns selected a specific, local school for the purpose of 
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analyzing that school’s current performance and developing an improvement plan for the 

next school year. 

By completing the PBL project, interns demonstrated effective school leadership 

traits identified as effective with closing the achievement gap and competency in the 

administrative standards required by Oregon’s Teacher Standards and Practices Commission 

(TSPC), the licensing authority for school administrators.  A review of effective leadership 

(Peterson, 2012) practices revealed several components critical to closing the achievement 

gap with students of color:  

1) the use of data to design the instructional program as well as personalized 

interventions for students  as identified by DuFour, et.al., 2006; Marzano, 

2005; Reeves, 2000; Johnson, 2002; Schmoker, 2009; Peterson, 2011; 

2) developing a strong vision focusing on student achievement  as revealed by 

Darling-Hammond, 2007; Marzano, et. Al., 2005; and 

3) culturally responsive practices as reported by Delpit, 2002; Lindsey, et. al., 

2005; Nieto, 2000; Tatum, 1997. 

TSCP requires licensure candidates to demonstrate cultural proficiency in each of the 

following standards:  

1. Visionary leadership 

2. Instructional leadership 

3. Inclusive practice 

4. Effective resource management 

5. Ethical leadership 

6. Socio-political context  
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7. Field-based practicum for 360 or more hours 

The complete TSPC Standards can be located at  

http://www.pdx.edu/elp/sites/www.pdx.edu.elp/files/IAL%20Handbook%202011.pdf   

Significance 

 Portland State University’s Initial Administrative Licensure faculty chose to 

re-emphasize the equity leadership aspects of the PBL. We also selected a new text, 

Leading for Equity: The Pursuit of Excellence in Montgomery County Public Schools 

by Childress, ,Doyle and Thomas, D, 2009, to anchor our student’s understanding of 

effective equity practices. We knew our interns must be prepared to act on student 

data that consistently indicated middle class, white students outperform racial, ethnic, 

linguistic, and socio-economic minorities.  The PBL redesign caused interns to focus 

directly on the difficult issues of race, ethnicity and student achievement.  

Subsequently, students created school improvement plans that challenged the status 

quo.  As one student said of the PBL: 

“Working collaboratively with colleagues in the IAL cohort on an equity audit 
gave me an opportunity to work with a diverse group of experts planning to 
solving school based problems.  From one colleague with an engineering and 
data background,  I learned how to more effectively analyze data available 
through the district's administrative portal.  From another I learned about 
literature that would be useful to my current or future school for Professional 
Learning Community studies.  Meanwhile, I was able to share my knowledge 
of Bilingual and ESL methodologies and RTI reading interventions with my 
team.  We had the experience of putting our heads together, both in class, and 
online to do an equity audit, looking at real data and site resources, and create 
a plan of actions X school could take to close the achievement gap.”      

~IAL Intern 
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PBL Design 

Elements of PBL 

 The complete PBL project is described in Appendix A.  The essential elements or 

components of the project were:  

 Interns self-selected into PBL teams to simulate a school’s leadership team. 

 Data from an equity audit (Skrla, Scheurich, Garcia & Nolly, 2004; Johnson & 

Avelar La Salle, 2010; Frattura & Caper, 2010) was analyzed to examine current 

practices at the selected or simulated school.  

 Interns dialogued with principals from local high performing schools about practices 

in their school that have contributed to the success of all student achievement scores 

in reading, writing and math. 

 Interns created a simulated action plan or school improvement plan based upon equity 

audit data, school report cards, school profile, AYP for previous years, other research, 

course content and interviews. 

 School improvement plans included a targeted intervention plan focusing on goals, 

objectives, professional development, budgets, NCLB growth targets, teacher 

resistance and assessment related to equal access. 

 Teams presented via a PowerPoint presentation to an audience of practicing 

administrators and/or peers. 

 

 PBL Teams. Each of the IAL cohorts organized into PBL teams.  The teams self-

selected into one of the following groups:  1) an elementary school, 2) a middle or K-8 

school, 3) a high school, or 4) program leadership.  Each team simulated the process that all 

principals and program leaders face when they write, implement, and evaluate a school 
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improvement plan.  Our intent, however, was that the plans would move beyond program 

compliance to the design of programs that enable students of all backgrounds to perform at 

high levels.     

Our PBL project was written using the tools available to any Oregon school or 

program leader, on the Oregon Department of Education website.  These tools can be viewed 

at http://www.ode.state.or.us/search/page/?id=2007.    

Equity Audit. Many educators are familiar with the concept and components of 

financial audits, yet only some educators are familiar with equity audits. While IAL interns 

exhibit enthusiasm for the concept of an equity audit, they and their schools often have 

limited knowledge of the components of an equity audit and even less experience conducting 

one.  

Equity audits play a critical role in the quest to understand the underlying conditions 

leading to race or ethnicity predicting a student’s level of academic achievement  (Du Four 

et.al., 2006; Johnson & Avelar La Salle, 2010). While the analysis of data disaggregated by 

race and ethnicity is a key starting point for revealing a school’s inequities in student 

achievement, equity audits reveal the “hidden” inequities present in schools with 

achievement gaps (Johnson & Avelar La Salle) and notably absent in schools successful with 

youth of color (Peterson, 2011). “Hidden inequities” included data such as the participation 

rates of students of color in Advanced Placement or International Baccalaureate classes or 

the participation of students of color in high prestige clubs and student leadership.  

The PBL project provides interns the option of using an existing district equity audit, 

although no current intern districts have identified the systematic use of an equity audit in 

their district. As such, the PSU faculty has identified three potential equity audits for the 
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PBL: Johnson and Avelar La Salle (2010), Skrla, Bell McKenzie and Scheurich (2009), and 

Frattura and Capper (2007). Each equity audit has the following common components into 

which data inquiry delves: 1) academically rigorous program for all students; 2) culturally 

responsive staff and programs; 3) support for students needing additional academic, 

behavioral, or social-emotional development. Johnson and Avelar La Salle pose extensive 

questions in each category of the equity audit to encourage “auditors” to reveal the specific 

context of inequities in a school. Conducting an equity audit reveals unexpected inequities 

that point to specific steps which schools can employ to reduce inequities and close the 

achievement gap. 

 School Interviews.  Each team examined state performance data and closing-the 

achievement-gap data at sites similar to their targeted school.  Interns met, phone or emailed  

school leaders to inquire about the school’s improvement plan. These interviews shaped the 

PBL teams’ action plans.    

 Action Plans.  Teams were required to use the state planning template and write 

SMART Goals (specific, measurable, attainable, realistic and timely).  Making sense of the 

template and writing SMART goals was challenging; it also gave interns a realistic view of 

the complexity of writing effective action plans. 

 Presentation.  Each cohort approached the presentation portion of the plan slightly 

differently.  One cohort was able to present their plans to experienced administrators by 

attending a Continuing Administrative Licensure class; another gave peer presentations.  The 

unexpected outcome of the project was that at least four of the teams’ plans across three 

cohorts were adopted in whole or in part by existing schools and programs.  What began as a 

simulated PBL became a living improvement plan for three schools and one district-wide 
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program.  Our students reported that this project was both demanding and extremely 

rewarding in preparing them for equity leadership.    

Outcomes 

 During the process of responding to intern team’s queries for data, especially data for 

the equity audit, school and district leadership became interested in the PBL project.  Though 

many administrators were unfamiliar with equity audits, they welcomed the information. In 

at least four cases, teams were asked to present their data to school audiences at their site; 

subsequently, these schools or districts adopted parts of, or the entire, PBL action plan.  

Schools utilized project for on-site implementation.   

Interns experienced an increase in confidence and efficacy when school 

administrators implemented the PBL action plans at the school site. Testimony from the 2011 

exit survey data supported this conclusion.  As students reported in the exit data, “The PBL 

has real potential to analyze and plan for a school environment.”  Another student wrote, 

“The PBL was one of the most effective components of the program.” 

Response to Equity Data   

PSU faculty noticed an improvement in the quality of the implementation section of 

the 2011 PB plans. We attributed this to improvement in the collection and analysis of data 

that is sometimes “hidden” (Johnson & Avelar La Salle. 2009).  Students were able to 

uncover the data heretofore not examined or unavailable that indicated students of color 

and/or poverty are over represented in detention and discipline data, and under represented in 

honors or talented and gifted programs.   Subsequently, they were able to write 

implementation plans that specifically addressed these issues. 
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Program Outcomes  

 As stated earlier, the PBL project was almost abandoned because the project occurred 

at the end of a year-long cohort, when students were busy completing individual Educational 

Leadership Projects, applying for jobs, and completing licensure exams and requirements.  

We were also wondering if students completed the program prepared to focus on equity 

leadership.  By re-imaging the final PBL project though an equity lens, we improved a 

project that appeared to be fading in relevance and increased the likelihood that students were 

prepared to address issues of equity in their schools. 

Recommitment to the PBL.   

As a result of our spring 2011 cohorts’ efforts and the redesign of the equity 

component, we decided to keep the project.  The unexpected adoption of the PBLs by four 

schools was compelling as well and caused us to further emphasize data analysis and 

problem solving throughout the cohort.  Much like Dunbar and Monson’s 2011 findings from 

the Cahn Fellow Program, we found our students, and their principals faced similar 

dilemmas.  Dunbar and Monson (2011, p. 43) wrote, “Too often principals respond to the 

symptom rather than the root cause of the challenge.”  Allowing our interns to struggle with 

inequity in schools enabled them to rise to the challenge and produce effective, relevant plans 

for improvement. Similarly, when we strengthened our focus on equity throughout the PBL 

project, the quality of the interns’ experience and the benefit to the school site increased. 

Use as summative project.   

After reviewing and evaluating our interns’ team plans, we decided to include the 

PBL in our evidence portfolio of summative assessment of program leadership standards.  
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We believed the PBL was worthwhile, and faculty at the intern’s schools supported the 

relevance and rigor of the assignment.   

Conclusion 

For several years prior to 2011, problem based learning was for us an exciting 

alternative to traditional classroom learning.  It was, however, not meeting the needs of our 

interns.  Our success increased after we asked interns to use data from equity audit in their 

PBL.  The quality of the resulting SMART goals and implementation plans improved.   We 

learned that schools administrators or staff did not examine much of the data uncovered by 

these audits previously.  By itself, this discovery was eye opening. Though the focus on 

equity data was critical, additional components of the PBL were also instrumental to our 

redesign.  One was identification and analysis of local practices that contribute to student 

achievement; another was closer alignment with the School Improvement Plan documents 

required by the Oregon State Department of Education.   Together, these changes increased 

the impact of the project. Through their participation in this PBL, interns were able to create 

school improvement plans that increased their ability to address the achievement gap present 

in their schools, were immediately useful in their districts, and increased the intern’s 

confidence and sense of professional efficacy. Our experience suggests that, with the addition 

of an equity component, problem based learning projects significantly contribute to school 

improvement efforts.   
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Appendix A 

Problem Based Learning Project (PBL) 

The School Administrator’s Role as Instructional Leader  

Bridging the Achievement Gap: A School Improvement Plan  

Spring, 2011 

We must reform our schools to accelerate student achievement, close  
achievement gaps, inspire our children to excel, and turn around those  

schools that for too many young Americans aren’t providing them with the  
education they need to succeed in college and a career.                          

       —President Barack Obama1 

Introduction  

Since 1965, the Elementary and Secondary Education Act (ESEA) has remained the 

largest investment of Federal program and policy dollars in the history of American public 

education.  The ESEA has been reauthorized many times, most recently in 2002, and 

renamed or rebranded during the President G.W Bush’s administration as No Child Left 

Behind.  Given that two years into the Obama administration reauthorization of NCLB has 

not yet occurred, it is imperative that school administrators position themselves as 

instructional leaders making wise decisions about students, teachers and the ever precious 

resources that fund school improvement.  Understanding the direction the Obama 

administration is headed under Secretary of Education, Arne Duncan, is critical at this time 

of pending reauthorization.  After viewing Duncan’s testimony at: 

                                                 

1 Obama, B. (2011). Fair, flexible and focused: President Obama’s blueprint for accountability. Retrieved at: 
www.edpubs..gov/document/ed005186f.pdf?ck=322.  
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http://www.ed.gov/blog/topic/esea-reauthorization/  the following ‘sound bites’ are clear in 

the pending reauthorizations of ESEA:  

 College and career ready students 
 Great teachers and leaders 
 Raise the bar and reward excellence 
 Equity and opportunity 
 Promote innovation 

 
The new reauthorization will focus on the outcomes of All Students College and Career 

Ready by 2020.  In addition, the current policy will evolve to include:  1) Supporting 

excellent in teaching and leadership (a change from negative sanctions for poor 

performance), 2) A smarter, targeted federal role (possibly to focus on closing the gap 

between lowest performing students and their ‘on track’ peers, which will likely include 

measures of student growth), and 3) A re-engineering of the nation’s lowest performing 

schools through a four choice option.  

Prevalent in the rhetoric and the intent of the reauthorization are: 

1. Demonstration of growth in achievement 
2. Implementation of high standards, likely developed at the state level; yet within 

the national core standards movement 
3. Developing high quality teachers and leaders 
4. Return of local control in decision making and resource allocation 
5. Rewarding excellence and bringing successful models to scale. 

 

Duncan mentions his preferences for proven strategies such as robust school based 

professional development, stronger evaluation systems for teacher performance, and more 

retention of highly effective teachers and school leaders.  The complete document, A 

Blueprint for Reform: the Reauthorization of the Elementary and Secondary Education Act 

(March, 2010) can be downloaded from: 
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www.2ed.gov/policy/elsec/leg/blueprint/blueprint.pdf.  Please read this document at the 

beginning of spring term.   

While the reauthorization policies directly affect schools receiving federal funds based 

on poverty or free and reduced lunch program (FRLP), the ESEA has always stood for 

American education foundations of providing excellent in public school for all students.  

Dewey’s words ring true today.  

  “What the best and wisest parent wants for his own child, that must the 

community want for all of its children, any other ideal for our schools is narrow and 

unlovely; acted upon, it destroys our democracy.” 

• John Dewey, The School and Society, 1938 
 

The encouraging news for school principals is that there is increased focus on 

individual schools based on the belief that they can have a major impact on student 

achievement by closing the achievement gap between low income and minority students and 

their more privileged peers. The role of the school administrator as an instructional leader is 

critical to meeting the equity and accountability challenges posed by the reauthorization of 

NCLB and expectations of students, parents and the public.   

The Problem to be Addressed 

The challenge for Oregon school administrators is to exercise instructional leadership 

with the purpose of increasing equity and achievement for all students. 

Guidelines for creating equity: 

 Raise the achievement level of all students 
 Narrow the gap between the highest and the lowest achieving student populations 
 Eliminate the racial predictability and disproportionality regarding which student 

populations are the highest and lowest achieving  
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The PBL Project: Develop a SIP (School Improvement) Action Plan, 

Professional Development Plan with Budget & Present Plan to 

‘Stakeholders’. 

Each intern will act in the role of principal or a team of principals for either an 

elementary, middle, or high school, or as a district director for Special Education (students 

with disabilities} or Limited English Proficient (ELL) in developing a plan for school 

improvement in the 2011 – 2012 school year.  Elementary, middle and high school teams will 

prepare a simulated school improvement plan, representing a capstone or culmination of the 

content of the IAL course, and the integration of the reading, research, platforms, and field 

experiences of the IAL program.  

Problem tasks: 

 Interns at each level, (e.g. elementary, middle, and high school or a special program 
group) will design an equity audit of one school’s student performance data, carry out 
the audit, and use the data to analyze current practices at their school or current work 
site. (Use Johnson, R or Skrla, R for guidance) 

 Interns will dialogue with principals from local high performing schools about 
practices in their school that have contributed to the success of all student 
achievement scores in reading and math on state assessment tests.  

 Interns will dialogue with site supervisors about the plan. 

 

Learning Objectives 

Specifically, the objectives of the Problem Based Learning project are to: 

1) Use resources from class reading materials, in class presentations, and group discussion 
to apply information from an equity audit to your selected school setting to increase 
academic achievement of all students. 

2) Develop administrative skills for selected Teacher Standards and Practices Performance 
Objectives - Specific elements to be addressed include: 

 

a) Socio - Political Context – Defining the problem 
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b) Inclusive Practice – Assisting all students to meet NCLB Reauthorization 
Requirements (i.e. low income, minority groups, Limited English Speaking, students 
with disabilities) 

c) Instructional Improvement – Applying high performing school practices to improve 
student performance on state assessment tests under NCLB  

d) Effective Management – Addressing school culture and need for change  
e) Effective Management – Building a budget for instructional improvement including 

alternative education programs, create staffing, and new revenue 
f) Visionary Leadership – Presenting a clear  shared -vision for the future; and 

communicates that vision with all stakeholders  
g) Effective Management – Including an evaluation plan for proposed changes 
h) Instructional Improvement – Developing a summative and formative assessment plan 
i) Effective Management – Using Power Point slides, Excel spreadsheets, or other state 

of the art technology to present the action plan 
j) Ethical Leadership:  Applying constructs of fairness, integrity and honesty in making 

plan public, and decision making of resource allocation in keeping with ESEA intent 
k) Ethical Leadership – Applying effective group management/ meeting processes, treats 

colleagues with respect, fairness and integrity 

Guiding	Questions	

The	following	questions	are	offered	to	assist	in	sharpening	the	PBL	
presentations:		

1) What are the areas of student performance at your school/program that need to be 
addressed to ensure success by sub groups in 2011–2012? 

2) What are the highest priority areas for improvement at your school, and what are the 
intervention strategies most likely to be successful? 

3) What are realistic achievement objectives for your school in the next two years based 
on the areas you have identified for improvement?  

4) How does your plan include establishing “college ready benchmarks”?   

5) How does your plan support teachers in high-quality school-based, job embedded 
professional development?  

6) What would you do to assure teaching and support staff buy in to the planned 
interventions at your school or in a special needs program? 

7) What is the most effective division of the resources available for instruction 
improvement among new FTE staff, staff development and non- salary items? 

8) Will you be able to meet NCLB targets or growth targets by disaggregated sub groups 
as mandated for 2011-2012, and will your school be able to meet AYP in 2011-2012?  

9) How are you going to assess the success of your plan on a short and long-term basis?  
What progress indicator should be in place to check periodic progress?  How will you 
meet NCLB performance targets by disaggregated sub-groups?  
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PBL Components (what you will turn in!) : 

 Interns will act in the role of principal or program director at their selected  

school or program site to develop an improvement plan allocating resources from 

general education and federal program funds for the 2011-2012 school year to achieve a 

student performance target of 80% (2010-11 SY performance target is $70%)of students 

meeting the proficiency level in both reading and writing and math or demonstration of 

growth at a 10% improvement in the performance of each disaggregated sub-group. The 

current terminology for the growth target is ‘safe harbor .  ODE’s toolkit for AYP is 

available at: http://www.ode.state.or.us/search/page/?id=677 

To that end, interns will design an improvement plan with the following 

components: 

1) Develop and write a school improvement plan  (SIP)(ACTION  PLAN) using the 
ODE template found at: http://www.ode.state.or.us/search/page/?id=2007  

(look under planning documents, then select action plan) 

a) State context of existing baseline data on student performance 
b) Describe current equity practices, school culture, existing programs in place 
c) Conduct Needs assessment 
d) Make recommendations for change 

i) new intervention strategies, culture of change required to implement, strategies 
for building consensus and buy in 

ii) see article for excellent tips: http://ecologyofeducation.net/wsite/?p=1805 
e) Develop an implementation schedule 
f) Describe the method for evaluation of the results.  (See Product Specifications for 

detail)   
Develop and write a targeted intervention plan (specific strategies) utilizing high 

performing practices from the principal panel presentations and group discussions as 

well as other research proven instructional intervention strategies.   

a) Intervention strategies are to be developed to assure all sub-groups meet standards or 
growth targets for 2010 -2011 school year.   

b) Intervention plans may span 3 years, prioritizing interventions based on resource 
allocation  
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c) Intervention Plan may be embedded in Action Plan template or separate 
Develop and write a Title II Professional Development Plan to align and 

implement your SIP.  (Use ODE Template: Oregon Teacher Professional 

Development Planning Form for 2141)  go to: 

http://www.ode.state.or.us/search/page/?id=2007    

(select support documents/professional development and guidance planning form) 

a) Identify needs 
b) Identify participant 
c) Write professional development outcomes and indicators 
d) Describe professional learning activities and follow up 
e) Write an evaluation plan of the professional development plan 
f) Develop a budget (all steps are on the ODE form at: 

http://www.ode.state.or.us/search/page/?id=2223  I cannot find anything related to the 
budget at this website. 

2) Prepare and present a 15 minute presentation on your ACTION PLAN emphasizing 
high performing school practices, use proven research strategies and implement equitable 
practice to meet AYP requirements in 2010-2011 and 2011-2012 at their school or 
program site.  Target Audience:  school/community forum or school board. 

3) Prepare a written reflection paper of the process (see Assessment section; p  6)  
4)  
Be as realistic as possible in conducting an equity audit, engaging principals, teachers and 

other staff members, and sharing your plan with the school or program staff. 

a) Obtain a copy of one school’s budget, examine budget projections for the next year, 
develop an appropriate budget plan, and with the input of the site supervisor, modify 
as needed given the current economic environment. 

 
Consider budget implications based on an itemized list of expenditures (e.g. 1 FTE teacher = 

$78,000; 1 FTE Aide= $35,000; teacher substitute =$180 per day; planning= $35 per hour, 

workshop= $250 per day, instruction package = $20 per student; experienced teacher 

leader/coach 1FTE = $82,000; Extended Day Hourly licensed: $35 per hour; classified  $17 

per hour; technology @ market value.   

Resources 

1. All course readings, articles, guest speakers, presentations and field experiences 



PSU IAL     Spring, 2011  24

2. Educational research on equity audits:   

Frattura, E. M., & Capper, C. A. (2007). Leading for social justice: Transforming schools for 

all learners. Thousand Oaks, CA: Corwin Press. 

Johnson, R & Avelar la Salle, R. (2010). Data strategies to uncover and eliminate hidden 

inequities: The wallpaper effect. Thousand Oaks, CA: Corwin  

Skrla, Linda (2004). "Equity Audits: A Practical Leadership Tool for Developing Equitable 

and Excellent Schools". Educational administration quarterly (0013-

161X), 40 (1), p. 133. DOI: 10.1177/0013161X03259148 (can be downloaded from 

PSU library) 

3. Panel of principals from high performing schools 

4. District and school finance presentations 

5. Oregon Department of Education Website – School Profile, State Report Card, AYP 

reports, student performance on Oregon State Assessment Tests   

6. ODE eCIP resources:  http://www.ode.state.or.us/search/page/?id=2007  

Product Specifications.  

 Your team will prepare a 15-minute presentation on how you would utilize high 

performing school practices, use proven research strategies and implement equitable practice 

for school or site improvement for 2011-2012 (may include 2012-2013). Use REVISED 

Scoring Rubric K to guide your work 

 Based on an analysis of these data sources and knowledge of the school culture, 

students will include the following in their one or two year plan presentation and supporting 

material. 
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In addition, interns will share their plan with the principal or program director at their 

selected site, as well as with the teaching staff and solicit feedback. 

Assessment  

The formal evaluation of the PBL school improvement project includes a reflection 

paper on the following questions, determining how well the PBL school improvement project 

prepared students to be a principal based on the PBL Learning Objectives. Also the Revised 

Scoring Rubric will be utilized. 

Each intern will individually submit a written reflection on the PBL project (up to 2 

pages) in response to the following open-ended questions: 

a) What was the most valuable part of the project for you? 

b) What did you learn from the project? 
c) How effective was this project in preparing you to be a school principal? 
d) How effective was this project in identifying instructional practices that can 

improve student achievement? 
e) What recommendations would you make for improving the project? 
f) How effective was the equity audit in developing your plan? 
g) Reflect on your vision of effective leadership in a time of declining resources. 

 
Problem Based Learning Project Data Gathering 

 
The problem based learning project will require the collection of information from the equity 
audit, which provides baseline level information for your school.  This information will be 
used as a beginning point for your one to  two-year plan (i.e. % meeting state standard by 
grade level in math for 2012-13). 
 
Base line school information needed for spring 2011 classes includes the following: 

1. Data from Equity Audit (see Frattura & Caper, Johnson & Avelar la Salle, or Skrla)  
2. School data from ODE: go to: 

http://www.ode.state.or.us/data/reports/toc.aspx 
Test results 
AYP/Report Card results  
Report Card Detail Sheet 
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3. School Level Budget Printout by Object of Expenditure for 2009-10 (or latest 
available) 
District Level Budgets are available on the ODE website.  You must use the school 

level budget printout for 2009-10.  This information is not on the ODE website, so 

obtain from the school principal or the business office in your district. The budget 

printout should give current budget and expenditure information by major salary and 

benefit objects of expenditure, as well as non-salary objects from 300 to 600. If your 

district/department uses a combination of FTE allotment and dollar allotment, obtain 

last year’s FTE allotment and dollar allotment and write this year’s plan in the same 

format. 

4. High Performing School Discussion  
 

5. Budget information presented in class 
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Action Plan 
 

Instructions: Based on your Self-Evaluation outline develop an Action Plan for each district Improvement Goal. Your Action Plan should be evidenced-based. 

Complete a separate table for each Improvement Goal identified by the district. 

 

IMPROVEMENT GOAL  

[By {DATE} we will improve the performance of {TARGET GROUP/GRADE LEVEL} students at/in {SCHOOL OR DISTRICT} to {PERFORMANCE 

LEVEL} in {SUBJECT AREA} as evidenced by {DATE AND NAME OF MEASURE}.] 

NEEDS ANALYSIS  

[What data do you need to review to reveal the strengths and challenges for both students (effect data) and adults (cause data)?] 

SUPPORTING EVIDENCE FOR RESEARCH-BASED EDUCATION STRATEGY  

[What evidence supports the Strategies/Activities you are implementing to achieve your Improvement Goal. Please provide a brief summary of any relevant 

evidence from the research literature or past district experience.] 

STRATEGY 

What evidence-based 

strategy will be 

implemented? 

How do you know the 

strategy will help 

EVIDENCE OF 

IMPLEMENTATION 

What evidence and processes 

will be used to ensure that the 

strategy(ies) and staff 

development planned are 

EVIDENCE OF 

IMPACT 

What data will be 

collected through 

your assessment 

system that measures 

TIMELINE 

What are the 

projected start 

and end date(s)? 

PERSON 

RESPONSIBLE 

Who will provide 

oversight for 

implementation, 

monitoring, and 

ESTIMATED 

COSTS 

What are the 

anticipated costs? 

FUND 

SOURCE 

What sources 

of funding will 

be used for the 

activity (more 

EVALUATION 

What did the Evidence of 

Impact data tell you 

about your district or 

school?  Were the results 

what you intended? Are 
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achieve the goal? being implemented in the 

classroom? 

desired changes in 

student learning? 

(universal screening, 

progress monitoring 

and outcome 

measures) 

evaluation of the 

strategy? 

than one 

source may be 

listed)? 

the results moving the 

district towards the goal? 
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Abstract 

This paper reports on findings of a qualitative research study that investigated 

what happens with, for and to teachers in contexts of ongoing educational 

change. It focuses on one of the sets of research findings, specifically the 

impact on teachers of the actions of the education system. Eight early 

childhood teachers were interviewed in depth about how educational change 

affected them. A carefully constructed post‐modern model of ‘identity’ was 

utilised as an investigative tool to explore the personal and professional 

implications of change for teachers. Using a three‐tiered approach to data 

analysis, themes, with categories and sub‐categories, were identified. This 

paper highlights the ways in which the actions of the education system 

influence the teachers’ understanding of themselves and the work they do. It 

highlights that teaching does something to teachers (Waller, 1932), and in this 

study, that the actions of the Australian state‐based education system and/or 

its agents, corroded the teachers’ sense of significance to their employer and 

tarnished the goodwill that has existed between teachers and the education 

system. This research has profound implications for those involved in 

educational administration and change implementation, because it provides 

insights into the effects of ongoing educational change on teachers.  The paper 

concludes with suggestions for better managing change within education 

systems, based on the observations of the teachers and the analysis of the 

data. (223) 

 

 

Keywords  change, change implementation, education system, identity, teachers 
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Introduction  

This paper reports on a small study about the impact on teachers of ongoing 

educational change. It is highlights the ways in which the actions of the education 

system, and/or its agents ‐ principals and senior staff, influence these teachers’ 

understanding of themselves and the work they do. Eight early childhood teachers 

were interviewed twice to determine their understandings about the impact of 

ongoing educational change on their personal and professional identities. Information 

and understanding was sought about whether the actions of their employer resulted in 

alterations to the ways that they perceived themselves as members of the profession. 

Early childhood teachers were selected because of the significant changes in the 

approaches to the teaching of literacy over the past decades and this was a point of 

entry for the conversations. The teachers extended the conversation to include more 

general changes that impacted at a deeper, more personal level. The transcripts were 

analysed using a three‐tiered approach that allowed for a fine‐grained analysis. The 

results that relate to the impact of the actions of the education department on 

teachers are the focus of this paper.  More methodological detail is provided later. 

Background 
In 1932 Willard Waller published The Sociology of Teaching which contains a section 

entitled ‘What teaching does to teachers’ (pp 375‐440).  He stated: 
Teaching makes the teacher. ... Teaching does something to those who teach.  Introspective 

teachers know of changes that have taken place in themselves.  Objectively minded persons 

have observed the relentless march of growing teacherishess in others (p.375).  

Waller’s contribution was significant in that he clearly acknowledged that the tasks of 

teaching did something to the person doing the teaching.  Waller had also noted that 

the “impact of the occupation [on teachers] … is a problem most untouched” (Waller, 

1932 p.375). 

 

This research study focussed on teachers, and fore‐grounded them as central in 

education. They are the deliverers of the curriculum and the conduit through which 

students learning is achieved (Churchill, 1995).  Keeping them contented and engaged 

in the processes of teaching therefore has implications for student achievement.  An 

awareness of increases in the rate of change in educational paradigms, policies, 

programs and initiatives (Blase, 1998) and witnessing teachers concerned about the 

impacts on them and their teaching (Smyth, 2001), this research sought to investigate 

the issues further.  Determining whether or to what degree these ongoing educational 

changes impacted on teachers became the focus of the research. 
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A brief history of researching teachers  

Research studies in the 1970s,  like Lortie’s exploration (1975) of the school teacher 

and Goodson’s work on schooling (1981), investigated teaching from a sociological 

perspective.  Nias’ work (1985, 1989), talking to teachers about their work lives, turned 

research from schools and schooling towards teachers. More recently, research in this 

area has focused on the following: 

 intensification of teachers’ work (Churchill, Williamson, & Grady, 1997; 

Clandinin & Connelly, 1996; Connell, 1985; Cookson & Lucks, 1997; Datnow, 

2000; Day, Fernandez, Hague, & Moller, 2000; Easthope & Easthope, 2000; 

Goodson, 1997; Little & McLaughlin, 1993),  

 teachers and stress (Bell, 1994; Blase, 1997; Campbell, 1996; Cowley, 1999; 

Dworkin, 1997; Fullan, 1991; Goodson, 1991; Guglielmi, 2001; Hargreaves, 

1998b; Rogers, 1992),  

 teachers’ career paths (Connelly & Clandinin, 1999; Fullan & Hargreaves, 

1992; Hoyle, 1997; Sachs, 2001),  

There appeared to be a paucity of information about the area of interest: What 

happens to, with and for teachers when the rate of change in educational change 

continues to escalate and teachers are expected to accommodate and absorb these 

new paradigms, policies, programs and initiatives. 

 

Educational change and teachers  

Change is inevitable in education (Fullan, 1998; Hargreaves, 1994; Lortie, 1975). There 

are always new ways to do things, adjustments in curriculum, more current programs 

and terminologies and catch‐phrases that are re‐invented on a regular basis (Sikes, 

1992). Teachers become adept at managing the plethora of changes and variations.  

 

This research though was not just about investigating teachers’ perceptions of changes 

in curriculum, in teaching style or practices, or developments in teaching philosophies 

or pedagogy. It was about deeper impacts of change, about whether teachers 

negotiated or compromised their professional integrity in contexts of ongoing 

educational change (Goodson, 1997). Any such compromise may have professional 

implications–for them, their students and for the profession.  

 

To investigate this area of teachers’ lives, to get an insight into their professional 

integrity, the personal and professional dimensions of their understanding and self‐

perception, another tool for investigation was needed. It was the concept of ‘identity’ 

that created this window for observation and investigation. 

 

Identity as a methodological lens 

Palmer’s work was instructive in developing what was meant by the use of the term 

‘identity’ in this research (Palmer, 1997, 1998). The working definition of identity, for 
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this study, was carefully constructed from extensive reading of the academic literature. 

It is based on a post‐modern perspective and determined to be: “The collective aspect 

of the set of behavioural and personal characteristics which identify a person as a 

distinct individual”.  It was conceptualised as being holistic and individually unique, 

comprised of a convergence of all the elements of life experiences, physical 

characteristics, personality, roles and background, genetic makeup, ethnicity and 

culture. It included a person’s understandings, knowledge, beliefs, feelings and values. 

Identity was acknowledged as socially and relationally constructed, unique to each 

person and comprising an array of elements that continually form and reform as each 

person lives their life.  

 

It was never an intention of this study to quantify, describe or arrive at an 

understanding about each teacher’s identity.  It was the effects and affects of change 

upon the teachers which was of interest in this study. The construct of ‘identity’ 

provided a methodological mechanism through which to view these effects and 

affects. With this lens of identity, the research highlighted that, for teachers, the 

impact of changes went beyond the superficial level of varying the teaching manner, 

tweaking the curriculum to incorporate a myriad of new teaching areas or adjusting to 

new educational theories, terminologies, policies or programs.  Using identity as 

research lens permitted a view of teachers as people who teach, rather than mere 

deliverers of the curriculum. It added another dimension to the person‐hood of the 

teacher that enabled an investigation into how the actions of the education 

department impact on teachers at the coalface of education, beyond alterations to 

teaching practice.   

 

The research methodology 
The study adopted a qualitative research framework that employed a critical case 

study approach (Stake, 1995) in examining the effects of change on teachers. Open‐

ended interviews (Kvale, 1996) were selected as the most appropriate mechanism to 

elicit information from teachers about their understandings of what was happening 

with, to and for them in educational change contexts. Changes in the methods of 

teaching literacy was selected as an entry point for conversations with early childhood 

teachers as it was, and remains, a topic of debate in educational circles.  

 

More than seventy early childhood teachers1, randomly chosen from one geographic 

educational district, were invited to participate in the research, from which eight 

teachers were able and willing to participate.  Early childhood teachers were invited 

because they were more likely to have experienced changes in paradigm for the 

                                                       
1 Early childhood teachers in this Australian state government system teach students from four to eight 
years of age across the first four years of schooling 
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teaching of literacy.  Teachers were encouraged to discuss their understandings about 

change, starting with changes in the methods of teaching literacy. They however 

incorporated concerns about other changes, including aging, transfer policy, 

curriculum changes, leadership and school decision‐making, stress and teaching 

‘overload’, behaviour management, and levels of support, just to name a few. They 

discussed how changes affected them personally with many implicit and explicit 

references to ongoing imposed changes. This paper only deals with changes related to 

the actions (or inaction) of their employer, the education department and/or its 

agents.  Transcripts from sixteen interviews of up to 90 minutes each were 

interrogated using three tiers of data analysis.  

 

The first level of analysis utilised a narrative approach, storying the interviews 

(Clandinin & Connelly, 2000), presenting and summarising key information about each 

of the eight teachers.  The second level of analysis applied a grounded theory approach 

(Corbin & Strauss, 1990), including multiple readings of the data and assigned codes, 

interrogating the data to determine themes and thus built a theory that highlighted 

the ways in which the teachers understood their teaching lives.  This process 

evidenced three themes from the data–issues about change, power and identity, with 

their accompanying categories and sub‐categories. The third level of analysis expanded 

on the previous analyses and employed a discourse analytic approach based on Gee’s 

(1999) framework of 18 analytical questions, in conjunction with the research 

questions that were established at the outset of the research project. This developed 

further understandings about the teachers’ perceptions of their individual identities in 

contexts of change. 

 

Data analysis revealed three key findings, relating to issues of (i) teacher 

professionalism, (ii) the effects of the actions of the education system on teachers and 

(iii) the relationship between change and identity. The findings discussed here relate to 

the second of these, the effects on the teachers of the actions of the education system 

and highlights the ways in which the actions of the education system influenced the 

teachers’ understanding of themselves and the work they do.  

 

While acknowledgement is made of the limitations with the sample size in this study, it 

was compensated for, to some degree, with the depth of data analysis. Additionally 

the study did not intend to be representative of all teachers in all educational contexts, 

rather observations and claims could be made about these teachers in this educational 

context that may be mirrored for other contexts and teachers.  This research provides 

a snapshot of how these teachers saw themselves in contexts of ongoing educational 

change.  The researcher remains concern that the findings are not limited to these 

teachers in this context.  Further research is recommended.  
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The next section outlines the key findings that are presented in two sections: firstly, 

findings that resonate with existing research literature, then those that were new and 

not evident in published research. 

Summary of findings 
The following four research findings about teachers in this study resonate with 

research from other contexts. They are outlined briefly because they are integral to 

positioning the teachers’ self‐understandings. 

1. Teachers invest much of themselves in the act of teaching (Nias, 1989). 

2. Teaching becomes more than the act of teaching (Nias, 1989; Waller, 1932). 

3. Teachers exhibited care about their student’s welfare and had clear 

understandings about what was best for students and their own pedagogy 

(Menlo & Poppleton, 1999; Teachers' Federation of Victoria, 1986). 

4. The teachers’ relationships with the bureaucratic system, and/or its agents, were 

based round unequal power relationships (Apple, 1995; Smyth, 2001). 

The explanation of these four findings is then followed by a discussion of eight findings 

that highlight the impact of the actions of their employer on these teachers. 

1.  Teachers invest much of themselves in the act of teaching 

Nias’ research (1989) was about primary teachers’ perspectives of their work. In her 

1989 study, she called identity ‘self’ and looked at teacher identity development 

throughout careers. She highlighted the importance of the ways that teaching as a job 

involves the teacher as a person. She fore‐grounded the interconnectedness of 

teachers’ sense of self and the contexts of their work lives, discussing five elements 

that assist in the development and maintenance of the notion that the teachers are 

what they do for a living.  Nias’ (1989) elements include:  

 the affective aspect of teachers work, that it is “felt as well as experienced” (p. 

205)  

 that there are large numbers of cognitive, practical and interpersonal skills 

required in daily tasks;  

 that teaching is a demanding but potentially rewarding job;  

 that it is in essence a private and isolated career and, 

 that teachers rely on the recognition of their students for acknowledgement of 

a job well done (Nias, 1989).   

The affective aspects of teachers’ work lives, the claim that teachers invest so much of 

themselves in their jobs, that teachers don’t just teach, they are teachers, were 

affirmed in the data.  This leads to the second research finding that has validated 

existing research.  

2.  Teaching becomes more than the act of teaching  

In tandem with these assertions that teachers are more than the sum of their teaching 

tasks is the finding that teachers are also reciprocally influenced by their career. Both 
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Nias (1989) and Waller (1932) highlighted this aspect of teaching–that teaching 

becomes more than just the act of teaching students. Teachers invest themselves 

heavily in their career and there is reciprocity of development at personal and 

professional levels as teacher’s progress throughout their working lives. This research 

evidenced the same sense of ‘oneness’, as teachers integrate their teaching lives with 

their personal lives. The separation of the ‘teacher’ and the ‘person’ seemed impossible, 

unnatural and awkward for these teachers. 

3.  Teachers exhibited care about their student’s welfare and had clear understandings 

about what was best for students and their own pedagogy  

These teachers ‘knew’ what was best for their students and actively worked towards 

that in their teaching practice. This dedication to the profession and commitment to 

the tasks of teaching have been previously acknowledged (S. Ball & I. F. Goodson, 

1985; Batallan, 2003; Blase, 1997; Churchill, et al., 1997; Connelly & Clandinin, 1999; 

Menlo & Poppleton, 1999; Teachers' Federation of Victoria, 1986). This position was 

revealed through data analysis of these teacher’s direct statements and inferred 

beliefs and attitudes.  

4. Teacher’s relationships with the bureaucratic system, and/or its agents, were based 

round unequal power relationships 

The teachers in this study were cognizant that their relationship with their employer 

was not based on equal power relationships. They were quietly accepting of this 

situation, acknowledging that, as employees in an educational system, they carried a 

responsibility to behave (or not behave) in certain ways. The inequality of their power 

base in this context did not seem to concern them. This awareness of the inequality of 

the relationships between teachers and their employer is also noted in educational 

literature (Apple, 1995; S. J. Ball & I. F. Goodson, 1985; Dean, 1999; Ingersoll, 2003; 

Smyth, 2001). 

Eight new findings 

While the above listed findings resonate with results in educational literature, the 

following eight findings are specific to this research and relate to the impact of the 

actions of the education department on these teachers.  These are briefly discussed 

below. 

1. Conflicts and concerns were created for teachers when there was a perceived 

a mis‐match between their educational understandings and those 

perspectives evidenced in policies, programs and practices  initiated by the 

educational system. 

These teachers were aware that, when innovations and policies were introduced that 

seemed at variance with what they understood to be best for their students, they 

experienced a sense of personal and professional conflict. This required them to re‐

evaluate their understandings about their teaching practice, pedagogy, and the 

innovation itself and, as a result of this reflective re‐evaluation, their teaching 

knowledge and beliefs were called into question. One of the eight participant teachers, 
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Sally2, stated that, when she tried to express her concerns about an imminent change, 

she was effectively silenced despite her concerns: 
I feel like they [the panel consulting with teachers on the imminent change] very nicely put me in 

my place when I bring up any concerns or issues.  I feel that there is almost a thing of ‘yes we are 

listening, yes, yes, but we have to do this anyway’.  That’s how I feel.  And their consultation is 

statistical just like everything else is statistical in the Department now.  So if 75% of teachers say 

that they agree with, then we use it.  So 25% might have problems with it but they’re going to have 

to use it anyway. It worries me no end.  (Sally, T1, pp 12‐13) 

The processes of finding resolution, resonance and clarification in these contexts 

caused stress, took time and energy, and potentially compromised teacher’s capacity 

to commit to the tasks of teaching. 

2. Teachers demonstrated an awareness of the political, social and economic 

agendas of those who were in control of education. 

All of the teachers in this study indicated that they were aware of a range of agendas 

that drove change in education. They acknowledged the impact of political power. This 

included the implications of state elections and changes in political portfolio allocations 

and party agendas, changes in ministers of education at both the state and federal 

levels and individual politician’s agendas. The role of financial issues in the processes of 

education did not go unnoticed for these teachers. They were well aware of the 

limitations and constraints of fiscal decisions that were made at federal, state and 

district levels. These teachers noted the implications of political agendas‐stated and 

unstated‐for policy, staffing, resources, programs, class numbers, and working 

conditions.  

 

Perhaps the most impassioned of these observations was a critique of the current 

federal minister for education’s assertions that teachers were not doing a good enough 

job. Six of the eight participants noted this. There appeared to them to be a lack of 

correspondence between federally based educational decisions and statements, and 

their own perceptions about what was helpful for education. 

3. These teachers exhibited cautious acceptance of the status quo of power 

relationships and actions in schools.   

The teachers were certainly aware that, as employees of the education department 

they were bound to do the bidding of their employer, the Department of Education, and 

its agents–usually the principal, senior staff members and individuals in ‘powerful’ 

positions at district office.  In the most part, this did not create concerns. However, 

when specific instances arose, usually related to what they considered to be fair and 

reasonable (or more precisely unfair and unreasonable) treatment or expectations, then 

the teachers indicated they may act upon their concerns. The boundaries about what 

was considered unfair or unreasonable though were individually determined and may 

have been dependent on the context or the people involved. 

                                                       
2 This is not her real name, pseudonyms are used for the participants in this study. 
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4. Teachers felt there was insufficient demonstrated appreciation, valuing or 

recognition of them and their work by the education system and/or its agents 

The teachers in this study noted the absence of and/or the lack of genuine of 

recognition from the education system for their work. While acknowledging that they 

did not want much in the way of recognition, some kind of acknowledgment was 

anticipated. Katrina talked about how the senior staff team in her school made her feel 

unappreciated.  
But I felt a lot of the frustration has been, not that I want bells and whistles, because I’m not that 

sort of person, but sometimes just a couple of words of appreciation from senior staff would have 

made all the difference I think (Katrina, T 2, p. 2). 

The teachers indicated that they, or their colleagues, experienced a lack of 

appreciation or felt undervalued because of actions of their employer and/or its 

agents–principals and senior staff. These actions may or may not have been intended 

to lower the self‐esteem of these teachers, but this was the consequence. While the 

intentions of those in power were not investigated in this research, what was noted, 

though, were the ways in which these teachers experienced a diminished sense of 

being valued and appreciated by the educational system in general and by their senior 

staff in particular. Although specific incidents were mentioned, there was also a sense 

that these had a compound effect, resulting in an overall sense of being undervalued.  

 

Katrina could see the reverse situation where, when no feedback or valuing occurred, 

it caused her to wonder about what the senior staff thought of her:   
But if you’re not getting that positive feedback from senior staff you do wonder where you fit in 

the big picture.  And you don’t really know what they believe.  They don’t check your written 

planning.  They don’t check your philosophy, so they don’t really have any understanding of what 

you’re doing so I guess as far as that’s concerned that’s sort of driven me to that decision to move 

on (Katrina, T2, p. 4). 

In Katrina’s case, this led her to request a transfer to a new school for the following 

year.  In others’ cases, it was a more generalised sense of being undervalued, under‐

appreciated and unsupported in their teaching.   

 

5. These teachers showed generalised acceptance and compliance with the need 

for change, with less acceptance and approval about specific implementation 

processes. 

That change is a beneficial, productive aspect of their educational lives was not 

contested by the teachers in the study. They understood and were accepting of the 

need for change. They were less likely to accept the mechanisms and implementation 

methods of a range of educational innovations. The main concerns in this area were 

those of time and funding. They repeatedly mentioned the need for more time–to read, 

assimilate and experiment with educational innovations, and more departmental 

support and resource allocation in the form of personnel, relief/casual teachers to 

release them from class contact time to further investigate and understand the 
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innovation. Changes, without appropriate levels of support, potentially and indirectly 

affected not only the teachers in the form of added frustration, cynicism and stress, but 

it also could impact on students because teachers were not as ready, willing or able to 

commit time and energy to the tasks of teaching as they may otherwise have been. 

There are far‐reaching benefits and consequences when teachers do not experience a 

sense of being valued and appreciated by the system of education for which they work. 

6. The teachers identified a range of emotions about issues of change—

cynicism, frustration, hesitation, feeling overloaded, experiencing self‐

doubt, and the need for personal re‐evaluations about what they knew 

and understood about aspects of their job. 

These teachers expressed a range of negative emotions about issues of change.  In most 

cases the emotions were linked together, e.g. frustration with cynicism, and sometimes 

they were causal, e.g. the self‐doubt led to hesitation to commit to accommodating 

innovations. There was also evidence of a spiral of negative emotions, with one negative 

creating or leading to others. But there was also strong evidence that these emotions 

were ‘managed’ well by the teachers, with them setting realistic boundaries and 

standards about what was acceptable (and unacceptable) behaviour–for themselves 

and for what could be tolerated from their employer or its agents. Managing these 

negative emotions and perceptions became a challenge.  Rosemaree discussed her 

reaction to the management style at her new school that meant she did not know 

where she stood with the senior staff.  
We have a Principal that doesn’t have a philosophy of being in the classroom regularly to know all 

the nitty‐gritty stuff. I got really crabby in the first couple of years, coming to terms with the fact 

that yes, I am still valued.  Sometimes you build yourself up for recognition and praise and now I 

needed to seek it in other ways.  I probably am doing a good job after all.  But you don’t know. 

(Rosemaree, T2 p.4)  

When faced with an individually difficult situation, these teachers were aware of a 

‘battening down of the hatches’ mentality whereby they would engage in self‐

protective behaviours.  Rosemaree said, “because the disillusionment is getting greater” 

that she could see teachers who would be “burrowing in a bit and coping with our own 

individual issues” (Rosemaree, T 2, p.10).  

7. In sufficient time or resources to properly implement the changes led to 

frustration, cynicism and overload.  In contexts of ongoing educational change 

they questioned their worth and value to the educational system. 

There were many situations mentioned by these teachers where they were expected to 

accommodate innovations with enthusiasm and vigour but were not given adequate 

time or resources to sufficiently do so. What was of greater concern though was the 

realisation that, just as they were starting to feel that they were coming to terms with 

each innovation, another would invariably replace it. Suzanne stated:    
Every time something new comes in I probably shrug my shoulders and say ‘Oh, again?’ because 

I’ve been through so many. I've seen the circles come and go. And the implication is that maybe 

you haven’t got it right yet. It means that you always have to do a lot of soul searching to be able 
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to say ‘Yes I am doing a good job and this is why I’m doing a good job’ and so you have to go and 

look at what’s being presented to you and go within it and see what it really means. So you never 

you can take anything at face value. (Suzanne T1, p.2)  

 This sequence of changes, in seemingly endless succession, had a ‘wearing down’ effect 

on the teachers, causing them to further question how such changes improved student 

learning, and placed at risk their capacity to genuinely engage with subsequent 

innovations and changes. 

8. Conflicts and tensions were created when there was a mis‐match of 

expectations, and lack of communication, or when teachers’ opinions (their 

voices) are not heard or acted upon.  

Perhaps the greatest of all the frustrations noted by the teachers in this study was 

about a mis‐match of expectations. What was expected of teachers by the education 

system and/or its agents–their principals, senior staff or district office personnel–did 

not seem to correspond with what the teachers considered they should be doing. This 

situation was exacerbated if not created by a lack of communication, at both the school 

and system levels, on the part of the education system. Teachers’ understanding about 

what they were supposed to be doing in the tasks of teaching came to them in a rather 

random way. The line of communication was fragmented and unclear; different schools 

had differing understandings about policies and programs.  These were usually 

interpreted through the principal and the implications would vary between schools.   

 

Having a recognised ‘voice’ and having a forum to speak, the recognition of being heard 

and the response of having their opinions and professional understandings taken into 

account when educational decisions were being made, appeared to be non‐existent for 

these teachers. This lack of genuine consultation with classroom‐based teachers, a 

paucity of positive response to any concerns that may be raised by brave teachers, 

and/or failure to actively recognise that teachers’ knowledge and understandings about 

educational issues, further served to make teachers question their worth to the 

education department. 

 

The next section discusses these findings and the implications for change managers.  It 

then suggests some focuses in managing the implementation of change. 

Discussion  
These eight findings indicate the ways that the education department’s actions affected 

the teachers in this study. The implications for schools, leaders, managers, policy and 

program planners and those involved in change innovations are significant. 

Treatment of teachers by the educational system 

The research evidenced the impact of the actions of the educational system on 

teachers. The consequences of policy, practice and program implementation for 

teachers appeared to be more profound than has been expounded in the literature. 
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That teachers perceived a lack of support and valuing in contexts of ongoing 

educational change is, in itself, a concern. However, this research also indicated that 

teachers sensed a lack of genuine professional respect and courtesy as a direct 

consequence of the actions of their employer and/or its agents.  

 

The sense that these teachers were not valued, recognised for the work that they do, 

or appreciated, escalated with the rate of change.  It contributed to a corrosion of their 

sense of significance to their employer and in turn shaped how they assigned value to 

themselves and their work. When teachers perceived that they were expected to 

continue to engage with change without the kinds of support that they felt they 

required, then tension, uncertainty and conflict were created. When the changes were 

frequent and the lack of adequate support mechanisms persisted it sent a message to 

teachers about their perceived worth to the system.   

 

The inferred message to these teachers was not a positive one.  It indicated that they, 

and the work that they perform, were never good enough. The requirement for them 

to implement and facilitate formalised and intensive testing regimes, benchmarking of 

student progress against new criteria, and reporting and assessment protocols that 

were imposed by the educational system sent them the clear message that teachers 

were not doing their job properly. This set of actions was characterised by a lack of 

professional trust and respect from their employer and/or its agents. The self‐

protective mechanisms that these teachers discussed included the need to distance 

themselves from a full commitment to the tasks of teaching, which subsequently 

affected their professional integrity. The consequence of this diminished commitment 

was reduced teacher effort and productivity in the form of a potential reduction in 

student learning.   

 

Implications and recommendations  
If educational systems are to maintain elevated levels of student learning outcomes 

through the conduit of contented and fully committed teachers, then this study has 

implications for policy and practice.  At a time when there is a global call for increases 

in student outcomes through the activity of ‘quality’ (implied: ‘better’) teachers, this 

set of findings and their attendant implication has significance.  Finding new ways to 

encourage and support teachers in the tasks of teaching is a challenge for systems of 

education. Some suggestions are offered here. 

 

Perhaps the most significant repercussion that can be evidenced from this research 

comes from the notion that has been put forward by Michael Fullan—you cannot 

mandate what matters (Fullan, 1993, 1998, 1999, 1997). While Fullan discusses this 

statement in light of how to effectively manage change, this paper asserts that it is the 

teachers that matter, not so much the change or innovation itself. Mandating—
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requiring and demanding—that teachers be and do in a particular manner does not 

appear to be an effective strategy for managing the implementation of changes and 

innovations.  Research suggests that telling teachers how to think and feel about issues 

is unlikely to be effective (McGill‐Franzen, 2000). Working with teachers, listening, 

valuing and responding to their input, although a more complex process, is more likely 

to produce the result of effective and motivated teachers and enhanced student 

learning (Fullan, 1997). 

 

Suggestions for managing change 

Four relatively simple adjustments in practice that could better manage teachers in 

context of change implementation are offered for consideration.  There are of course 

other suggestions, but these are the ‘simple’ suggestions that could be introduced by 

site managers.  They could significantly augment teacher contentedness and therefore 

enhance student learning. Further research and academic conversations are 

recommended to support the assertion that these suggestions could increase teacher’s 

sense of satisfaction and contentment in change contexts. 

1. Consulting: asking, hearing and acting = valuing 

The evidence from this study suggests that goodwill between teachers and the 

education system might be restored by improving lines of communication at a variety 

of levels within the system–asking teachers for their ideas, listening to their 

suggestions and concerns and acting on this information. While education authorities 

may have consulted with teachers on matters of change in the past, these teachers 

recognised that the consultation was rhetorical and superficial, and cynically felt that it 

was for the purpose of being seen to consult rather than actively seeking teachers’ 

ideas and opinions. Once decisions were finalised there was little opportunity for 

adjustment. 

 

Being consulted before changes, being heard and having their voices acted on would 

be critical to ‘ownership’ of the impending innovation. This could demonstrate to 

teachers, in ways that are acceptable to them, that they and the work that they do are 

valued and supported. Having their opinions sought, recognised and acted upon is one 

way that goodwill could be restored. 

2. Personalised affirmations, trust and feedback 

While merit pay for teachers remains a perennial option for ‘rewarding’ quality 

teaching, these teachers appeared to want far less auspicious affirmations and applaud 

for their efforts. They wanted to know how they were doing.  They wanted affirmation 

that their work was accepted and good enough.  There was no procedure or protocol 

in place that gave them a sense that they and the work that they did was acceptable 

and/or appreciated.   
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The Teaching and Learning International Survey (TALIS) (Organisation for Economic 

Cooperation and Development OECD, 2009) surveyed teachers from their 30 member 

countries about teaching appraisal and feedback. Their summary reflects some of the 

issues and concerns that go well beyond the eight teachers in this study in one state of 

Australia, and certainly resonate with these findings.  

On an individual level, teachers report that receiving appraisal and feedback increases 

their job satisfaction, influences their teaching practices, and is useful for their 

development as teachers. …. But while teachers may have found individual benefits 

from systems of appraisal and feedback, they felt that overall such systems did not 

recognise teachers’ efforts and successes, reward effective teachers and effective 

teaching practices, or provide incentives to teachers (OECD (Organisation for Economic 

Cooperation and Development), 2009, p. p.84). 

 

Such appraisal and feedback mechanisms could be introduced at both the formal and 

informal levels.  The teachers in this research indicated they were happy to engage in 

feedback and appraisal processes. They were actively seeking affirmations that would 

encourage and support them in their teaching.  More personalised and sensitive 

actions by school principals and their senior staff teams could provide an informal 

source for this support. Genuine, individualised and personal affirmations from senior, 

school‐based staff could further empower teachers in this regard.   Currently, this was 

rarely evident for these teachers and yet it has the potential to greatly enhance morale 

and the teacher’s capacity to apply themselves to the tasks of teaching.  

 

Teachers are more likely to be empowered and dedicated if their efforts are noted, 

applauded and supported. Without this, it appears they struggle to remain positive 

about their work and its contexts, particularly in contexts of ongoing educational 

change. Teachers are less likely to remain in the teaching system when frustration, 

stress and cynicism become the norm for them in their work place.  Affirming and 

appraising them and their work could provide an antidote to the frustration and stress.  

This has direct implications for levels of teacher attrition, early retirement, stress and 

teacher burnout.  

3. Clarity of expectations 

It was also noted in the data that expectations about how, when and why teachers 

were to accommodate new policies and innovations varied according to sites and 

districts, often with individual principals mediating these expectations. The 

expectations about teaching practices and performance were not transparent or 

clearly articulated. There appeared to be little if any official means of communicating 

these expectations to teachers, which added to the frustration and cynicism. Thus, the 

education system could address this area, with clearer, more accessible statements 

about what, how, when and why changes were occurring. Too often, this information 

was not given directly to teachers–adding to their understanding that they were not 

important enough to be informed about changes that impacted on their working lives.  
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4. Teacher education training 

These findings could assist teacher preparation programs to focus on preparing pre‐

service teachers for potential situations whereby they are challenged by the contexts 

of their work life. Acknowledging to pre‐service teachers that change is inherent in 

school life and that it can be demanding at many levels could be beneficial.  ‘Fore‐

warning’ can be ‘fore‐arming’ and may assist in affirming for beginning teachers that 

they are not alone should levels of frustration and stress and escalate for them. 

Including snapshots from the ‘real’ world of teaching rather than the ‘sanitised’ version 

of teaching could strengthen and add resilience to pre‐service teachers’ 

understandings about what happens with, for and to people when they become 

teachers. 

Conclusion 

This study provides strong evidence for Waller’s(1932) suggestion that teaching does 

something to those who teach. The impact on these teachers of continual change–

through the actions of the education system and/or its agents–was not a positive one. 

More can be done to assist teachers with these change processes; opportunities 

abound for those who are interested. 

 

In conclusion, this study highlighted the impact of the education system’s actions on 

teachers. It appeared to these teachers that their relationship with the education 

system was lacking professional respect and courtesy and was not based on trust. 

Teachers were aware of a corrosion of their value and significance to their employer 

and this shaped the value they assigned to themselves and their overall working lives. 

The implications of these findings provide significant opportunities for strengthening 

relationships and supporting and encouraging teachers in the tasks of teaching. 

Further conversations and research are encouraged. 

 

 

An earlier version of this paper was delivered at the AARE (Australian Association for 

Research in Education) conference in Fremantle, WA, in Nov 2007. 
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Math and science strategies for English Language Learner (ELL) students with disabilities 
include learning centers, instructional games, and techniques to develop conversational language, 
academic language, scaffolding, concrete materials, and visual learning. Teachers can use these 
techniques to provide best practices in math and science instruction integrated with modifications 
for teaching ELL students with disabilities. 

Mathematics Teaching Strategies for ELL Students with Disabilities 

Developing Conversational Language in the Mathematics Classroom. Conversational 
language is an essential learning component in the mathematics and science classroom.  
“Conversational language” is sometimes referred to as “everyday language”, “natural language”, or 
“social communication.”  It is often the first type of language acquired by second language learners 
(Cummins, 2000). Teachers of English learners are now realizing the importance of conversational 
language, especially in the mathematics and science classroom (Harrell & Jordan, 2004). 

Developing Academic Language. Mathematics and science are academic disciplines that 
contains a language that includes specialized words and phrases related to content, procedures, 
and expressions (Echevarria, Vogt, & Short, 2004).  Cummins’ (2000) Cognitive Academic 
Language Proficiency (CALP) is the “abstract language abilities required for academic work. In 
order for ELL students with learning disabilities to be successful, they must experience multiple 
exposures to new terms through meaningful activities (Bielenberg & Wong Fillmore, 2005). 

 Scaffolding Provides Support for Mathematics, Science, and Language Learning.  
Vygotsky (1978) emphasized the importance for a child’s learning to be guided thoughtfully by a 
knowledgeable adult or capable peer.  This type of guidance is often called “scaffolding” (Wood, 
Bruner, & Ross, 1976).  Echevarria, Vogt, and Short (2004) point out that three types of scaffolding 
are especially important for English learners: verbal scaffolding, procedural scaffolding, and 
instructional scaffolding.   

Concrete Materials.  Students need to actively use concrete materials as they investigate 
new mathematical ideas and concepts.  The goal of all instruction should be to help students 
develop mathematical  and scientific proficiency and understanding that can be applied in new and 
varied situations (NCTM, 2000 and National Research Council, 2001). Concrete materials are 
important to vocabulary and language development, which is particularly beneficial for English 



learners. Words are easier to remember when they can be associated with something to touch 
(Garrison & Mora, 2005). 

Visual Learning.  Visual learning provides organizational representations as a regular 
component of instruction.  Visual learning strategies are especially important for English learners 
as they support understanding and communicating about ideas and processes.  Diagrams, charts, 
and tables can be used to organize new information and cue memory.  Gerlic and Jausovec (1999) 
found a correlation between increased activity in the brain and the creation of nonlinguistic 
representations.  Helping students discuss visual tools can enable students to more deeply 
understand and to recall information (Levine, 2002).  Ability to visualize a situation, to generate 
mental pictures promotes learning (Hembree, 1992; Shigematsu & Sowder, 1994; and Mendieta, 
2005).  Student created representations provide insight into students’ understanding and level of 
generalization (Smith, 2003).  English learners’ gestures may also provide important information on 
students’ reasoning and level of knowledge (Domingues, 2005). 

Science Strategies for ELL Students with Disabilities 

Today’s science teachers must be prepared to teach students whose first language 
is not English.  The Institute of Education Sciences of the United States Department of 
Education defines English language learners (ELL) as: English language learners who are 
students with a primary language other than English who have a limited range of 
speaking, reading, writing, and listening skills in English.  Individuals who (1) were not 
born in the United States or whose native language is a language other than English; or 
(2) come from environments where a language other than English is dominant; or (3) are 
American Indians and Alaskan Natives and who come from environments where a 
language other than English has had a significant impact on their level of English 
proficiency; and who, by reason thereof, have sufficient difficulty speaking, reading, 
writing, or understanding the English language. (IES, 2007). 

 
Herr (2007) maintains that science vocabularies are complex and can be difficult 

even for native English speakers to learn. ELL teachers should understand that a student’s 
difficulty in learning English should not be confused with an inability to think 
scientifically. Ell teachers should also be aware that some of the methods that are useful 
for English language learners are effective for designing instruction for other students as 
well. In instruction try a variety of methods to see which is most effect for your teaching 
style and students.  Speak slowly, distinctly, and write down key terms so students can 
see them and connect them to the spoken word. 

 
Anyone who has recently learned a foreign language, and then traveled to a 

country where the language is spoken, has probably found that it is difficult to understand 
natives because they seem to talk fast. What is normal speed to the native speaker can be 
extremely fast to a language learner or to a student with a hearing impairment Herr 
(2007). 

 
Herr (2007) suggests the follow strategies for teaching ELL students. 



 
Closed Captioning – When showing videos, Turn on the closed captioning so 

students can see what narrators and actors are saying.  This helps ELL students to 
correlate written and spoken English, and models spelling and sentence construction. 
Closed captioning also helps the hearing impaired student. 

 
Manual Video Control.  Science videos often introduce new terms and concepts 

that can be challenging even for native speakers to remember. Herr (2007) suggests that 
teachers pause the video to discuss key concepts and use the bookmark and video clip 
features to return to precise sequences for review. Use the step-frame, slow motion, and 
replay features as needed. 

 
Emphasize visual literacy - Visual literacy, the ability to evaluate, apply, and/or 

create conceptual visual representation, is relatively independent of language. Math and 
music are regarded as universal languages, i.e., can be read regardless of one’s primary 
language. For example, an American musician can play a score drafted by a German 
composer. Also, regardless of linguistic background or nationality people around the 
globe can interpret mathematical equations and musical scores. Science and math 
students can also interpret pictures and symbols, and with minimal linguistic skills, can 
interpret charts and graphs. Herr (2007) suggests that vector diagrams , scientific 
diagrams, pictorial riddles, photographic analysis, movie analysis, and map development 
and analysis, are a few of the activities and methods that can be utilized to facilitate 
visual literacy. 

 
Graphic Organizers – Graphic organizers communicate concepts with minimal 

use of spoken or written language and introduce and assess concepts in a manner that 
assists meaningful learning. Such diagrams or maps that show relationships facilitate 
integration of new and familiar ideas. Graphic organizers require minimal language. They 
include Conceptual grids, Venn diagrams, flow charts, mind maps, and concept maps, as 
well as, scatter and line graphs, column and bar charts, pie and area graphs, and high-low, 
combination and log plots.  
 

Group projects & Cooperative Learning.  These activities provide opportunities 
for students to discuss, write, and present ideas in a manor that facilitates understanding 
and retention. 

 
Partner English Learners with Strong English Speakers. Teachers are aware that 

the best way to learn something is to teach it. Partner English learners with strong English 
speakers and both students will benefit from their interaction. 

 
Think/Pair/Share.  English language learners like to share their ideas using their 

new language with their peers. The think/pair/share strategy provides students with 
opportunities to practice English by explaining science concepts. 

 



Encourage Participation.  Requiring English language learners to speak in front of 
class may cause great anxiety. Encourage students to express themselves, but don’t force 
them to the front of the class prematurely. 

 
Road map to science.  English language learners benefit greatly from a “road 

map” that shows where they are in the science curriculum. Provide students with a copy 
of your lectures and discussions. This helps ELL students to know where they are, and 
where they are going. 

 
Scaffolding.  Relate to prior knowledge to the students’ background knowledge of 

science concepts. Use pre-assessments to discover what your students already know 
about a given topic and design lessons accordingly. 

 
Science Laboratory.  Hands-on activities provide an excellent learning 

environment for English language learners.  
 
Demonstrate and Model Laboratory Activities.  Provide clear, procedural steps. 

Use a pre-lab demonstration to present procedures clearly using flow charts, pictures, and 
outlines.  Demonstrate procedures prior to doing the activity to ensure that English 
language learners can see the procedures before engaging in an activity. 

 
Pictorial Guide.  Similar to international symbols pictorial guides provide a visual 

reference to glassware and other materials used in experiments and activities. Review 
safety symbols and post them in the room and in the lab handout. 

 
Journaling.  Effective writing requires practice. Require English language learners 

to keep science journals to record lecture notes, new terms, new concepts. 
 
Science reading comprehension activities.  Cloze and jigsaw are effective 

methods for developing and assessing reading comprehension. They can be used for 
formative and summative assessments of language and science learning. 

 
Wait time.   English language learners must translate terms and simultaneously 

formulate an explanation. Provide wait-time sufficient for the majority to develop an 
answer before calling on any individual. 

 
Analogies.  Analogies are an effective method of relating new concepts to 

previously learned concepts. 
 
ELL: Vocabulary.  Language-based science games such as Science Bing and 

crossword puzzles reinforce vocabulary and concepts and require minimal spoken 
language. 

 
Picture glossary.  Pictorial flash cards with a picture of the science concept on one 

side while the term (in the language to be learned) is on the reverse. This method helps 
students to correlate concepts directly with words and eliminats the need for translation. 



 
Root words.  Teach the Greek and Latin prefixes, suffixes, and roots. 

Approximately 50% of all words in English have Latin roots which are shared with 
Spanish, French, Portuguese and Italian. A knowledge of scientific root words will 
facilitate understand the vocabulary of a variety of languages, particularly English. 

 
 Word wall.  Post new vocabulary terms on the wall in an organized, grouped 

according to their level of organization and/or relationships, e.g., cell, tissue, organ, etc. 
Herr (2007). 
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Abstract
In 1947, the number of literate Indians stood at 
a  dismal  12%  .Education  was  not  a 
fundamental  right  of  a  citizen.  Six  decades 
later  30%  Indians  remain  illiterate.  Right  to 
Education  Act  was  passed  by  the  Indian 
Parliament in 2009 .A noble intent but difficult 
to achieve without proper action plan. Existing 
hurdles  include  poor  infrastructure,  lack  of 
motivated  teachers,  gender  disparity  and 
poverty.  There  is  little  or  no  relationship 
between  education  and  vocational  education 
resulting in  ever  widening gulf  between  rich 
and poor. Prioritize Education and review the 
policy  to  adapt  to  our  circumstances. 
Government must create proper infrastructure. 
Education upto primary level must be holistic 
and  all  inclusive  and  evaluation of  a  student 
must  be  comprehensive  and  not  bookish.  A 
nationwide debate including both intellectuals 
and  common  people,  offering  creative 
suggestions  should  be  encouraged  as  it  can 
bring us closer to our goal.

Introduction

At the time of Independence, number of 
literate Indians stood at a dismal 12%. Needless 
to  say that  the  policy makers  were  confronted 
with  the  daunting  task  of  educating    masses 
without  which  progress  would  remain  a  pipe 
dream. Education was not a fundamental right of 
a citizen, but part of Directive Principles of the 
State  Policy  in  our  Federal  Structure.   Most 
Indian  States  and  Union  Territories  made 
Primary Education virtually free yet 30% of our 
population remains illiterate. The state of Kerala 
has  achieved  100%  literacy  whereas  densely 
populated  states  like  Uttar  Pradesh  and  Bihar 
come  up  with  depressing  figures.  There  is 
general apathy towards female education though 
males  fare  better.  The  obvious  relationship 
between poverty and illiteracy is too blatant  to 
be ignored.

Right to Education Act

In 2009 Indian Parliament passed the Right 
to Education Act which certainly is a step in the 
right  direction,  towards  addressing  India’s 
gigantic  illiteracy  dilemma.  According  to  this 
act:

i. Every child between 6-14 years will be 
educated by the State.

ii. No child  is  to  be  denied  education  or 
turned away from School for any reason.

iii. Children cannot be detained in any class 
upto fourteen years.

iv.All  schools  to  have  certain  minimum 
essential facilities.

v. Private schools to reserve 25% seats for 
the poor.

vi. Primary  schools  to  be  brought  within 
walking distance of the children’s homes.

The noble intent of the government behind 
this act can hardly be exaggerated. It also wants 
to  reach  elementary  education  to  every  Indian 
child  particularly  those  who  are  very  poor. 
However in practice government fails to explain, 
how it hopes to achieve this without a concrete 
action  plan  in  place.  Merely  giving  it  a  legal 
statute might not yield the desired result because 
poor people neither  have the resources nor the 
wherewithal  to  challenge  the  violation  of  their 
fundamental right.

    Existing Hurdles in the system

 The basic infrastructure for education in 
India leaves much to be desired. There are very 
few Government Schools which come upto the 
required standards. Buildings are not maintained, 
classrooms are dingy with rickety furniture and 
washrooms are filthy. Mid day meals are insipid 
and  have  little  nutritional  value.  Very  few 
teachers are motivated with desired knowledge 
and required skills.  Teaching is  not  a  lucrative 
profession  since  teachers  are  paid  pittance  in 
today’s materialistic world. 

Gender  disparity  continues  to  plague 
our society due to certain social norms.  It is not 
going to be easy to bring the girl child to school, 
when her very existence is wished away by some 
sections  of  society.  Inspite  of  the  reservation 
policy  for  over  six  decades,  children  from 
Scheduled  Castes  and  Tribes  are  mostly 
marginalized.  It  appears  that  reservation policy 
has  benefitted  only  a  few  families,  and  their 
successive generations, thus totally defeating the 
very purpose of the policy.
  Government has banned the practice of 
child  labor.  I  am  certainly  not  in  favor  of 
children  working  but  sometimes  poverty 
compels human beings to compromise on their 
dignity. Poor children are not coming to school 
because there is failure on our part to offer any 
alternative to the wages earned by these children 
to support their families. Parents see it as a loss 
of livelihood rather than any gain in educating 
their children. 

Right  to  education  act  makes  it 
mandatory  for  private  Schools  to  admit  25% 
poor children free of cost. These Schools will be 
compensated  by  Government  much  below  the 
fee  charged  by  them.  Private  and  Christian 
missionary  schools  in  India  have  done  a 
reasonably good job and are the preferred choice 
of  the  middle  classes.  They  give  quality 
education  at  a  price,  without  any  financial 
assistance  from  the  State.  Lack  of  financial 
viability might close down some schools. At this 
stage when Government is planning to open new 
schools  in  the  vicinity  of  residential  areas, 



closing down the existing ones does not help its 
cause.

 Henceforth no student can be detained 
in  a  class  up  to  fourteen  years.  This  can  also 
encourage children not learn anything, yet reach 
the next grade. It  should not imply that we are 
only looking at improving our literacy statistics 
rather  educating our  citizens  in  the real  sense. 
One of our biggest failures so far has been a total 
disconnect between our education and vocational 
education. 

Implications

Each year thousands of young students 
flock to colleges for higher education aimlessly 
and  finally  end  up  as  unemployed  graduates. 
Since there are more aspirants and fewer seats in 
colleges, the cut off percentage each year is mind 
boggling. To site an example, this year one of the 
colleges in Delhi University declared a cut off of 
100  %  raising  alarm  bells  across  the  entire 
nation.  This  leads  to  unnecessary  stress  and 
disillusionment  amongst  the  youth, 
notwithstanding  the  fact  that  entry  to  these 
colleges does not ensure employment. 
 We  should  have  invested  more 
generously in education in the decades gone by. 
As a result today India is emerging as a country 
of contrasts. Our millionaires in the Forbes list 
multiply every year but our poor don’t seem to 
be  reducing  either.  Some live  in  homes  worth 
millions, millions of Indians do not have homes 
at  all.  Many  are  obese  but  many  more  are 
malnourished. Some children go to best schools; 
others never get to see a school.  

Solutions

Our definition of literacy requires review to 
adapt to our requirements and circumstances. Let 
right  to  education  act  like  catalyst  to  educate 
each  and  every  child  in  India.  Government 
cannot accomplish this alone but must take the 
lead with a steely resolve, and encourage every 
Indian  to  participate  in  Mission  Education. 
However today the greater challenge for us is not 
only to bring the children to school but to keep 
them there:-

i. Education  must  become  a  national 
priority.  Motivate  ordinary  citizens  to 
participate  in  propagation  promotion  and 
execution  of  policies.  Let  there  be  a 
nationwide debate at all levels to overcome 
the hurdles pertaining to education .It should 
include  Doctors,  Teachers,  Principals, 
Scientists    Politicians,  NGOs 
Environmentalists to come up with creative 
suggestions .Any delay would only worsen 
things  because  30%  population  when 
changed  to  figures  would  mean  three 
hundred million,  four  times the population 
of France.

ii. Education  upto  Primary level  must  be 
kept  simple,  holistic  and  all  inclusive.  Let 
there be uniform curriculum with a universal 
aim.   It should prepare a child for life.

iii. Education  and  vocational  education 
must be linked.  As the saying goes you give 
a man fish, you have feed him for a day; you 
teach  him  to  fish,  you  feed  him  for  life. 
Children should be taught life skills. 

iv. Government must spend generously on 
improving  the  infrastructure  of  education. 
Only  an  attractive  school  with  a  good 
playground will help to bring the children to 
school. Cash rich sports bodies like Board of 
Control for Cricket in India can open sports 
centers for schools to encourage sports.

v. Open  counseling  centers  within  easy 
reach  of  schools.  As  professionals, 
counselors  can  also  help  in  convincing 
parents  about  importance  of  educating  the 
girl child besides dealing with other range of 
psychological issues. In addition girls can be 
given scholarships and stipends.

vi. Children  coming to  schools  should  be 
given dry rations in form of lentils, rice and 
flour,  which  can  be  carried  home.  Poor 
parents will be encouraged to send all their 
children to school.

vii. Passing every child upto fourteen years 
can be counter- productive.  The purpose of 
education  is  not  to  impart  bookish 
knowledge,  but  to  encourage  independent 
and logical thinking. Evaluation of a student 
must be comprehensive which must include 
games and other co-curricular activities. 

viii.India  is  a  giant  in  information 
technology  and  hence  reaching  basic 
education to every nook and corner should 
be least of our problems IT companies like 
Wipro,  Infosys,  HCL,  can  lend  support  in 
return for tax sops.

ix.  Other  Corporate  houses  and 
businessmen  can  be  encouraged  to 
participate in this mission,   partly as social 
responsibility  and  partly  in  form  of  tax 
holiday.  They can be made to adopt school 
or schools from village to city levels. It  is 
only  imperative  that  the  rich  share  their 
wealth in the larger well being of the Nation

x. The task of local administrative bodies 
like Gram Panchayats in the rural areas and 
Municipality  in  the  urban  areas  must  be 



clearly  defined  by  the  government  with 
fixed  targets  and  ensuing  accountability. 
Those  Government  servants  wanting  to 
participate  in  mission  education  can  be 
given five year extension with full pay and 
training. Similar incentives can be offered to 
elderly  citizens  retiring  from  the  private 
sector. 

xi. School  children  after  class  XII  can 
adopt  the  project  of  ‘each one  teach  one’. 
Extra  marks  can  be  awarded  to  every 
student  who  undertakes  such  a  project. 
Students  can  also  spread  awareness  about 
education  by  conducting  lively  street 
theatre.

xii. Let  print  and  electronic  media 
voluntarily  come  forward  to  spread 
educational  awareness.  It  can  even 
contribute in distance education programs. 

xiii.India needs to treat its teachers well and 
give  them  the  respect  and  dignity  they 
deserve.  Government  could  create  ‘Indian 
Teaching Services’ on same lines as Indian 
Administrative Services.  Teachers must be 
paid  well  to  attract  the  best  talent  in  this 
line.

xiv. Government  should  foster 
partnership  with  private  schools  and 
compensate them well. Private Schools will 
not  only  accommodate  poor  children  but 
also impart quality education.

Conclusion

India  is  the  second  most  populous  country 
with a huge pool of human resource. It is also 
the  second  largest  emerging  market  with  an 
anticipated growth of 10% in near future. The 
size and population increases our complexities 
and  hence  to  look  for  a  single  formula  for 
solution would not be very wise. However that 
also does not give us a reason to be complacent 
any more. As an educator for last nineteen years 
and  having  taught  in  nine  different  states, 
reinforces  my  belief  that  we  need  to  work 
collectively as a nation, to tame the monster of 
illiteracy. Revolutions are made possible when 
common people participate. The world does not 
care about the labor pains until  you show the 
baby.  Six  decades  post  independence  a  large 
number  of  our  people are still  groping in  the 
dark. It pains me when a movie like ‘Slum Dog 
Millionaire’ gets noticed by the world as I am 
unable  to  come  to  terms  with  reality.  Let  us 
double our collective resolve and invest whole 
heartedly in  education to  secure the future of 
this great Nation.
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Abstract 
 
"-We are like dwarfs on the shoulders of giants”, John of Salisbury’s famous quote, later made even 
more famous by Newton, is often used to explain how researchers, artists, or whoever, uses previous 
knowledge to build upon when exploring the new. Those impressive giants of fashion, Poiret, Vionnet, 
Balenciaga, Yamamoto, just to mention a few, how do we get up on their shoulders and how can we 
be able to see what they saw and possibly even further? This paper will highlight that educating 
designers only differs slightly from training athletes. When teaching new techniques the area of 
training is broken down to graspable components and focus is on one muscle or move at a time. One 
first needs to get every individual step right, then our performance might improve. 
 
Copying is needed for developing creativity, repeating the past is one of the corner stones within 
fashion design. If I would need to put forward one formula for making a successful fashion collection 
I would say that the collection should be perceived as totally new and groundbreaking while at the 
same time being familiar and recognizable to the viewer. To achieving this one will need to bring in 
aspects already familiar to the audience but we need to bring copying further than that. I will show that 
imitation is not only a fundamental activity when learning practical skills but also has an essential part 
in teaching creativity. 
 
Keyword: education, art, creativity and fashion 
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Abstract 
 

Making Sense of Living	Leadership	 
 

This presentation is based upon a synthesis of two research projects. First, case studies 
of five of the best elementary schools – by reputation – in Alberta were completed. 
Teachers, principals, and support staff in these schools were asked two questions: (A) 
What makes this school such a good place for teaching and learning? and (B) What does 
the administration do to help? Data gathered through interviews were organized, 
analyzed, and synthesized into five case studies – one for each school. Drafts of each 
case study were made available to participants to verify findings. A book outlining the 
findings is currently in press.1 The second research project combined fifty interviews 
with teachers and school leaders into a book focused upon a compilation of ten years of 
success stories from the Alberta Initiative for School Improvement (AISI).2  
 
As applied researchers, we asked and answered three questions about these projects: 
(1) What? {What did we find?}; (2) So What? {What do these findings mean?}; and, (3) 
Now What? {What should we do after we make sense of the findings?} This presentation 
attempts to answer those questions – especially the final question as we try to 
understand what these research findings suggest for the ethical and practical actions of 
principals.  
 
In these studies, successful school leaders used very human skills centered upon 
building strong relationships. This research also reinforced how dedicated and ready 
teachers were to work hard. The greatest strength of the principals we studied was that 
they mediated and advocated so teachers could do the work they very much wanted to 
do – help children learn. In the schools researched, good leadership underpinned the 
school’s success and student learning.  
 
This paper attempts to pull together what we have learned about both the practical and 
the ethical leadership actions of principals. We believe the practical and the ethical 
together transform educational spaces so that both teachers and students might learn. 
The findings are not dissimilar to what others are saying about leadership from a wide 
variety of areas inside and outside of education. However, it is impossible to over 
emphasize one key leadership activity that, although shared by the principals studied, 
was noted but not stressed in the literature. That is the clear focus principals placed on 
building relationships within their schools – relationships between administrators and 
teachers; between teachers and school staff; and between teachers, parents, and 
children. These school leaders believed their most important assets were people. As they 
worked within their schools, principals in our study operated from the belief that all 
people (including students and teachers) must be able to build knowledge, solve 
problems, and respond creatively. 
 
The highly effective principals studied were leaders, comfortable with change, who had 
exhibited the ability to identify and articulate an organizational vision, foster acceptance 
of group goals, promote high performance expectations, provide appropriate models, 
encourage intellectual stimulation, and develop strong school cultures. The study 
principals believed teachers and students were more than capable of controlling their 
own lives and environments.  
 

1Parsons, J. & Beauchamp, L. (in press). Living leadership for learning: Case 
studies of five Alberta elementary school principals. Edmonton, Alberta: Alberta 
Teachers’ Association. 

2Parsons, J, & Harding, K. (2010). Little Bits of Goodness. Edmonton, Alberta: 
School Improvement Press. 
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Abstract 

Research objectives. The purpose of this descriptive exploratory study was to increase our 

understanding of how artistic pedagogical technologies (APTs) (Perry & Edwards  2010) influence online 

post‐secondary classrooms. APTs are art‐based teaching strategies. This study reports on the effect of 

APTs called photovoice, parallel poetry, and conceptual quilting on online learning environments from 

the perspective of graduates students from a Canadian online university. 

Methodology  

Sample. The convenience sample included 15 students who had just completed an online graduate 

course in which the three APTs were used. The participants had completed one of three courses 

selected for the study. The three instructors teaching the courses were doctorally prepared, 

experienced, online educators. Since this was a qualitative study, the purpose of which is not to produce 

generalizable findings, a convenience sample was appropriate. 

All students who completed the three courses in the study were contacted via email by the research 

assistant (RA) after all grades were finalized. The students did not know in advance that the courses they 

were taking were part of a study. The email from the RA invited them to contact her via email if they 

were interested in participating. The RA obtained informed consent from 15 students who responded. 

At the time of the study, one student had only completed one online course (the study course) and 14 

participants had completed two or more online courses (including the study course). Participants were 

from across Canada and pursuing Master’s degrees in nursing or health studies online. 

Data Collection. All participants completed an online questionnaire that assessed their perspectives 

regarding the effect of APTs on the learning environment in the online post‐secondary class they had 

just completed. The questionnaire was adapted from Rovai’s (2002) Classroom Cohesion Scale (CSS) and 

Richardson and Swan’s (2003) Social Presence Scale (SPS). The questionnaire, prepared using 

SurveyMonkey, collected qualitative and quantitative data. Completed questionnaires were sent 

electronically to the RA where they were coded and identifiers removed. 

Participants were asked if they were willing to participate in a follow‐up focus group to provide data to 

augment the questionnaire responses. The focus groups were moderated by the RA and held using 

teleconferencing. The RA moderator initiated discussion by posing general questions and probed to 

gather data. Six of the original 15 respondents participated in the two, three member focus groups.  

Each group lasted 45 minutes.  After each group the RA made written notes regarding key statements. 

Data Analysis. Data analysis included hand‐coding of qualitative questionnaire and focus group data. The 

research team independently analyzed the data and then comparing findings. Specifically, texts were 

read several times; fragments of sentences or groups of sentences expressing a key idea were 

highlighted; and these were grouped to identify core themes. The discovery of themes was aided by 

using three points of reference; recurrence of ideas within the textual data; repetition; and forcefulness 

(Owen, 1984). Qualitative data were also analyzed using NVivo software.  



Outcomes. Three themes emerged from the analysis. The APTs increased the quality of interactions 

among students, enhanced the sense of community, and helped student apply course content to their 

personal and professional situations. Further, APTs may help create educational environments that 

students found invitational. Purkey’s (1997) invitational theory, especially the four propositions of trust, 

respect, optimism, and intentionality are useful in furthering discussion of the effect of APTs on the 

online educational milieu.  



                         Hawaii January 5‐8, 2012, Education Conference proceedings submission 

 

1. Dancing into science: motivating the elementary level student teacher. 

2. Dennis L. C. Procter, Ph.D. 

3. School of Education, University of Northern British Columbia. 

 

4.  University of Northern British Columbia, 3333 University Way, Prince George, B.C., Canada V2N  4Z9 

 

5. procterd@unbc.ca 

 

6. ABSTRACT.  Science is often one of the least appealing teaching subjects for many elementary‐level 

student teachers. A survey of student teachers showed at least half who had no recent science 

background, and even more who are uncomfortable with the prospect of teaching science. My goal was 

to take a cohort of 30 student teachers in the second semester of a four semester (2‐year program) 

degree program and persuade all of them that they could both teach and enjoy science, regardless of 

their previous experiences with the subject. My general strategy was to model application of dance to 

science teaching/learning, thereby engaging multiple intelligences in science education. Furthermore, 

the exercises also demonstrated how diverse cross‐disciplinary connections can be made. The 

discrepant events embodied in the process are intended to show that almost anyone can dramatize 

almost any concept. The follow‐up to this participatory demonstration was to have the students, in 

groups of 4‐6, present highly dramatized lessons to the class as their final course assignments. 
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6. Abstract : 

 
This paper analyzes how a notion of learning as valuing constructed from the 
philosophical work A. N. Whitehead differentiates five dimensions of feeling in his 
theory of experience.  The analysis reviews Whitehead’s theory of Physical 
Feelings, Conceptual Feelings, Transmuted Feelings, Propositional Feelings and 
Intellectual Feelings to suggest how a form of selectivity operant in each form of 
feeling can be regarded as processes of valuation and evaluation.  The work 
presents an organic theory of  learning theory as:  a. continuous “visceral” selective 
self-emergence into the insistent present; b. pre-conceptual selection of worth and 
purpose;  c. transformative adjustment of contrasting qualities and categories; d. 
differentiation of what could possibly be from of what is; and e. conscious 
perception and judgment that distinguishes what is from what ought to be.  
Through analyses of these feelings, the notion of learning as valuing is constructed 
and presented as a basis for developing interpretive and critical approaches to 
teaching.       
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The Diffusion of Geographic Information in Taiwan’s 

Senior High Schools 

Jinn-Guey Lay
1
, Yu-Wen Chen

2
 

 

INTRODUCTION 

With the development of information technology and reforms in geography 

education, Geographical Information System (GIS) gradually acquires a more 

prominent role in Taiwan’s high school geography education. In 1999, GIS concept 

was incorporated into the geography curriculum guideline for the first time. The 

guideline stipulated that GIS should be offered as an elective course in the 12
th

 grade, 

the last year of the high school system. GIS learning further became compulsory in 

the 2006 and 2010 curriculum guidelines. While the 1999 curriculum guideline 

stresses the teaching of GIS concepts, the 2006 and 2010 guidelines further add 

examples of how GIS can be applied to monitor mudslides, diseases, floods, and 

urban planning, etc. Moreover, the 2006 and 2010 guidelines advocate the cultivation 

of hands-on experience of operating relevant hardware and software. There is a trend 

to encourage project-oriented teaching which enables students to use GIS to solve 

problems in geography classes.  

The advent of the GIS knowledge and skills in the new curriculum poses challenge 

to most geography teachers in Taiwan as many did not have formal training in this 

subject before becoming teachers. This is because not all Geography Departments in 

universities offer compulsory courses on GIS. Even they do, the learning hours are 

insufficient for future geography teachers to become fully familiar with GIS operation. 

There is hence a demand for in-service training and complementary teaching 

materials for high school geography teachers to fill this capability gap.  

The crux of this paper lies in exploring the diffusion of the GIS knowledge and 

skills, as kind of innovation diffusion (Assimakopoulos 2000), through in-service 

training to high school geography teachers in Taiwan. As Rogers (2003) defines, 

innovation diffusion occurs when innovation is disseminated through an organization 

or system where the members accept and further become users. In education, it refers 

to any new concept, method, project, or technology which is used to improve 

educational quality or effectiveness (Fullan and Pomfret, 1977). Using the concept of 

innovation diffusion to study educational reform is not the mainstream, but it has 
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gradually come into prominence in educational studies. Most of them discuss the 

linkages between information technology and education. We seek to explore who and 

which schools have participated in these training programs, what motivate them to 

attend training, and what are the medium for disseminating and imparting GIS 

knowledge and skills. Social network analysis (SNA) and descriptive statistical 

analysis of data collected from a census among Taiwan’s high school geography 

teachers are employed to this end.  

Like with various countries around the world, GIS is increasingly heralded as a 

potentially effective tool for teaching spatial thinking and reasoning in K-12 

classrooms, little research exists exploring how it becomes known and even gets 

integrated in formal education. In Taiwan, there is no comprehensive and systematic 

analysis exists so far to capture this trend. The significance of this research lies in 

filling this gap.  

  The remainder of this paper commences by identifying the key promoters of GIS in 

Taiwan. The third section explores GIS diffusion at the high school level, while the 

fourth section focuses on the individual level (i.e., high school teachers). The fifth 

part explores what drive teachers to attend GIS training. Method and data have been 

presented only in their respective sections, rather than as an overall section dedicated 

to methodology and data, as different data sets were used for the third, fourth and fifth 

sections. The sixth part concludes this paper by indicating how GIS diffusion among 

high schools can affect GIS diffusion at the university level, which is a theme worthy 

of exploration in the future. 

 

GIS PROMOTERS  

  In 2011, we conducted a census among 1,530 high school geography teachers in 

Taiwan. The questionnaire surveys the respondents’ demographic backgrounds and 

GIS experiences. There are also sections where we asked the respondents to list 

persons, organizations or channels where they obtain information of GIS training 

opportunities. This census represents the most extensive survey to date, assessing high 

school geography teachers’ GIS adoption and usage in Taiwan.  

  Before the census, we first had four experts evaluate the validity of the 

questionnaire. A pilot test was conducted with thirty randomly selected high school 

geography teachers to check the measuring items. Alpha testing of survey items 

confirm their reliability. After the pre-test, the questionnaire was officially distributed 

to 1,530 high school geography teachers. We received 724 returned questionnaires, 

rendering a response rate of 47.3 %. Since two were invalid, we ended up with 722 

questionnaires for analysis. 

 



  In this section, we first explore the result from one section of the census which 

asked respondents to identify persons, organizations or channels where they acquire 

GIS training information. This particular question allows us to construct SNA data 

that can be used to identify key actors in disseminating GIS training information. 

Initial coding of the SNA data is straightforward – an actor (i.e., individual, website, 

and organization) identified as being involved is awarded a score of 1, while the ones 

not involved are given 0 (Wasserman and Faust 1994). This process generated an 

actor-by-actor one mode data set. This information is then processed using SNA 

software, UCINET to calculate the centrality indices of the actors (Borgatti, Everett, 

and Freeman 2002).  

In Table 1, we present the most straightforward index, degree centrality, to show 

each actor’s frequency of communications with other actors in the diffusion networks. 

It is assumed that when an actor has a high degree centrality, this actor is a more 

popular center for disseminating training information (Cho et al. 2005). Table 1 lists 

the top ten common actors that provide information of GIS training in Taiwan. As 

shown, the Geography Center in National Taichung Girls’ Senior High School in 

central Taiwan stands out as the most important hub. Established by Taiwan’s 

Ministry of Education (MOE), this Center provides in-service training for teachers 

and gathers teaching modules for further improvement of the new curriculum. It is not 

surprising that this Center is identified by most respondents as the main source where 

they acquire training information. 

 

Table 1. Top ten diffusion sources  

Ranking  Actors Types Degree 

Centrality  

1 Geography Center MOE-sponsored 

social/educational 

organization 

323 

2 GIS EDU (http://gisedu.tw) Website 193 

3 Department of Geography of 

National Taiwan University  

Educational and research 

organization 

188 

4 Taipei Education Counseling 

Group 

MOE-sponsored 

social/educational 

organization 

94 

5 Ministry of Education  Governmental agency 88 

6 inservice.edu.tw  Website 76 

7 Partner Learning Schools  MOE-sponsored 

social/educational 

66 



organization 

8 Department of Geography of 

National Taiwan Normal 

University 

Educational and research 

organization 

44 

9 Lungteng Cultural Co. Private company 31 

10 Teacher numbered 1114 Individual 15 

 

  The second most common source to get training information is through a website 

called GIS EDU (http://gisedu.tw). This website is maintained by the Department of 

Geography at National Taiwan University (NTU), sponsored by the MOE. In fact, 

NTU’s Department of Geography is the third common source to disseminate training 

information. This should not come as a surprise as this educational and research 

institution has been entrusted by the MOE to undertake the mission of promoting GIS 

education. As one of the leading geography departments in Taiwan, it advocates the 

integration of GIS into high school curriculums. Further, it offers in-service training 

for teachers. GIS EDU is in fact part of this Department’s effort in carrying out these 

objectives. Hence, we see that both this Department and its GIS EDU are among the 

top three sources for disseminating GIS in Taiwan. In addition, many alumni of 

NTU’s Department of Geography are high school teachers. They tend to consult NTU 

for GIS training opportunities, thus making NTU an obvious center for information 

dissemination.  

It is worth noting that, as part of the promotional strategy, NTU’s Department of 

Geography also organizes nationwide contests of GIS Drawing and GIS Applications 

in Teaching, offering high school teachers the opportunity to apply and share GIS 

experiences. Through these events, it is anticipated that the general public also gets to 

know more about GIS.  

  Both NTU’s Department of Geography and the Geography Center in National 

Taichung Girls’ Senior High School are entrusted by the MOE to offer in-service 

training nationwide. However, the content and the venue of their training differ. In 

2009 and 2010, for instance, the Geography Center offered eight GIS workshops and 

four non-GIS workshops. GIS workshops were always held in the Center. NTU, 

differently, offered pure GIS-focused workshops. Regarding the venue, NTU had a 

preference to host training in different regions in Taiwan, with the anticipation that 

schools and teachers from more corners of the island can have access to cultivate GIS 

skills.  

Taipei Education Counseling Group and Partner Learning Schools are 

government-sponsored organizations that invite high school teachers to jointly 

exchange their teaching experiences and elevate their professional capacities through 



social and educational activities. Both have close contacts with the MOE and the NTU 

in advertising GIS training opportunities. This is why they are among the top ten 

actors in disseminating relevant information.  

Some private GIS companies, such as textbook publishers (e.g., Lungteng Cultural 

Co.) and HitronTechnologies which sells ArcGIS and ESRI products in Taiwan are 

also GIS promoters. But only Lungteng Cultural Co. makes itself to the top ten list. 

This publisher is unique in that it has a close connection with the Department of 

Geography at National Taiwan Normal University (NTNU), another top ten 

information hub in the GIS dissemination network. A large number of NTNU alumni 

work as geography teachers. The staff at this publishing company is also 

predominantly NTNU alumni. In other words, there is a cluster of people connecting 

to the NTNU, and they benefit from pre-existing social ties which facilitates the 

sharing of information and resources, further leading them to become hubs for GIS 

dissemination. 

Overall, Table 1 displays clearly a top-down nature of GIS promotion in Taiwan. 

The top eight actors are greatly sponsored by the MOE. The government provides 

financial supports and resources, while educational and research institutions offer 

expertise to carry out GIS training. The top ten actors are highly interconnected and 

hold tremendous accesses to resources, a vital determinant for promoting GIS. In 

comparison, teachers and schools are more passive because they do not have direct 

control over resources to adopt GIS. They look to the top ten actors for information, 

expertise and resources. In the terminology of innovation diffusion, they are hence 

later acceptors and adopters of GIS technology. Only one individual, a teacher (coded 

1114) is a hub of GIS dissemination. This teacher is an exception in that she is an 

adopter with superior access to the NTU. She was a graduate student of the 

Department of Geography at NTU. She is personally keen in advocating GIS 

education and has a close relationship with GIS promoters based at NTU; both factors 

have led her to become a key information gateway. 

 

GIS DIFFUSION THROUGH IN-SERVICE TRAINING  

  After understanding the key promotional actors, we further explore how schools 

adopt GIS by looking at the number of in-service programs held by NTU’s 

Department of Geography from 2003 to 2010. The reason for choosing the NTU’s 

workshops, not the Geography Center’s training for analysis is that NTU’s programs 

are solely focused on GIS training; it is easier to make comparison across years. The 

Geography Center’s programs, as said, are not always GIS-centered. It is not easy to 

compare when the content of training varies greatly across workshops.  

  In these eight years, teachers from 327 schools have joined the workshops. They 



constitute 67.6 percent of all high schools (n=484) in Taiwan. An overview of the 

types of schools where these teachers are from shows that the majority (163, 49.8%) 

are public high schools. They constitute 88.1% of all public schools (n=185) in 

Taiwan. The second largest type involves private high schools (n=83). This is 

followed by public vocational schools (n=64). Public vocational schools are also 

engaged in education from the 10
th

 to the 12
th

 grade, but with a focus on vocational 

skills and knowledge. The least active type is private vocational schools; only 17 

(5.2%) have teachers who attended GIS training. In general, teachers in public schools 

are more active in learning GIS than their peers in private schools (Table 2). This 

should not come as a surprise because both students and educators in public schools 

are prone to outperform their peers in private schools academically. Their 

self-motivation in learning and the pressure they face from parents and the society are 

generally higher, resulting in their relative active involvement in GIS training.  

 

Table 2. Types of schools involved in GIS in-service training  

 Participating 

numbers (A) 

Total numbers of that 

type of schools (B) 

A/B 

Public high schools 163 185 88.1% 

Public vocational schools 64 91 70.3% 

Private high schools 83 141 58.9% 

Private vocational schools 17 67 25.4% 

Total 327(C) 484 67.6% 

 

 

  Also, there are generally fewer geography teachers in private schools. Private 

school teachers are inclined to be overloaded with teaching since each has to cover 

more pupils than his or her peers in public schools. This could have resulted in their 

teachers’ lack of time and hence lack of motivation to undertake GIS in-service 

training than their peers in public schools.  

  Figure 1 demonstrates the cumulative numbers of participating schools in four 

different regions of Taiwan from 2003 to 2010. A four-phase diffusion process can be 

discerned.  

 



Figure 1. Cumulative numbers of schools participating in NTU’s training  

   

 

Slow Diffusion in the Early Stage (2003-4) 

In the first year (2003), the participating schools were mainly those from northern 

and central Taiwan. This is related to the promotional strategy of the MOE and NTU, 

which selected around eleven “seed” schools in the north to join this promotional 

mission. The 2003 workshops were focused on training geography teachers in these 

seed schools, expecting that they can take the lead in sharing their experiences with 

peers in nearby schools to further disseminate the knowledge.  

While in 2003 all training was conducted at NTU in Taipei, the locations were 

expanded to National Taichung Girls’ Senior High School in central Taiwan and 

National Kaohsiung University in southern Taiwan in the subsequent year. In 2003 

and 2004, the cultivation of seed schools was the main objective. Some schools were 

not seed schools at that time, but had participated and further became seed schools in 

later years.  

 

Rapid Diffusion in the Middle Stage (2005-6) 

In 2005, NTU started to organize workshops beyond the Taipei, Taichung and 

Kaohsiung metropolitan areas. GIS training was conducted for the first time in eastern 

Taiwan, in National Hualien Senior High School. In these eight years, the year 2006 is 

the peak year when 109 new schools attended the training programs for the first time. 

Up to 2006, teachers from 219 schools have participated in GIS training, constituting 

virtually 45% of all high schools (n=484) in Taiwan. 

   

Slowing Down in the Third Stage (2007-8) 



In 2007 and 2008, there were fewer training opportunities held by the NTU, and 

mostly were centered in northern Taiwan. This is because most potentially interested 

schools had already participated in the previous four years; there are fewer new 

comers in this third stage.  

 

Second Peak in the Most Recent Stage (2009-10) 

Training opportunities held by the NTU rose again in 2009 and 2010, and it seems 

that they were accompanied by a mounting number of new schools that joined the 

workshops. We surmise that this surge is related to a change in the syllabus, that is, 

for the first time that the usage of Google Earth, Google Map and QGIS were 

introduced in the workshops. In comparison with conventional GIS software 

programs, these tools are free and easier to operate. Integrating them in the training 

program could have enticed old and new attendees to take part.  

  Although we do not have specific data to prove that the rising number of attendants 

in this phase is related to this new training syllabus, we can see from the 

aforementioned census data that the majority of teachers do rely on freeware, such as 

Google Earth (575 respondents) and Google Map (500 respondents) in their lectures. 

This is followed by GPS with 291 respondents and ArcGIS with 179 respondents. 

Quantum GIS (54 respondents), MapInfo (44 respondents), Geoda (3 respondents), 

and Geo Commons (2 respondents) are less used (see Figure 2). Because Taiwan’s 

high schools are usually not well-equipped with GIS hardware, software and spatial 

data, their teachers depend on freeware, which they can easily adopt and further 

disseminate to their pupils.  

 

Figure 2. GIS tools used in lectures  

 
Note: The same teacher can appear in multiple columns.  



Overall, Taiwan’s GIS diffusion involves four phases of development. It was rather 

slow at the outset (2003-4) when not many schools joined. This is understandable 

because GIS was not widely known among high school teachers in the inception. GIS 

training during this period focused on nurturing attendees’ interests in GIS, further 

anticipating that they could develop students’ interests in GIS. When the proportion of 

GIS in high school education increased in the 2006 curriculum as a result of 

educational reform, however, geography teachers faced the immediate pressure to 

learn the skills themselves. GIS training was no longer for the mere cultivation of 

interests, but aimed to develop teachers’ capacity to teach GIS. This demand 

inevitably pushed the sharp and rapid rise of new participating schools until nearly 

half of the high schools had geography teachers attend the training. Then the diffusion 

grew slow, with fewer schools joined the training. This trend appears to correspond to 

the S-curve (slow-rapid-slow) that most researchers in innovation diffusion have 

discovered (Rogers 2003). What is refreshing is that in 2009 and 2010 the number of 

new participating schools increased again, culminating in a new phase of rapid 

diffusion. We believe that governmental support for new workshops and the injection 

of new elements in the training syllabus were the driving force for this new surge.  

 

GIS ADOPTION 

  Apart from observing diffusion at the school level, we seek to capture teachers’ 

general participation. In the aforementioned census, we have surveyed high school 

geography teachers’ frequency of attending GIS workshops during the past five years. 

The result shows that teachers attend on average 3.2 times. Most respondents (160, 

24.5%) have attended twice during the past five year. The second largest group (123, 

18.9%) attended 3 times during the past five years (see Figure 3). There was only one 

teacher who has taken part more than 30 times during the past five years. This teacher 

is unique in that he is known to be enthusiastic about GIS and has been regarded by 

his peers as a GIS expert in Taiwan. 

 



Figure 3. Frequency of attendance in GIS training 

 

 

 

  Among the respondents, 84 percent (n=601) have used GIS tools and relevant 

materials in their lectures. In the semester during which teachers apply GIS tools and 

relevant tools, however, most teachers (460, 77%) only use the tools one to five times 

(Figure 4). 

 

Figure 4. Frequency of applying GIS in lectures  

   

 



  Most respondents (582, 81%) express that they primarily apply GIS when the usage 

is directly suggested in the textbooks. For instance, in the grade 10 curriculum, there 

is a section on cartography and geographic information. 576 (80%) respondents 

express that they have applied GIS tools and materials in that session. In physical 

geography in the 10
th

 and the 12
th

 grades, GIS is suggested to analyze natural 

phenomena. Relatively more teachers use GIS accordingly in these lectures (see 

Figure 5). By contrast, since GIS is not touched upon in human geography in the 

curriculum, fewer teachers apply GIS when teaching human geography. This alludes 

to the rather passive attitude of teachers in applying GIS; they mostly apply it when it 

is noted as necessary in the curriculum. This finding is echoed by the study of Chuang 

(2010), in which she finds that most high school in Taiwan do not allocate any extra 

hour for cultivating students’ GIS knowledge and skills. Geography teachers hence 

often feel that there is not enough time to fully teach GIS. They only want to focus on 

what is laid out in the textbook about GIS, but have not ambition to offer more.  

 

Figure 5. Lectures where GIS is applied 

 

Note: The same teacher can appear in multiple columns.  

 

  When asked how they actually apply GIS in lectures, the majority (459, 64%) 

remains at introducing GIS data to students. A relatively larger group (371, 51%) also 

use GIS to aid teaching and conduct spatial analysis (Figure 6). This illustrates that 

both “teaching about GIS” and “teaching with GIS”, two vital dimensions of GIS 

application in education as laid out by Sui (1995), are carried out in Taiwan. Very few 

teachers, however, have tried to integrate GIS with other disciplines.   



Figure 6. The ways GIS is used in lectures 

 

 

Note: The same teacher can appear in multiple columns.  

 

POTENTIAL EXPLANATIONS FOR GIS ADOPTION 

What then, motivate teachers to adopt GIS? On a 5-point scale (i.e., strongly disagree, 

disagree, neutral, agree, and strongly agree), we have asked the respondents to 

identify potential incentives. Four categories of explanations can be discerned. 

 

Perceived Usefulness of GIS Adoption 

  As Table 3 indicates, most respondents lean towards believing that GIS training can 

enhance their job performance, such as elevate learning effect, increase learning 

interests, and cultivate students the ability to reason geographically, etc. The mean 

scores of the factors of “useful in teaching”, “necessary in teaching” and “increase 

learning motivation and interests” are particularly above 4, implying respondents’ 

salient agreement with these benefits. This finding is consistent with various other 

studies which highlight the importance of perceived benefits in GIS adoption (Davis 

1989; Baker, Palmer, and Kerski 2009; Kerski, 2003).  

  Only two factors are less attractive (i.e., mean score below 3) for teachers. First, 

educators tend to disagree that their GIS training can enhance students’ employment 

skills. This is not difficult to understand as high school education in Taiwan is geared 

toward higher education at the university level, not immediate employment. Second, 

teachers tend to disagree that their GIS training can provide opportunities to partner 

with communities. This is comprehensible as collaboration with local communities is 



generally outside the domain of standard education in Taiwan. Accordingly, it is 

difficult for respondents to associate this utility with their decision to undertake GIS 

training.  

 

Table 3. Perceived usefulness of GIS adoption 

Variables N Mi

n 

Ma

x 

Mea

n 

Std. 

Deviati

on 

Faster accomplishment in teaching 712 1 5 3.62 .815 

Improve teaching performance 71

0 
1 5 3.94 .646 

Increase teaching productivity 70

6 
1 5 3.74 .704 

Enhance effectiveness in teaching 70

9 
1 5 3.72 .782 

Make it easier for the respondent to teach 70

9 
1 5 3.83 .749 

Useful in teaching 71

0 
2 5 4.08 .592 

Enhance learning 71

2 
2 5 3.95 .638 

Provide real-world relevance to subject 71

0 
1 5 4.00 .700 

Increase learning motivation and interests 71

1 
1 5 4.06 .626 

Encourage students to think geographically 71

0 
1 5 3.94 .667 

Provide exploratory tool for data analysis 71

0 
1 5 3.93 .695 

Help the integration of different subjects 70

9 
1 5 3.48 .756 

Provide opportunities for team work in learning 

environment 

70

8 
1 5 3.54 .725 

Help teach concepts of national and municipal 

boundaries 

70

8 
1 5 3.72 .799 

Provide students with employment skills 71

1 
1 5 2.95 .870 



Help students memorize geography knowledge in 

textbooks 

70

9 
1 5 3.55 .807 

Provide opportunities to partner with communities 70

6 
1 5 2.98 .794 

Obtain in-service training hours 71

2 
1 5 3.76 .818 

Necessary in teaching 71

3 
1 5 4.06 .651 

 

Perceived Ease of GIS Adoption 

  As the mean scores of the variables in Table 4 suggest, when teachers perceive 

learning GIS to be easier and flexible, they are more inclined to join GIS workshops. 

Perceived ease of use should not be defined narrowly as to whether GIS is facile to 

operate. Rather, it connotes the user’s judgment of how much efforts they need to put 

in order to use GIS. This involves their consideration for the time, resources, and 

labor that they need to allocate for using the technology (Davis 1989). For example, 

as noted previously, we observe that the integration of freeware, such as Google Earth, 

Google Map and QGIS from 2009 on has succeeded in generating a second rise of 

GIS adoption. Freeware is attractive because it reduces potential adopters’ concern for 

having to put too much energy and resources in acquiring and applying the 

technology.  

 

Table 4. Perceived ease of GIS adoption  

Variables N Mi

n 

Ma

x 

Me

an 

Std. 

Deviati

on 

Learning to operate GIS would be easy 711 1 5 3.6

6 

.810 

Finding it easy to get GIS to do what I want 

GIS to do   

70

9 

1 5 3.5

6 

.839 

Interaction with GIS would be clear and 

understandable 

71

1 

1 5 3.5

3 

.853 

Finding GIS to be flexible to interact with 70

9 

1 5 3.5

0 

.762 

It would be easy to become skilful at using 

GIS 

70

9 

1 5 3.1

4 

.908 

Finding GIS easy to use 70

9 

1 5 3.2

8 

.889 



Peer Influence on GIS Adoption 

  Some studies  find that social attitudes for or against a new technology play a role 

in technology adoption (Cheung, Chang, and Lai 2000; Malhotra and Galletta 1999; 

Kelman 1958, Fulk, Steinfield, Schmitz, and Power 1987; Lee et al. 2003; Cho et al. 

2007). We seek to examine the influences from peers (i.e., friends and colleagues) as 

well as from schools. As Table 5 illustrates, most respondents are leaning towards 

against or having a neutral position on the factor of peer influence.  

 

Table 5. Peer influence 

Variables N Mi

n 

Ma

x 

Mea

n 

Std. 

Deviatio

n 

Colleagues’ support 694 1 5 3.01 .864 

Friends’ (i.e., non-colleagues) support 69

4 

1 5 2.95 .848 

 

  This finding is supported by the network analysis mentioned earlier on. As shown 

in Table 1, individuals are less important sources of spreading information of GIS 

learning. Organizations and websites, especially those sponsored by the MOE, are key 

information hubs. There is a top-down nature taking place in terms of disseminating 

GIS in Taiwan. The cooperative efforts of the government and certain higher 

educational bodies play leading roles. Individuals and high schools tend to be 

receivers of information. They are later adopters. When teachers are deciding whether 

to attend GIS training or not, their self-perceived benefits of learning GIS are vital 

(Tables 3 and 4). The referral of peers is less crucial (Table 5).  

   

School Support for GIS Adoption 

Although peer influence is less salient, another aspect of social influence could be 

crucial. Table 6 suggests that the formal stance of schools towards GIS learning can 

give clues to teachers whether learning GIS is worthy or not. Apart from a more 

straightforward support for teachers’ in-service training, some schools encourage 

teachers to participate in teaching module competitions or to lead students to join 

geography competitions. Having the capacity to use GIS can be important for winning 

these competitions. For instance, NTU has been hosting the Geography Olympia for 

Taiwan’s high schools since 2002. When the competition was first held in 2002, no 

participating team used GIS. In the subsequent year, 2 out of 94 teams used GIS. In 

the fourth year (2005), 31 out of 79 teams applied GIS, and the first three winners all 

used GIS. This illustrates well why the need to win geography competition can 



prompt teachers to learn GIS.   

 

Table 6. School support for GIS adoption 

Variables N M

in 

M

ax 

Me

an 

Std. 

Deviat

ion 

Support for GIS training 70

9 

1 5 3.7

3 

.790 

Support for teachers to lead students to take part in 

geography competitions 

70

8 

1 5 3.6

8 

.769 

Support for teachers to compete in teaching modules 70

7 

1 5 3.5

5 

.765 

Support for teachers to integrate computer-aided 

teaching into normal education 

70

8 

1 5 3.7

4 

.766 

Support for teachers to attend activities of the 

Geography Center  

70

8 

1 5 3.6

0 

.759 

 

CONCLUSION: IMPLICATIONS FOR FURTHER DIFFUSION 

It has been more than ten years since GIS is integrated into Taiwan’s high school 

curriculum. This paper offers an overview of the complementary efforts buttressed by 

the government in helping high school geography teachers and high schools to adopt 

GIS.  

More than 90% of Taiwan’s high school students attend universities after 

graduation. If students are already familiar or equipped with GIS relevant experiences, 

this will influence the diffusion of GIS in various departments at the university level. 

For instance, apart from the Departments of Geography in various Taiwan’s 

universities, some departments in humanities (e.g., history) and social sciences (e.g, 

sociology) have increased GIS-relevant courses in their curriculums. We should 

anticipate a further diffusion of GIS in universities. This is a theme worthy of future 

exploration.  
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Teaching and Learning Visions: Transforming Schools of the Future (SoF) Learning Environments  
 

Abstract 
 

This interactive session shares action research on graduate level course in Emerging Technologies Research 
that experimented with project based learning with doctoral student research teams. The instructional approach to 
the Educ 802 intends to inform students’ research from leadership perspectives on future school models, new 
approaches to teaching, student-centered learning and digital equity.  The R2D2 framework introduces a practical 
model for creating educational experiences using the latest technology: Read, Reflect, Display, and Do (R2D2). 
R2D2 framework helps instructors of online or blended-learning courses design and deliver learner-centered 
instruction and maintain digital equity principles. The designs that resulted are based on educational leadership 
students graduate’s research and collective futuristic thinking and interactions that emerged during this research-
based hybrid course, Using and Integrating Emerging Technology into Education. SoF models in both digital and 
Web-based formats are shared in this session. The SoF visions incorporate a “systemic view” in showing what a 
day-in-the-life of a person learning and leading in a future school might look like. The findings will focus on 
emerging school design and leadership issues that are universal and global.   
 

Introduction 
 

This practice-based paper shares strategies on how to meet a variety of learning styles, backgrounds, and 
skill levels in future learning and teaching environments. Such activities include research-based thinking and 
reflective activities using Web 2.0 tools such as online blogs.  The school designs and research discuss activities for 
diverse learners’ needs that include hybrid learning, virtual tours, animations, and maps. For example, hands-on 
activities, including simulations and real-time cases, demonstrate ways to serve kinesthetic learners.  
 
Theory 
 

Theoretical foundations and research in this project are grounded in activity theory, works of Bonk and 
KeZhang (2008) in “Empowering Online Learning” and others. Bonk and KeZhang’s book offers more than 100 
activities that instructors can use with students in higher education courses and in corporate, government, K-12, and 
other training and educational settings.  The work of Joyce Pittman (2012-in press) in the book, Transforming 
Learning Environments: Classrooms for the Future evolved, in part, from the research that resulted in this action-
research project review. This action research study provides implications for improving the researcher’s practice and 
knowledge about new designs that inform how graduate education courses and learning environments of the future 
could be repurposed using project-based learning to integrate research and practice. 
 

Online learning has become popular because of its potential for providing increasingly flexible access to 
content and instruction at any time and from any place in the world. Frequently, the focus entails (a) 
increasing the availability of learning experiences for learners who cannot or choose not to attend 
traditional face-to-face offerings, (b) assembling and disseminating instructional content more cost- 
efficiently, or (c) enabling instructors to handle more students while maintaining learning outcome quality 
that is equivalent to that of comparable face-to-face instruction (USDE, 2010). 

 
Activity Theory Relevance 
 

Researchers have eagerly accepted principles of knowledge building of theorist Lev Vygotsky and others 
who engage in the study of object-oriented principles and practices. In fact, “cultural-historical theory of activity 
was initiated by a group of revolutionary Russian psychologists in the 1920s and 1930s. The approach was Lev 
Vygotsky (1896-1934) and his colleagues A. N. Leont'ev and A. R. Luria. They formulated a completely new 
theoretical concept to transcend the prevailing understanding of psychology, which, was then dominated by 
psychoanalysis and behaviorism. This new orientation was a model of artifact-mediated and object-oriented action 
(Vygotsky, 1978, p. 40).”  In this discussion transformational change in learning environments is premised on my 
belief, rooted in both Vygotskian and Leont’ev’s premise that the relationship between human agent and objects of 
environment is mediated by cultural means, tools and signs and cannot be separated. According to Bannon and 
Engestrom (unknown date), Leont'ev also introduced us to the division of labor principles as an essential progressive 
process behind the evolution of mental functions such as “visual mapping” of problems, solutions and outcomes.  
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The importance of this belief system or way of thinks is linked to leaders and teachers ability to visualize 

problems and solutions within a context of digital media tools, networked or Internet based clouds. This ne 
environment further allows work to be performed in conditions of joint, collective activity. Making the distinction 
between activity, action and operation became the basis of Leont'ev's model of activity theory, which many say is 
not a true theory. Instead it is described as  
 

… A set of basic principles, which constitute a general conceptual system, which can be used as a 
foundation for more specific theories. These basic principles of Activity Theory include object-
orientedness, the dual concepts of internalization/externalization, tool mediation, hierarchical structure of 
activity, and continuous development. The principle of object-orientedness states that human beings live in 
a reality, which is objective in a broad sense; the things that constitute this reality have not only the 
properties, which are considered objective according to natural sciences, but socially/culturally-defined 
properties as well. Available: http://carbon.ucdenver.edu/~mryder/itc/act_dff.html 

 
Therefore, the author’s assumption is that transforming learning environments depends less on changing 

the books, materials, computers, room layout, furniture to focus more on the human agent as a primary interface 
necessary to bring transformational change to learning environments and the way we prepare leaders, teachers and 
students to perform in these new settings (Pittman, 2012). 
 
 

 
Figure 1. Activity theory conceptual framework 
 
 
Background and Course Overview 
 

The Educ 802 Emerging Technologies Research course aims to inform research, theory, and design for the 
use and integration of emerging learning technologies to transform leaders’ thinking about creating new learning 
environments. In this course, through team inquiry, readings, written responses, discussions, and research activities, 
students explored and studied the leading thinkers, practitioners and researchers’ views on the future of learning 
with technology and media. In addition, this course provided the opportunity for students to identify, research, gain a 
basic knowledge of, discuss and evaluate ICT-NETS related standards in a public educational forum, discover new 
and emerging technologies and their impact on education, school reform, information systems, business, and society.  
 
Concepts & Applications 
 

By the end of the course, students were expected to demonstrate competency to: 
• Explore relationships between technology, multimedia, pedagogy and learning 
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• Discuss current issues in learning technology research including the effects of globalization 
• Develop a future schools team project using technology and a systems thinking framework 
• Reflect on their learning and thinking in an online portfolio/blog/Wiki or Blackboard discussion forum. 

 
Project-based Learning Expected Outcomes 
 

• Explain the emerging trends in technology and possible effects on our assumptions about learning. 
• Evaluate the use and integration of learning technologies to distinguish the impact on how we think, learn, 

communicate, and make decisions. 
• Compare and contrast the concepts of knowledge, information and literacy in new teaching and learning 

environments. 
• Ability to design and engage in leadership decision-making 
• Demonstrate research skills necessary to identify and evaluate emerging technologies (just-in-time 

learning).  
• Discuss in depth a chosen design for a future school that integrates emerging technology using independent 

research.  
• Construct guidelines for leadership capabilities that are necessary to converge shifts in thinking at both the 

personal and organizational levels in education reform plans. 
• Identify accessibility content issues and success factors 
• Examine media formats and explain how they help us understand difficult concepts or multi-dimensional 

contexts (e.g., space, time, change, layers, and/or culture). 
• Delineate the importance for IT professionals to keep abreast of evolving technologies and the effects on 

the evolution of students' media-based learning styles in education over the next decade.  
• Describe a diverse body of current leading-edge design-based research on new types of tools, applications, 

media, and environments in education, and the theories of learning 
• Portray the challenges to educational equity and diversity posed by emerging technologies and strategies 

for overcoming these problems related to the globalization of learning technologies. 
 
Definitions 
 

Discussion Board / Forum: A discussion board is a commonly used tool that allows students to chat with 
each other online. Discussions take shape using "threads" and "messages." A thread is simply a series of thoughts, 
comments, opinions, etc. on a particular topic, and each “post” adds to the discussion. When you first log into a 
Discussion Board, you will see all the different threads in a list. You can reply to threads or post new threads for 
others to read just by typing in your comment. http://studentsed.com/articles/online-education-glossary.html 
 

Problem-based Learning Theory (PBL) – J.C. Dunlap (2005) described as a curriculum and a process, PBL 
consists of carefully selected and designed problems that demand learner acquisition of critical knowledge, problem 
solving proficiency, self-directed learning strategies and team participation skills. By using PBL as a learning 
strategy, students assume increasing responsibility for their learning and faculty, in turn, become resources, 
instructors, and evaluators guiding the students in their problem solving efforts (McKissic, 2011). 
 

Wimba – is a provider of online education software applications for the education industry. It lets educators 
and students teach and learn online, engage in live chat and instant message exchanges, etc. 
http://studentsed.com/articles/online-education-glossary.html 
 

Digital Equity - is an emerging theory that has grown exponentially since 19922 that began with the digital 
divide phenomenon emergence during the Internet leap years (Rapaport, 2009). While the digital divide described 

	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
2	  That	  there	  might	  even	  be	  such	  a	  thing	  as	  the	  "Digital	  Divide"	  did	  not	  even	  cross	  the	  national	  mind	  until	  the	  1991	  passage	  
of	  the	  High	  Performance	  Computing	  Act,	  which	  funded	  a	  high-‐speed	  fiber	  optic	  network	  that	  would	  ultimately	  become	  
"the	  Internet."	  Without	  digital	  connectivity,	  home	  computers	  might	  still	  have	  been	  useful,	  but	  probably	  little	  more	  than	  
glorified	  typewriters	  or	  very	  expensive	  adding	  machines.	  Between	  1991	  and	  1996,	  the	  number	  of	  personal	  computers	  in	  
the	  United	  States	  jumped	  from	  300,000	  to	  over	  ten	  million.	  By	  the	  mid-‐1990s	  the	  development	  of	  Internet	  browsers	  like	  
Mosaic	  and	  Netscape	  was	  leading	  more	  adventurous	  users	  out	  into	  a	  new	  realm	  called	  "cyberspace."	  Email	  was	  becoming	  
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access as access computers and software tools, digital equity expanded the definition by describing access to 
technology as a critical factor or lifeline for learners within a context of equitable access to learning opportunity 
whether online or face-to-face. Researchers in this field often theorize this being achieved when everyone has the 
chance to utilize fast, easy, and appropriately, functional access to equipment, culturally relevant and meaningful 
content and access to the Internet (including broadband) both in and out of school. In addition, expert guidance is 
required to ensure effective use across a range of functions especially in navigating the multitude of social 
networking sites that continue to emerge. What does digital equity mean? Access to technology must means more 
than just computers and connections: 
 
Twelve (12) Criteria for Digital Equity 
 
1. Physical access to technology 
2. Appropriateness of technology 
3. Affordability of technology and technology use 
4. Human capacity and training 
5. Relevant academic content, applications, and services 
6. Integration into daily routines 
7. Socio-cultural factors 
8. Trust in technology 
9. Local economic environment 
10. Macro-economic environment 
11. Legal and regulatory framework 
12. Political will and public support 
 

 
Literature Brief 

 
Active learning in higher education, project based learning and preparing leaders for 21st century schools, 

students, teachers and leaders is a reality (Al Bustami, & Pittman, 2011). This review focuses on strategies for 
redesigning learning through project-based learning theory and digital equity to support active learning.   
 

 
Figure 2. Conceptual framework 

 
This project began with a review of past studies of the issues and trends in online teaching and learning in  

higher education. Given the rapid growth of online education and its importance for post- secondary institutions, it is 
imperative that institutions of higher education provide quality online programs including blended or hybrid 
instructional designs. The literature addresses student achievement and satisfaction as two means to assess the 
quality of online education. Studies focused on academic achievement have shown mixed reviews, but some 
researchers point out that online education can be at least as effective as traditional classroom instruction. Several 
research studies on student satisfaction in online courses or programs reported both satisfied and dissatisfied 
students (Schmidt, Gallego, 2001; Signor, 2003; Thurmond, Wambach, Connors,  & Frey, 2009).  

	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
an	  increasingly	  useful	  application,	  and	  officials	  in	  the	  Clinton	  Administration	  were	  beginning	  to	  wonder	  if	  access	  to	  
information	  technology	  was	  being	  fairly	  distributed.	  In	  summer	  1995,	  the	  new	  National	  Telecommunications	  &	  
Information	  Administration	  prepared	  a	  report	  called	  "Falling	  Through	  the	  Net:	  A	  Survey	  of	  the	  'Have	  Nots'	  in	  Rural	  and	  
Urban	  America."Available:	  http://www.edutopia.org/digital-‐generation-‐divide-‐connectivity	  

Project-‐
based	  
Learning	  
Theory	  

Digital	  
Equity	  

Active	  
Learning	  
Design	  
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Professional Development 
 

Faculty training and support is another critical component of quality online education (Fernandez, Clea & 
Yoshida, Makoto, 2004). Many researchers posit that instructors play a different role from that of traditional 
classroom instructors when they teach online courses, as well as when they teach face-to-face (FTF) courses with 
Web enhancements. Such new roles for higher education instructors require training and support. Several research 
studies have covered effective pedagogical strategies for online teaching (Lewis, 2004). Researcher found that 
instruction should be relevant, interactive, project-based, and collaborative, while providing learners with some 
choice or control over their learning. Additionally, Keeton (2004) investigated effective online instructional 
practices based on a framework of effective teaching practices in face-to-face instruction in higher education.  
 

In another study of pedagogical practices, Bonk found that only 23–45 percent of online instructors 
surveyed actually used online activities related to critical and creative thinking, hands- on performances, interactive 
labs, data analysis, and scientific simulations, although 40 percent of the participants said those activities were 
highly important in online learning environment.  In effect, a significant gap separated preferred and actual online 
instructional practices. Technology continues to play an important role in the development and expansion of new 
instructional designs in education as discussed extensively in R. Detweiler, "At Last, We Can Replace the Lecture," 
Chronicle of Higher Education, and in Zemsky and Massy (2004), "Why the E-Learning Boom Went Bust," 
published in the Chronicle of Higher Education (July 9, 2004, p. B6). 

 
Research shows one of the biggest challenges for online pedagogy is to create course material that is more 

digestible for students who do not learn well in online environments limited to reading.  Instructors in higher 
education must learn to diversify instructional content and teaching approaches to effectively communicate lectures, 
discussion, and learning activities in writing using digital media.  Digital equity requires that content be presented to 
students in ways benefitting all learners and that is conducive to multimodal learning through hearing, seeing, doing, 
or reflecting critically to address different learning styles (Pittman, 2006, 2003, 2002).   

 
The R2D2: Read, Reflect, Display, and Do framework was developed by Bonk and Zhang (2008) as a 

model to help instructors target different learning styles in their course activities. It calls on instructors to include 
elements in the framework of their courses that focus on the following: 

• Read  - targets auditory and visual learners 
• Reflect - targets reflective and observational learners 
• Display  - targets visual learners 
• Do - targets tactile and kinesthetic learners 
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Figure 3: Conceptual framework: Bonk and Zhang's phases of R2D2 (2008) 
 

What makes the R2D2 model worth studying, however, is that it helps us deconstruct what we are teaching 
into course elements that we can rebuild to make them more effective for more learners. Maybe you have been 
teaching with some of these elements in your courses. Can you create ways to balance the knowledge you want them 
to learn between reading, reflecting, displaying, and doing (Bonk & Zhang, 2008) Available 
https://apps.lis.illinois.edu/wiki/display/wise/Teaching+Multiple+Learning+Styles+with+R2D2 

 
In the article, Big Ideas for Better Schools: Ten Ways to Improve Education by Developing Leaders, ten 

ideas for preparing leaders to develop a more systemic approach to improve support redesigning learning 
environments in schools for students, teachers, schools, and communities include: 
 
Engagement: Project-Based Learning – Self-Initiatives 
 

Students and teachers go beyond the textbook to study or to teach complex topics based on real-world 
issues, such as the community needs, education, health or water quality in their communities or the history of their 
town, analyzing information from multiple sources, including the Internet and interviews with experts. Project-based 
class work is more demanding than traditional book-based instruction, where students and teachers may just 
memorize facts from a single source. Instead, students and teachers utilize original documents and data, mastering 
principles covered in traditional courses but learning them in ways that are more meaningful. Projects can last 
weeks; multiple projects can cover entire courses. Student work is presented to audiences beyond the teacher, 
including parents and community groups. 
 
Connect: Integrated Studies 
 

Multi and different perspective studies should enable students and teachers to reach across traditional 
disciplines and explore their relationships, as James Burke described in his book Connections. History, literature, 
and art can be interwoven and studied together. Integrated studies can help students and teachers to increase and 
expand their investigation using many forms of knowledge and expression. 
 
Share: Cooperative learning  
 

Leaders need to learn how they can create and support others to work together on project teams, students 
and teachers need to learn the skills of collaborating, managing emotions, and resolving conflicts in groups. Each 
member of the team is responsible for learning the subject matter as well as helping teammates to learn. Cooperative 
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learning develops social and emotional skills, providing a valuable foundation for their lives as workers, family 
members, and citizens. These are the most important personal leadership characters. 
 
Expand: Comprehensive Assessment  
 

Comprehensive assessment should be expanded beyond simple test scores to instead provide a detailed, 
continuous profile of student and teachers’ strengths and weaknesses. Teachers, parents, and individual students can 
closely monitor academic progress and use the assessment to focus on areas that need improvement. Tests should be 
an opportunity for students to learn from their mistakes, retake the test, and improve their scores. 
 
Coach: Intellectual and Emotional Guide  
 

The most important role for teachers is to coach and guide others, students need to learn how they can do 
this through the learning process, giving special attention to nurturing a student's interests and self- confidence. 
Teachers can spend less time lecturing entire classes and more time mentoring students as individuals and 
instructing them in areas in which they need help or seek additional challenges; this will develop their confidence 
and self-trust. 
 
Learn: Teaching as life style, not only a job!  
 

Preparation for a teaching career should follow the model of apprenticeships, in which novices learn from 
experienced masters. Student teachers should spend less time in lecture halls learning educational theory and more 
time in classrooms, working directly with students and master teachers. Teaching skills must be continually 
sharpened, with time to take courses, attend conferences, and share lessons and tips with other teachers, online and 
in person. 
 
Adopt: Adoption of Technology 
 

Technology can improve almost every aspect of school, modernizing the nature of curriculum, student 
assignments, parental connections, and administration. Online curricula now include lesson plans, simulations, and 
demonstrations for classroom use and review. With online connections, students can share their work and 
communicate more productively and creatively. Teachers can maintain records and assessments using software tools 
and stay in close touch with students and families via email and voicemail. Schools can reduce administrative costs 
by using technology tools, as other fields have done, and provide more funds for the classroom. 
 
Reorganize: Resource Utilization 
 

Resources such as time, money, and facilities must be restructured. The school day should allow for more 
in-depth project work beyond the 45-minute period, including block scheduling of classes two hours or longer. 
Schools should not close for a three-month summer vacation, but should remain open for student activities, teacher 
development, and community use. Through the practice of looping, elementary school teachers stay with a class for 
two or more years, deepening their relationships with students. More money in school districts must be directed to 
the classroom rather than the bureaucracy. 
 

New school construction and renovation should emphasize school design that supports students and 
teachers collaborating in teams, with pervasive access to technology. Schools can be redesigned to also serve as 
community centers that provide health and social services for families, as well as counseling and parenting classes. 
 
Involve Parents:  
 

When schoolwork involves parents, students learn more. Parents and other caregivers are a child's first 
teachers and can instill values that encourage school learning. Schools should build strong alliances with parents and 
welcome their active participation in the classroom. Educators should inform parents of the school's educational 
goals, the importance of high expectations for each child, and ways of assisting with homework and classroom 
lessons. 
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Include Community Partners:  
 

Partnerships with a wide range of community organizations, including business, higher education, 
museums, and government agencies, provide critically needed materials, technology, and experiences for students 
and teachers. These groups expose students and teachers to the world of work through school-to-career programs 
and internships. Schools should enlist professionals to act as instructors and mentors for students. 
 
How do we get students and future teachers to take on leadership positions? 
 

Professionals see leadership potential in students and struggle with how to tap into that potential and get 
them into those key leadership positions. Each student is different in how should approach hem-her about taking on 
leadership roles. Many students will take the initiative on their own to pursue leadership positions on campus or in 
their college. Others however, need a little push. With some students, all it takes is simply mentioning some of the 
leadership opportunities available. These students will usually take this and run with it. 

 
Often these may be the students who did not know about the opportunities or just needed a small amount of 

support from an external force to push them to pursue leadership opportunities. Many students on the other hand 
need a lot more support than just a mere mention. Some students need to directly tell them that they should pursue a 
position because they would be successful at it. Then to stay on them repeatedly reminding them and reassuring 
them that they can successfully fill that position. 
 
Once they are ‘in place’, what do we do with them? 
 

Once we have our students with leadership potential into those leadership roles that we knew they could 
learn and grow from what do we do to develop that leadership potential? We can challenge a student too much and 
cause a huge blow-up at an inopportune moment. We can push our students to think outside of him-herself and 
social circle. We can realize that we have been pushing them excessively hard. While we believe students have 
amazing leadership potential and could become great leaders; on the other hand, we cannot provide too much 
support for our students causing them to get lazy and too comfortable either.  
 
Finding Balance 
 

How do we find the balance between challenging and supporting our students? We do not want to push our 
students so hard that they simply shut down but we do not want to support them so much that they do not try to do 
better either. We can give them some questions- problems - which a plant seed into their minds. One, you are not 
telling the student directly that what they are doing is right or wrong. Two, once they ponder the question for a little 
while they’ll most likely come up with an answer similar to what we would have suggested but because they’ve 
come up with it on their own and it’s their idea they’ll be more accepting of it. 

 
The key is to pose the question so that we have a slight push in the right direction. Questions like: Do you 

think you should check with the rest of your committee about this first? Have you considered A, B, and C? Have 
you considered your alternatives? These questions are non-threatening but challenging. Each student is going to 
respond differently, and the key is to learn what works with your students and tailor our style to them. It is often 
hard discover what does and does not work with today's new adult students. Some students need and like more 
challenge than others. Some students need a lot more support in the beginning until they get comfortable with their 
leadership role. It is up to us as professionals to get to know our students and learn what is going to work best for 
them. Each student is going to be different; it is simply a matter of us adjusting our advising/supervising style to be 
most beneficial for our students. 
 
Preparing future leaders for school as organizational development 
 

Based on the vision of the organization, leadership development programs must develop to help build a 
pool of resources available for the leadership positions. Broad deliverables identified were necessary competencies 
and mindsets to operate and lead in a  
 

a) Deregulated, competitive education and schools environment.  
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b) Upstream and downstream energy achievements environments.  
c) Growing multinational enterprise. 

 
Leaders must identify target groups in order to develop the several levels of leadership with the needed 

skills and competences. A details needs analysis should happen in two stages to redesign learning and environments: 
The first stage must involve a detailed analysis of strategic challenges, competency requirements and training needs 
requirement based on in-depth interviews with the students – future teachers. The second stage must involve 
research with global education schools and faculty having extensive experience and exposure to leadership and 
management development programs in education and school leadership.  

 
Academic structure must includes programs to develop research skills, teaching strategies, communication 

skills, counseling and executive education, This redesign effort must design to impart competencies at three levels: 
Local, state and federal. Frameworks and concepts in the educational and instructional leadership must include 
exposure to international standards and practices. Advanced concepts in leadership must be included that would 
address future organizational needs such as professional development, curriculum development, and new student’s 
assessment and evaluation systems. 
  
Implementation fidelity also happens in phases 
 
The first phase focuses on providing general leadership competencies to create a common and shared language and 
understanding. The second phase is to build on strategic and leadership skills. Based on feedbacks, participants can 
also provide extensive one on one coaching from senior teachers- students professionals. The third phase focuses on 
advanced concepts of leadership within the context of transforming teaching and education, which involves issues 
like instructional supervision, curriculum, technology, assessment, and community services. 
 
Facilitation and follow-up 
 

While the classroom learning is important, visits to global organizations and institutions and interactions 
with the education and leadership experts and analysts can generate enormous learning, the same must be translated 
into implementation in the workplace. 
 
Evaluation 
 

The individuals and groups should be assessed through their project preparation and presentations, peer 
reviews and personal interview with a panel of experts from and outside the organization. High performers in the 
programs need to be identified. Further learning paths and career opportunities need to be derived from the exercise. 
 
Way forward 
 

To continue the learning process beyond the programs or courses, suggestion and new up-dates ideas need 
to provide groups of participants – cross-functional strategic projects over a period. This serves three purposes: a) 
Solve organization (school) problems. b) Provide a platform for continuous strategic learning. c) Identify and groom 
high performing leaders and teams in this process. 
 

Methods 
 

This action research project explored issues related to the project-based learning (PBL) approach in a 
graduate educational leadership course on using emerging technology to redesign learning and classroom 
environments. Quantitative and qualitative data included Blackboard online group student reflections, observation 
comments, SoF project rubrics, transcripts of online discussions and Blackboard data. Content analysis using a 
coding strategy developed by the instructor from project rubrics was used for data analysis and interpretation. In this 
project, the instructor used a practical model for creating PBL educational experiences using the latest technology 
and the R2D2 framework: Read, Reflect, Display, and Do (R2D2). R2D2 framework is designed to help instructors 
of online or blended-learning courses deliver learner-centered instruction and maintain digital equity principles 
(citation).  
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Course and Participants 
 

Data were collected during the March – June 2010 quarter from a course entitled EDUC 802 - Using and 
Integrating Learning Technologies (a hybrid/blended learning environment). This required course earns students 
three academic units towards an education doctorate in Educational Leadership and Management. The students in 
this project were doing the first year of a three-year in Education doctoral program in a northeastern university.  

 
The course ran a hybrid or blended learning course with three face-to-face weekend meetings and seven 

online sessions that lasted for 10 weeks. It involved six online discussion boards and four face-to-face group 
sessions to work on their School of the Future project and research. In each online session, the students shared 
research and reflections from personal and group research that included lesson materials.  Students were engaged 
individually and participated in threaded online discussions in response to prompts from the course facilitator or 
instructor. All the face-to-face sessions were conducted in a classroom supported with desktop computers for each 
student. The duration of each face-to-face session was 4 hours. 

 
Participant Demographics. Sixteen students comprised of five females and 11 males participated in this 

course project. All of them held leadership positions and a bachelor’s degree and master’s degrees before they 
enrolled into the doctoral program. As this was a required course, the participants were proceeding through the 
program as a cohort. Majority of the participants (n = 16) had their first degree in areas other than education. The 
mean age of the students was about 35.  
 
Class Activities 
 

Three major activities were involved in each face-to-face session: instructor presentation, student 
discussion and student hands-on project design and writing laboratories. The time allocated for these three activities 
ranged from approximately 10 to 60 minutes, respectively based on the activity. Each 4-hour face-to-face session 
focused on diverse topics based on a central theme. See examples course syllabus, Exhibit 2 and Executive 
Weekend Agenda in Exhibits 3. 

 
In the first 30 minutes, the instructor gave a presentation on the topic. Occasionally the students were 

guided to explore some web-based materials. In the next 40 minutes, the students were divided into four groups with 
four members each. Each group, led by a leader, discussed the topic they learned in the weekly sessions before the 
face-to-face session. The role of the leader was to decide discussion questions, facilitate discussion and summarize 
project issues, concerns and results. During the first face-to-face session, students were assigned to a SOF group 
based on the research interests to develop their School of the Future design and research paper.  

 
Two asynchronous online discussion tools, Blackboard and Wimba, were introduced in the first face-to-

face session. The use of Blackboard in Wimba had an advantage of allowing students to initiate a discussion forum 
within the Blackboard environment from discussion board and within Wimba using the Group feature of 
Blackboard. The instructor acted as a facilitator by participating in all groups in case the students required help.  

 
The course culminated with a final project known as the School of the Future. In this project, the students 

were required to design a web-based, futuristic, constructivist, multi-user virtual learning environment (MUVE). To 
do this, they could use any technology platform and basic skills for creating web pages, blogs or Wikis. Many 
students were keen on using Websites and blogs but not all were skillful enough to handle the Web development 
tools by themselves. Students had to assign group responsibilities based on individual knowledge, skills and abilities 
of the group members. This allowed them to practice leadership and team decision-making. 
 
Instruments 
 

Five strategies were used for collecting the data in this action research project: 
 
• Observation comments. During each class session, the instructor, who was one of the researchers, observed and 

took notes on the activities of the group leaders, the members, the number of groups taking part in the 
asynchronous online and face-to-face discussions and the progress of the discussion and SoF designs. 
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• Student reflections. During the course and at the end of the course, student wrote reflection essays called 
Response Papers. The papers were about their perceptions of the research required for the project, project group 
activities and the instructional approach. The reflections provided a platform for the students to express their 
views on their learning and a means to investigate their perceptions on the differences between traditional 
instruction and project-based earning at the graduate level and implications for K-16 leaders. 

 
• Student SoF Designs Rubrics. These were used to evaluate final paper, Websites or Blogs that shared their 

schools of future designs, curriculum and other critical components. 
 
• Transcripts of Online Discussions  
 
• Blackboard Access Statistical Data 
 
Data Analysis 
 

A qualitative research approach was used to analyze and interpret the data collected. To facilitate this 
process, all reflections from discussion boards and Response Papers were printed out into hardcopies. Coding the 
textual data using rubrics helped to identify key themes from the reflective discourse. A key-theme system was used 
for this purpose. The key themes and their corresponding indicators from the rubrics are shown in Table 1. Table 2 
shows an example of how the coding system or rubric was applied to a reflection written by a student. In this 
example, the highlighted parts were considered as key themes and coded accordingly. Furthermore, each code was 
attached with either a positive or a negative indicator. For instance, the first key theme in this passage was 
 
Key theme 
1. Convenience (CON)  
2. Leadership cues (LCU) 
3. Clarification (CLA)  
4. Communication (COM) 
5. Time frame (TIM) 
6. Taking notes (NOT)  
7. Expression of questions (EXP)  
8. Spontaneity (SPO) 
9. Interactivity (INT)  
10. Focused (FOC) 
11. Depth (DEP) 
12. Efficiency (EFF) 
13. Preparation (PRE)  
14. Responses (RES)  
15. Team Building (TMB)  
16. Atmosphere (ATM) 
17. Technical problems (TEC) 
 
Source: Wang & Woo, 2007 
 
Procedures 
 

Ten sessions contained in-class and online discussions. In each session, the students worked in four groups 
consisting of four members each. This communication produced the following interactions in the course during the 
entire period of the action research project that resulted in this report. The instructor, leader of each group and 
individual group members all shared in deciding on how to conduct the discussion: via online or face- to-face (FTF) 
during the project.  
 

Number of groups: Comparing online and FTF discussions of the groups did not have much discussion as 
expected. Overall, the 10 FTF and online discussion groups were three FTF classes vs. seven online and four 
individual group FTF meetings. Interestingly, more students opted for FTF vs. online discussions towards the last 
few weeks of the project because the group leaders and members believed that FTF discussions could allow 
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discussion details to be recorded in texts and make their report writing easier. Additionally, all online discussion 
groups chose the class discussion board vs. the group areas as their discussion platform probably because they found 
it less a hassle than using two sections of Blackboard for discussion.  
 

Results 
 

A critical question that emerged as the groups worked on their virtual school design was what happened 
during the group planning discussions? The online discussions and the face-to-face discussions looked quite 
different. The online groups’ area was almost silent.  Comparatively, the face-to-face groups were more active and 
interactive. The face-to-face groups were more humanizing engaging in talking, discussing and socializing while 
working on the projects. Examples of projects that resulted are found in Table 3.See the Appendix for more results 
that are not discretely discussed in this paper but do appear in the supplemental PowerPoint Presentation (Available 
upon request from author). 

 
 
Table 3 
Web Resources and Video 
SoF Descriptors Website: SoF 
Docent 
Academy 
 

The mission of Docent is to educate the students of 
today for the global world of tomorrow. With a 
student-centered, innovative curriculum, our 
students will be the leaders who will guide the 
global community into the next century. 
 

http://web.me.com/tracifox
/DocentAcademy/page4/ 
 

Global 
Technology 
Academy 
(GTA) 
 

The mission of The Global Technology Academy 
(GTA) offers a blended learning model for 12th 
graders who work both in the field and in the 
classroom and use technology to become more 
informed citizens who are ready to handle the 
challenges of the 21st century. 

https://sites.google.com/sit
e/group3muve/ 
 
 

SJB Academy 
 

The mission of SJB is to use Gaming Technology 
as the curriculum foundation to provide students 
with a global and collaborative education, using 
innovative, educational, student-centered 
techniques through games and technology.  

http://sjbacademy.net 
 

 
 

Findings 
 

The findings showed that students required a structured framework to become active learners and assume 
their learning responsibility in a project-based learning environment. The students’ abilities were very diverse in 
relation to searching information, using technology resourcefully; writing and computer skills were factors that 
affected their learning and participation in the groups especially on Blackboard. Although these adult learners were 
professional leaders, they required coaching and mentoring in this learner-centered system to feel confident in this 
project-based learning setting. In addition, the instructor's skills in helping to resolve interpersonal and professional 
issues in managing the groups were important to successful hybrid and project-based learning.  
 

Discussion and Interaction 
 

Identifying criteria for redesigning learning environments is a systemic process that can begin with one 
class at a time. As researchers and educators continue to advocate for an evolution in educational practices and 
approaches to instruction to align with the processes and operations of the world outside of school, it is critical to 
leverage the emerging power and potential of these new processes. Educational leaders must not only seek to 
mitigate this disconnect in order to make these two “worlds” more seamless, but must rethink how to leverage the 
power of these emerging technologies for instructional gain and technologies 
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Audience will use a checklist to engage with the presenter in reviewing and discussing the implication of 
the schools of future designs and theoretical framework visions. 
 

Summary and Conclusion 
 

As we blossom toward new directions by rethinking and redesigning learning environments to meet the 
changes for the next generation of both students and teachers in the 21st Century, this research review provides two 
conceptual directions, one for process and the other implementation (Al Bustami & Pittman, 2010) of key practices. 
These topics are suggested to support the changes that were examined and presented in this report and further 
research and dialogue.  
 

Although these suggestions are by no means exclusive or exhaustive, they are just a few of the ideas that 
need to be included in the rethinking the learning and thinking process in higher education that might inform future 
directions to help both the students and teachers meet the challenges of education in the 21st Century. 
 

Recommendations for Important Research and Evaluation 

This paper forces a critical change in thinking about how we prepare teacher educators and leaders who 
mist take on new learning systems in environments mediated through the Internet, computers, telecommunications 
and social media networks. Based on the theories set forth in this paper, a set of questions have been derived from 
the project and the literature to guide research about developing a learning system framework for teachers, student 
or leaders:  

1. What first principles should be used in designing teacher learning environments and support systems mediated 
through the Internet, computers, telecommunications or social networking to promote desired learning 
interactions?  

2. How does a learning system for teachers and leaders transform, expand, and sustain itself over time to improve 
teacher practice? 

3. What effects does a teacher learning (professional development) system mediated through the Internet, 
computers, telecommunications or social networkings have on neighboring systems? What are those 
neighboring systems?  

4. What learning activities should be mediated through the Internet, computers, telecommunications or social 
networking?  

5. How can Internet, computers, telecommunications or social networking mediate the co-construction of 
individual and group Zones of Proximal Development (ZPDs) to advance professional development?  

6. What are the effects of Internet, computers, telecommunications or social networking mediated learning 
activities on individual thinking processes, such as reflection, and social processes of groups, such as the 
negotiation of shared meaning?  

7. How can Internet, computers, telecommunications or social networking mediate the relationship between 
theoretical and everyday knowledge to advance experiential or problem-based learning?  

The answers to these and other questions may best be found in research that explores the complex social 
relations constituting learning systems mediated through tools in projects that intend to effect transformational 
change in learning environments and the preparation of teachers, leaders and students to effectively perform in those 
environments. 
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Executive Weekend Discussion  

 
(Sample FTF Activity)  

 
PERCEIVED EDUCATIONAL TECHNOLOGY NEEDS SURVEY 

 
Your position:_________________________ Dates:_Started: _______Ended:_______ 
 
 
NAME:_____________________________________  COHORT:______________________________ 
 
 
This survey questionnaire is intended [AS A CLASS ACTIVITY] to obtain information from teachers and other 
instructional personnel about their own perceptions of technological needs with respect to their specific 
responsibilities and working situations. The questionnaire is intended for administration by allowing the respondents 
to keep it with them in you workplace for approximately three to five days.  
 
Respondents may make entries to the instrument as they are moved to do so by events, which occur during the 
course of their work. Respondents may repeat particular responses if they are relevant to more than one survey item. 
 
Note to the respondent: Please keep this questionnaire in your possession for the survey interval in your usual work 
location while performing your customary duties for the next 5 days. Make entries to the items as appropriate 
responses occur to you. Your responses will help inform the technology planning process about the best application 
of technologies in your teaching or administrative situations.  
 
Bring your completed surveys to the Executive Weekend Session for further discussion. 
 
 
 
While performing your duties: 
 
1. Do you ever, or often, think, “there must be an easier way to do this?” If so, please list and describe as many 
of the things or situations as you can to which this statement would apply: 
 
1.  
2.  
3.  
4.  
5. 
 
2. Do you ever, or often, think, “I could do this faster if only...” If so, please list and describe as many of the 
things or situations as you can to which this statement would apply: 
1.  
2.  
3.  
4.  
5. 
 
3. Do you ever, or often, think, “I wish I had a helper to help me do...” If so, please list and describe as many of 
the things or situations as you can to which this statement would apply: 
1.  
2.  
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3.  
4.  
5. 
 
4. Do you ever, or often, think, “I wish I had a computer or other device so I could...” If so, please list and 
describe as many of the things or situations as you can to which this statement would apply: 
 
1.  
2.  
3.  
4.  
5. 
 
5. Do you ever, or often, think, “I wish I or my students could contact someone right now to tell them...” If so, 
please list and describe as many of the things or situations as you can to which this statement would apply: 
 
1.  
2.  
3.  
4.  
5. 
 
6. Do you ever, or often, think, “I wish I or my students could contact someone right now to find out...” If so, 
please list and describe as many of the things or situations as you can to which this statement would apply: 
1.  
2.  
3.  
4.  
5. 
 
7. Do you ever, or often, think, “I wish my students had computers or other technological resources available so 
they could...” If so, please list and describe as many of the things or situations as you can to which this statement 
would apply: 
1.  
2.  
3.  
4.  
5. 
 
8. Do you ever, or often, think, “I wish my students had improved computers or other technological resources 
available so they could...” If so, please list and describe as many of the things or situations as you can to which this 
statement would apply: 
1.  
2.  
3.  
4.  
5. 
 
9. Do you ever, or often, think, “I wish my students had more computers or other technological resources 
available so they could...” If so, please list and describe as many of the things or situations as you can to which this 
statement would apply: 
1.  
2.  
3.  
4.  
5. 
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Please use the space below to state in your own words any suggestions, recommendations, or concerns you have for 
the use of computers, networks, or other advanced technologies for your work or for your students, your school, or 
the school district. Thank you for providing this information. 
 
 
 
 
 
 

Reference 
 
Wesley, T. (n.d.). Survey developed in partnership with the NCTP National Center for 

Technology Planning. Retrieved from www.nctp.com In  
 http://brownemergingtech.com/EME6716/Week3.html 
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Exhibit  2 
 

Raw Data Results 
 

 
(More Results available) 
 
  

11/15/11 9:02 AMhttps://soe.drexel.goaefis.net:443/index.cfm/page/SurveyAdmin.Re…mID=22&syllabusid=2303&coursecatalogid=2664&pdf=true&print=true

Page 1 of 2

 

Goodwin College School of Education
ResultsGraphical

School of Education - End of Term Course Evaluation Course: EDUC 802 150 : Using/Integrat Learn Tech

Student Course Evaluation Term: Spring 2010-2011

Wed, May 25, 2011 to Sat, Jun 11, 2011 Instructor: Pittman, Joyce

Total Surveys: 12 Completed: 6 Pending : 6 Response Rate: 50.0% Average Duration: 370 sec.

Question: 
Please rate your perceived performance or understanding of the following course objectives, according the
scale provided. 1 = No Understanding - 5 = Complete Understanding

 Before
Course

After
Course

Change

Objective SYLL-C001. Explain the emerging trends in technology and their
possible effects on our assumptions about learning.

2.33 4.33 2.00

Objective SYLL-C002. Evaluate the use and integration of learning
technologies to distinguish the impact on the ways
we think, learn, communicate, and make decisions.

2.50 4.33 1.83

Objective SYLL-C003. Compare and contrast the concepts of knowledge,
information and literacy in new teaching and
learning environments.

2.60 4.33 1.73

Objective SYLL-C004. Examine media formats and explain how they help
us understand difficult concepts or multi-dimensional
contexts (e.g., space, time, change, layers, and/or
culture).

2.60 4.00 1.40

Objective SYLL-C005. Delineate the importance for IT professionals to keep
abreast of evolving technologies and the effects on
the evolution of students' media-based learning
styles in education over thenext decade.

2.83 4.33 1.50

Objective SYLL-C006. Describe a diverse body of current leading-edge
design-based research on new types of tools,
applications, media, and environments in education,
and the theories of learningthat underlie these

2.33 4.17 1.83
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11/15/11 9:00 AMResultsAggregate - Goodwin College School of Education

Page 1 of 6https://soe.drexel.goaefis.net:443/index.cfm/page/SurveyAdmin.Results…e.cfm?surveyControllerItemID=22&syllabusid=2303&coursecatalogid=2664

 Tuesday, November 15, 2011 9:00:20 AM EST

Joyce Pittman | Signout | Help | Glossary | Feedback | Support

Dashboard ResultsAggregate

 PDF |  Print |  CSV    

No Answer (0) 0

1 (1) 1

2 (2) 3
3 (3) 1

4 (4) 1

5 (5) 0

Average 2.33
Standard Deviation 0.94

Variance 0.89

No Answer (0) 0

1 (1) 0

2 (2) 0

3 (3) 0

4 (4) 4
5 (5) 2

Average 4.33
Standard Deviation 0.47

Variance 0.22

No Answer (0) 0

1 (1) 1

2 (2) 3
3 (3) 0

4 (4) 2

5 (5) 0

Average 2.50
Standard Deviation 1.12

Variance 1.25

No Answer (0) 0

1 (1) 0

2 (2) 0

3 (3) 0

4 (4) 4
5 (5) 2

Average 4.33
Standard Deviation 0.47

Variance 0.22

No Answer (0) 0

1 (1) 1

2 (2) 1

3 (3) 2
4 (4) 1

5 (5) 0

Average 2.60
Standard Deviation 1.02

Variance 1.04

No Answer (0) 0

1 (1) 0

2 (2) 0

3 (3) 0

4 (4) 4
5 (5) 2

Average 4.33
Standard Deviation 0.47

Variance 0.22

No Answer (0) 0

1 (1) 0

2 (2) 3
3 (3) 1

4 (4) 1

5 (5) 0

Average 2.60
Standard Deviation 0.80

Variance 0.64

No Answer (0) 0

1 (1) 0

2 (2) 0

3 (3) 0

4 (4) 5
5 (5) 0

Average 4.00
Standard Deviation 0.00

Variance 0.00

No Answer (0) 0 Average 2.83 No Answer (0) 0 Average 4.33

<< Go Back Aggregate results Graphical Results Individual results Detailed results

Goodwin College School Of Education
Academic Evaluation, Feedback and Intervention System 3.5.0

 

Survey Results

Users took on average 370 secs. to complete this survey.

Section 1: Part I
Question 1: Please rate your perceived performance or understanding of the following course objectives, according the scale provided. 1 = No Understanding - 5

= Complete Understanding
 
 Objective SYLL-C001: Explain the emerging trends in technology and their possible effects on our assumptions about learning.

 

Before Taking This Course  

 

After Taking This Course  

 

 

 Objective SYLL-C002: Evaluate the use and integration of learning technologies to distinguish the impact on the ways we think, learn, communicate,
and make decisions.

 

Before Taking This Course  

 

After Taking This Course  

 

 
 Objective SYLL-C003: Compare and contrast the concepts of knowledge, information and literacy in new teaching and learning environments.

 

Before Taking This Course  

 

After Taking This Course  

 

 

 Objective SYLL-C004: Examine media formats and explain how they help us understand difficult concepts or multi-dimensional contexts (e.g., space,
time, change, layers, and/or culture).

 

Before Taking This Course  

 

After Taking This Course  

 

 

 Objective SYLL-C005: Delineate the importance for IT professionals to keep abreast of evolving technologies and the effects on the evolution of
students' media-based learning styles in education over thenext decade.
Before Taking This Course  After Taking This Course  

ResultsAggregate

School of Education - End of Term Course Evaluation  Preview  PDF Course: EDUC 802 150 : Using/Integrat Learn Tech

Student Course Evaluation Term: Spring 2010-2011

Wed, May 25, 2011 to Sat, Jun 11, 2011 Instructor: Pittman, Joyce

Total Surveys: 12 Completed: 6 Pending : 6 Response Rate: 50.0% Average Duration: 370 sec.

Dashboard Courses Tools
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11/15/11 8:59 AMhttps://soe.drexel.goaefis.net:443/index.cfm/page/SurveyAdmin.Re…syllabusid=2303&coursecatalogid=2664&pages=1&pdf=true&print=true

Page 1 of 6

Before 4

Before 4

Before 4

Before 4

Before 4

Before 4

Before 3

Before 3

Goodwin College School of Education
ResultsIndividual

School of Education - End of Term Course Evaluation Course: EDUC 802 150 : Using/Integrat Learn Tech

Student Course Evaluation Term: Spring 2010-2011

Wed, May 25, 2011 to Sat, Jun 11, 2011 Instructor: Pittman, Joyce

Total Surveys: 12 Completed: 6 Pending : 6 Response Rate: 50.0% Average Duration: 370 sec.

User took 283secs. to complete this survey.

Section 1: Part I
Question 1: Please rate your perceived performance or understanding of the following course objectives, according the scale

provided. 1 = No Understanding - 5 = Complete Understanding
 

 

Objective SYLL-C001: Explain the emerging trends in technology and their possible effects on our
assumptions about learning.

 After 4

 
 

 

Objective SYLL-C002: Evaluate the use and integration of learning technologies to distinguish the
impact on the ways we think, learn, communicate, and make decisions.

 After 4

 
 

 

Objective SYLL-C003: Compare and contrast the concepts of knowledge, information and literacy in
new teaching and learning environments.

 After 4

 
 

 

Objective SYLL-C004: Examine media formats and explain how they help us understand difficult
concepts or multi-dimensional contexts (e.g., space, time, change, layers, and/or culture).

 After 4

 
 

 

Objective SYLL-C005: Delineate the importance for IT professionals to keep abreast of evolving
technologies and the effects on the evolution of students' media-based learning styles in education
over thenext decade.

 After 4

 
 

 

Objective SYLL-C006: Describe a diverse body of current leading-edge design-based research on
new types of tools, applications, media, and environments in education, and the theories of
learningthat underlie these studies.

 After 4

 
 

 

Objective SYLL-C007: Demonstrate the research skills necessary to identify and evaluate emerging
technologies (just-in-time learning).

 After 4

 
 

 

Objective SYLL-C008: Discuss in depth a chosen design for a future school that integrates emerging
technology,based on independent research.EDUC802-08. Discuss in depth a chosen design for a
future school that integrates emerging technology, based on independent research.

 After 4
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Abstract 
Most of the threats to marine biodiversity are in the coastal zone and are a direct result 
of demographic trends and pollution. The populations increase pressures on utilization 
of resources in coastal areas and in addition lead to habitat degradation. Many of the 
largest cities in the world, where population growth rates are highest, are near the coast 
(e.g. São Paulo, Brazil). Especially in these areas, a plan for coastal conservation is 
need. It includes, beside another things, coastal area management and environmental 
education. As a first step to elaborate an environmental education project, we 
investigated the marine environment (ME) spontaneous concepts of 12 to 14 years old 
children. Collect data instrument was a questionnaire with open and close questions. It 
was answered by 34 students from a São Paulo city school. When we asked what is 
environment, most children showed a romantic-naturalistic view of environment (e.g. 
“Is a beautiful place, with a lot of nature”). Few of then included humans, trash and city 
as part of environment. When asked to choose the tree thing that they remember when 
thinks about ME, the most cited answers were: living beings, nature preservation, 
beauty and curiosity. The marine organisms that students most remembered about were: 
fish, shark, whale, seaweed, sea horse and dolphin. To the students, the main reason to 
conserve ME is the living beings that are there. They declared a high interest degree 
about ME, but medium and low knowledge about it. 80% of the students think that there 
are not relation between marine environment and their quotidian. To the others, the 
alimentation is the main relation. These results indicated that students assume a 
utilitarian view of ME when they think about their on quotidian. However, they have a 
romantic-naturalistic view when the think about ME in general. This research highlights 
the necessity of education approach that focus on the development of a global view of 
environment.  
 



Introduction 
Most of the threats to biodiversity are in the coastal zone and are a direct result 

of human population and demographic trends. This idea is supported by a number of 
reviews focus on these threats: habitat loss; global climate change; and overexploitation 
(e.g. LUNDIN and LINDEN, 1993). The world population has more than doubled since 
World War II and is expected to increase more. The demographic trends of increased 
population densities in coastal areas are a special preoccupation. It is estimated that 67% 
of the global population lives on the coast or within 60 km of the coast and the 
percentage is increasing. Furthermore, many of the largest cities in the world, where 
population growth rates are highest, are near the coast (e.g. Sao Paulo, Shanghai, Hong 
Kong, Manila, Jakarta). These burgeoning populations increase pressures on utilization 
of resources in coastal areas and in addition lead to habitat degradation, fragmentation 
and destruction (GRAY, 1997).  

Especially in these high population areas, a plan for coastal conservation is need. 
It includes, beside another things, coastal area management (CHAN, 2008) and 
environmental education (BERCHEZ et al., 2005).  

A critic point to develop environmental education projects, including those 
related to marine ecosystems, are the establishment of a definition for Environment. 
Many educational researches are investigated this concept, as well as attributing 
different views for it (SAUVÉ, 1996; BEZERRA and GONÇALVES, 2007; FLORES 
and GONZÁLEZ-GAUDIANO, 2008; MALAFAIA and RODRIGUES, 2009). We 
summarized the main views at Table 1.  
 
Tabela 1. Views of environment (SAUVÉ, 1996; BEZERRA and GONÇALVES, 2007; 
FLORES and GONZÁLEZ-GAUDIANO, 2008; MALAFAIA and RODRIGUES, 
2009). 
 
Category groups Authors 
Romantic-naturalistic view - Nature to be 
appreciated, respected and preserved  

Sauvé, Malafaia and Rodrigues, Bezerra and 
Gonçalves. 

Naturalistic-reducionist view - Biotic and 
Abiotic parts of ecosystems 

Flores and Gonzalez-Gaudiano, Malafaia and 
Rodrigues, Bezerra and Gonçalves. 

Utilitarian view - Source 
Sauvé, Flores and Gonzalez-Gaudiano, Malafaia 
and Rodrigues, Bezerra and Gonçalves. 

Restrict view - Place to live  Sauvé, Flores and Gonzalez-Gaudiano. 
Problem view - to be solved Sauvé, Flores and Gonzalez-Gaudiano. 
Global view - relation between human 
beans and nature 

Sauvé, Flores and Gonzalez-Gaudiano, Malafaia 
and Rodrigues, Bezerra and Gonçalves. 

 
We believe that environmental education programs may focus on the 

development of a Global view of marine environment. However, before it, we need to 
know what the current views of participants are. As a first step to elaborate an 
environmental education project focus on marine environment for São Paulo city 
schools (Brazil), the aim of the present case study was to investigate the marine 
environment spontaneous concepts of 12 to 14 years old children from this city.  
  
Material and Methods 

Collect data instrument was a questionnaire with open and close questions. We 
chose 8 of these questions to elaborate the present case study (Table 2). It was answered 
by 34 basic education students from a classroom of a São Paulo city school (12 to 14 



years old). The answers were analyzed by categorization as described in Strauss and 
Corbin (2008). 
 
Table 2. Collect data instrument – Questionnaire. 
 
1. What is environment? 
2. Mark the elements that are part of the environment. You can choose as many as you 
like.  
(  ) animals (   ) plants (   ) human beings (   ) furniture (   ) plantation  
(  ) city  (   ) sea  (   ) trash  (   ) mountain (   ) river and lakes 
(  ) dams         (   ) other:_________  
3. When you think about the marine environment, the 3 first words or expression are:  
(  ) entertainment (  ) pollution (  ) food source (  ) religion 
(  ) fear             (  ) cleaning (  ) knowledge  (  ) work 
(  ) curiosity             (  ) boring  (  ) disinformation      (  ) living beings 
(  ) sport             (  ) trash (  ) beauty             (  ) fun  
(  ) health              (  ) disease  (  ) cool                         (  ) nature preservation 
(   ) other:_______________ 
4. Write 10 marine organisms. 
5. Do you think that is important to preserve the marine environment?  
(   )Yes.   (   )No.  
Explain your answer. 
6. Is there any relation between your quotidian and the marine environment? 
(  )Yes.   (   )No. 
If you chose “Yes”, explain your answer. 
7. Your interest about marine environment is: 
(  ) very high.       (   ) high.       (   ) medium.       (   ) low.       (   ) very low. 
8. Your knowledge about marine environment is: 
(  ) very high.       (   ) high.       (   ) medium.       (   ) low.       (   ) very low. 
 
 
Results and Discussion 

When we asked what is environment, most children showed a romantic-
naturalistic view (Figure 1), e.g. “Is a beautiful place, with a lot of nature”. Few of them 
included human beings, trash and city as part of environment (Figure 2).  

When students are asked to choose the tree thing that they remember when think 
about marine environment (ME), the most cited answers were: living beings, nature 
preservation, beauty and curiosity (Figure 3). These results reinforce the data showed at 
Figures 1 and 2, suggesting that a romantic-naturalistic view of environment is applied 
also to ME.   

The main reason to conserve ME is the living beings that are there (Figure 4). 
Among all these living beings, the ones that students most remembered about were: 
fish, shark, whale, seaweed, sea horse and dolphin (Figure 5). The presence of seaweed 
among these organisms is inspected, since some works have been point out the so called 
“Plant Blindness”: people tend to ignore plants and valorized animals (HERSHEY, 
2002; WANDERSEE and SCHUSSLER, 2001). Your case study showed a different 
tendency, once some seaweed can be consider real plants (e.g. green algae) or very 
closed taxonomic groups (e.g. red algae). 
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Figure 1. Answers for the question "What is the environment?". 
 
 

0

5

10

15

20

25

30

35

N
u

m
b

e
r 

o
f a

n
sw

e
rs

plants

river and lakes

animals

plantations

sea

mountains

dams

humam beings

trash

city

other

furniture

 
Figure 2. Answers for the question “Mark the elements that are part of the 
environment”. 
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Figure 3. Answers for the question "When thinking about the marine environment, the 
first three words or phrases that come to mind are:". 
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Figure 4. Answers for the question "Write ten marine organisms". 
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Figure 5. Explanations showed for positive answers for the question “Do you think that 
is important to preserve the marine environment?” 

 
Most students declared high or very high interest about ME (21 students), but 

medium or low knowledge about it (26 students). The majority of students think that 
there are no relation between ME and their quotidian (25 students). To the others, the 
alimentation (3 students) and pollution (2 students) are the main relations. These results 
indicated that students assume a utilitarian view of ME when they think about their on 
quotidian. However, they have a romantic-naturalistic view when the think about ME in 
general.  

We agree with the great number of educators and researches that indicated the 
environmental education programs as important tolls for improve biodiversity 
conservation (GAYFORD, 2010), including that one of marine environment (EVANS, 
1997). The present research highlights the necessity of these programs focus on the 
development of a global view of environment, since most of the students showed 
limited spontaneous views (romantic-naturalistic and utilitarian). The global view can 
help students to recognize themselves as part of environment, as well as fell that they 
are responsible for it, chancing their behavior. Especially about ME, enforce to help 
students to correlate their quotidian and this environment is a great challenge, because 
established this relation seems to be even more difficult than in land ecosystems.   
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Research Question:  

Does engaging in an artistic activity involving crayon coloring – prior to going onstage 
for a solo performance – alleviate music performance anxiety (MPA) in student 
musicians?   

Abstract: 

The purpose of this study is to explore the effect(s) that engaging in an artistic activity involving 
crayon coloring – prior to performing solo – has in alleviating the debilitating effect of Music 
Performance Anxiety (MPA) on student musicians.  This deductive experimental study seeks to 
assess this intervention by examining the outcomes and their potential to alleviate distressing 
factors associated with MPA.  The purpose of the research is to examine this short-term strategy 
– crayon coloring of a mandala – in student musicians’ solo performances.  For the purpose of 
this study, a short-term strategy is defined as being that which is used immediately before a 
musical performance (Fehm & Schmidt, 2004, p. 104).  

Potential Benefits of Proposed Research to the Field: 

It is the intent of this proposed research to report findings concerning the influence that this 
short-term coping strategy has on MPA and its potential benefits to music students’ self-
perceptions of overall performance quality and their overall musical experience.   
 
In their study of the effectiveness of coloring a symmetrical form and reducing anxiety, Curry & 
Kasser (2005) acknowledge, “Although, to our knowledge coloring therapy has not been 
empirically tested or widely discussed in scholarly discourse, other research suggests that it may 
indeed hold promise as an effective tool for alleviating anxiety . . .” (Curry & Kasser, 2005).   

This study has the potential to verify the usefulness of this particular intervention to alleviate 
MPA in musicians.  “According to Steptoe (2001), MPA is a complex phenomenon” (Van 
Rensburg, 2005).  In that MPA has the “potential to be severely debilitating . . . and does not 
appear to ease in severity with repeated exposure to high anxiety performances” (WikEd, 2006), 
there is room in this field of study for more research that can report findings in the assessment 
and treatment of MPA in musicians.  “It has often been pointed out that the literature on musical 
performance anxiety is scarce . . .”  (Braverman, 2009).   
 



It is important to note that although MPA “is maybe as old as artistic performance itself, 
psychological research on it started only about some decades ago” (Fehm & Schmidt, 2004).  
“One of the problems encountered by research on MPA is that researchers have not operationally 
defined the construct in an adequate way” (Van Rensburg, 2005).  It is the intent of this study to 
operationalize and to examine the influence that engaging in an artistic activity such as crayon 
coloring has on MPA.  “Research on the effect of high MPA on performance quality has yielded 
mixed results . . . Few studies have assessed the contribution of negative cognitions on 
performance quality (Brotons, 1994; Kivimaki, 1995)’” (Osborne & Kenny, 2008, p. 448).   
 

Potential Benefits of the Proposed Research to the Subjects: 

This experimental study is designed to explore the potential benefits that engaging in an artistic 
activity involving crayon coloring may provide to its participants.  “It is important for a 
performer to explore relaxation techniques, to avoid self-defeating thought patterns, to prepare 
for stress, and to deal with stress effectively” (Jansen van Rensburg, 2005, p. 32).  “According to 
Steptoe (2001), the simplest component of MPA is the result of heightened physiological 
stimulation . . . the performers’ reaction to somatic symptoms can influence performance as a 
result of individuals’ interpretation of their physiological symptoms” (Jansen van Rensburg, 
2005, p. 10).  
 
“Music Performance Anxiety (MPA) forms an intrinsic part of a musical performance from 
which no musician, amateur or professional is entirely free. Different musicians encounter it to a 
different extent, and the same individual may experience varying degrees of MPA on different 
occasions” (Jansen van Rensburg, 2005, p. 6).  “Performance anxiety is prevalent among 
amateur and professional musicians” (Currie, 2001).  Music performance anxiety (MPA) has the 
potential to severely affect the public performance of many musicians – even in the ranks of top 
professional artists.   
 

More than 25% of the 2,212 musicians reported using beta-blocking drugs, and most 
reported using them without a physician’s prescription (Fishbein, Middlestadt, Ottati, 
Straus, & Ellis, 1988).  Given the high proportion of musicians using beta blocking drugs 
and the inconclusive evidence of their long and short-term effects (Lehrer, 1987; 
Troutman, 1986; Nies, 1986; Nube, 1991), it seems that musicians need to be equipped 
with safer alternatives to cope with their performance anxiety (Currie, 2001). 

 
Researching this intervention involving the physical activity of coloring has the potential to 
provide a method of relaxation as a health-safe, coping mechanism for musicians experiencing 
MPA prior to a solo performance.   
 



Given the seriousness and extent of the problem musicians have with debilitating 
performance anxiety, the fact that most of them do not seek professional help, and the 
high percentage of musicians using beta-blocking drugs without a physician’s 
prescription, it becomes apparent why the problem still needs to be addressed. Since the 
careers of music performers and their enjoyment of performing are dependent on their 
ability to get performance anxiety under control, it seems that a readily accessible 
collection of coping skills needs to be taught at the college level (Currie, 2001). 
 

This proposed research has the potential to deliver performance-based benefits to the participants 
by reducing the debilitating effects that MPA imposes on the participants: minimizing the 
discrepancy between practice sessions and actual performance; elevating performance 
confidence; improving perceived overall performance quality.  “Debilitating anxiety worsens 
performance, whereas facilitating anxiety improves performance. ‘In reality, it is a heightened 
state of arousal – not anxiety – that performers attempt to optimize, and which psychologists 
have conceived of as a biologically-based, motivating force’ (Salmon, 1990, p. 3)” (Currie, 
2001). 
 
Methodology: 

This study will follow a pretest-posttest control group design.  This design “requires at least two 
groups, each of which is formed by random assignment.  Both groups are administered a pretest, 
each group receives a different treatment, and both groups are posttested at the end of the study 
(Gay, Mills, & Airasian, 2009, p. 257). 

R O X1 O 

R O X2 O 

Data for this experimental study will be collected both pre- and post- experimental/control 
activities using the methods as listed below:   

1. demographic survey instrument 

2. two self-report survey instruments 

3. laboratory equipment capable of measuring physiological symptoms of finger 
temperature. 

Participants will be randomly assigned to experimental and control groups and will participate 4 
hours prior to a solo performance.  Prior to the participating, all participants will fill out 
questionnaires that detail the following demographics: age, gender, age of onset for formal 
musical training, number of years of formal musical training, student status at the institution (i.e., 
freshman, sophomore, etc).   



 
To control for the limitation imposed by the difference in treatments for the two groups, the 
dependent variables in this study have been operationalized in such a way that the difference 
between the two groups is clear: the experimental group is to actively engage in the creative 
activity of coloring; the control group to not engage in an activity involving any creativity – 
rather, the control group is to sort and organize colored cards (Gay, Mills, & Airasian, 2009, p. 
241). 

For the purposes of this research, the study will take place in the same classroom on campus in at 
the institution’s music building.  The same researcher will attend to the data gathering and will 
wear black slacks, black shirt, and black shoes for both groups of participants.  No music is to be 
played during the collection of data: neither iPods nor musical instruments are to be allowed.  
For the experimental group, the same mandala design is to be used for each of the study’s 
participants.  In addition, a new, unopened box of 8 Crayola brand crayons is to be provided for 
each participant in the study’s experimental group.  Colors are to be sharp, whole, and confined 
to the color palette assigned to a standard box of 8 Crayola crayons.  The assortment of colors 
per participant is limited to the 8 crayons provided in a standard box of Crayola-brand crayons.   

Prior to participating in the experiment, all participants from both groups will have finger 
temperature monitored and recorded (Crawford, Friesen, & Tomlinson-Keasey, 1977; Kim, 
2008; Braverman, 2009).  Participants will complete the two self-report survey instruments 
(STAI and MPAQ).  

This experimental study accounts for the invalidating bias and the “common misconception  . . . 
that a control group receives no treatment, but a group with no treatment would rarely provide a 
fair comparison” (Gay, Mills, & Airasian, 2009, p. 241).  Participants will be randomly assigned 
to two groups: the experimental group and the control group. The experimental group 
participants will color mandala designs for a period of 20 minutes; the control group will be 
given the task of sorting a deck of 96 solid-colored cards into 8 piles.  The colors of these cards 
are to correlate with those in the box of crayons that the experimental group will be using – 12 
cards of each color.  The cards will have no identifying marks on them.  The control-group 
participants will be told that once they complete the task of sorting all 96 cards, they are to 
shuffle the deck and re-sort the colors, again, into 8 piles.  Assigning this task of sorting colored 
cards exposes the control group to the same 8 colors as the experimental group.  In addition, this 
control attends to the non-creative activity of sorting for the control group – in contrast to the 
experimental group’s creative coloring activity. 

After the two groups have participated, data on the dependent variable will be measured and 
analyzed for each group (experimental and control) and self-report scores will be statistically 
analyzed (Gay, Mills, & Airasian, 2009, p. 241).  The analysis of covariance will be utilized for 
equating these two randomly-formed groups.  “Analysis of covariance adjusts scores on a 
dependent variable for the differences in pre- and post-tests” (Gay, Mills, & Airasian, 2009, p. 



252).  The randomization of this pretest-posttest control group design strengthen the results 
(Gay, Mills, & Airasian, 2009, p. 252, 257).   

This “combination of random assignment and the presence of a pretest and a control 
group serve to control for all threats to internal validity.  Random assignment controls for 
regression and selection factors; the pretest controls for mortality; randomization and the 
control group control for maturation; and the control group controls for history, testing 
and instrumentation”  (Gay, Mills, & Airasian, 2009, p. 257). 

Finger temperature will be recorded prior to and after the pretest and posttest.  The pre-activity/ 
post-activity self-report survey instruments will be scored (STAI and MPAQ).  Posttest scores 
will be compared and analyzed to determine the effectiveness of the treatment.  The t values will 
be calculated and their levels of significance will be analyzed to determine any significant 
difference in MPA levels between the experimental and control groups (Gay, Mills, & Airasian, 
2009, p. 348).     

Study Design and Description of Controls: 
 
“Experimental research designs are used for the controlled testing of causal processes.  The 
general procedure is one or more independent variables [the coloring intervention/ card-sorting 
control] are manipulated to determine their effect on a dependent variable [reduction or increase 
of MPA prior to solo performance]” (Wikipedia, 2010).  As is typified by experimental research 
design, this study controls for “extraneous factors [by employing] a pre-test/post-test . . . The 
total population of participants is randomly divided into two samples; the control sample and the 
experimental sample. Only the experimental sample is exposed to the manipulated variable. The 
researcher compares the pretest results with the post test results for both samples. Any 
divergence between the two samples is assumed to be a result of the experiment (Wikipedia, 
2010). 
 
“Experimental research is the most structured of all research types. . . . and produce[s] the 
soundest evidence concerning cause-effect relations” (Gay, Mills, & Airasian, 2009, p. 240).  In 
that this study has a predictive characteristic, an experimental study was selected as being the 
preferred type of research.  Also, experimental research often studies the links between variables 
and deductive experimental outcomes, this researcher has chosen this particular design to test a 
specific hypothesis: engaging in a creative activity involving crayon coloring prior to a musical 
performance alleviates MPA in musicians.  This experimental pre-test/post-test design will look 
at how engaging in a creative coloring activity may alleviate stress and seeks to answer the 
question: Is it the creative activity that alleviates stress or not?  “. . . in experimental research the 
researcher manipulates at least one independent variable, controls other relevant variables, and 
observes the effect on one of more dependent variables”  (Gay, Mills, & Airasian, 2009, p. 240).   



The results of this study will examine and discuss what may or may not alleviate MPA: the 
creative aspect of the experimental group (coloring a mandala) and the non-creative aspect of the 
control group (sorting colored cards).  The study seeks to answer the question: Is it the creative 
act of coloring that alleviates MPA?  With the intent of this research testing this specific 
hypothesis and refining this specific question, this experimental design is appropriate.    

Recognizing that the study is focusing on a musician’s MPA and that “. . . [elaborate measure of 
students’ responses . . . could impart their own demand characteristics prior to performing solo], 
the measures of results [will be] kept simple and unassuming . . . (Auerbach, 1981, p. 107 – 
108)” (Currie, 2001).  The experiment is to take place 4 hours prior to a performance; this allows 
time for pre-performance preparation that a musician may feel necessary prior to performing.  
Questionnaires are limited to 20 questions each and finger-temperature recording will require 
minimum time.  So as to not burden the participants with a lengthy experiment, the experimental 
and control activities are limited to 20 minutes.  

This researcher acknowledges the threat that conducting pre- and post-testing in a short period of 
time may have on the study’s results.  The actual experiment/control is to last for only 20 
minutes.  This threat to internal validity due to the short period of time between pre- and post-
testing is controlled somewhat by the design of the study: the design is not measuring factual 
information that must be recalled; rather it is measuring MPA levels that may increase or 
decrease as a result of the intervention or the control (Gay, Mills, & Airasian, 2009, p. 244).  One 
advantage of conducting the experiment in a relatively brief time negates attrition – a factor that 
interferes with validity – and limits a dramatic change in the characteristics of the participants 
that can occur in longer-term studies.  The possibility of participants dropping out of this study 
during the 20-minute experiment is expected to be unlikely (Gay, Mills, & Airasian, 2009, p. 
245).       

Selection of participants will be limited to those students performing solo at the institution’s 
performing arts center.  The researcher acknowledges the limit this small sample imposes by not 
providing a broader population of musicians.   

Selection of participants will focus on solo performance – again limiting the sampling of 
participants.  With a focus on solo performance, the researcher seeks to study MPA in what is 
known to be the most stressful of performance environments.  Solo performance is “quite 
stressful and produce[s] great anxiety in most musicians . . . . Solo performance “[forces the 
performer] to take on greater responsibility for things such as pitch, rhythm, style, and 
intonation” (WikEd, 2006).  The researcher acknowledges that this control places limits on the 
number of potential participants in the study.  

“. . . it is unusual for a single experimental study to produce broad generalization of results 
because any single study is limited in context and participants” – as is the case in this particularly 
study (Gay, Mills, & Airasian, 2009, p. 240).  As an example, keeping in mind the study’s 



limitation of focusing on solo performers alone, the number of years of performance experience 
is not to be limited to a specific population.  Although demographic data will be gathered, the 
number of years of performance experience is not to be viewed as a limiting factor.  Even the 
most seasoned of performers experience MPA.  “It should be noted that musical performance 
does not just affect new talent; many famous professionals are affected by extreme distress 
before and during performances, including stars like Luciano Pavarotti and Barbara Streisand” 
(Braverman, 2009).  

Location will be controlled by choosing the institution’s performing arts center as a consistent 
environment for all participants in this study. This venue is chosen with the intent to preserve 
consistency with regard to venue and to remove any environmental factors that may play an 
added role in influencing participants MPA. 

Another limitation of this proposed study is that it relies on “self-report measures of anxiety, 
which are subject to various flaws and response biases” (Curry & Kasser, 2005, p. 84).  The 
control for this potential bias will be examined against physiological conditions by measuring 
finger temperature with the intent of better validating results.  

Examples for Use of Study Design in Similar Studies: 
It is this researcher’s hypothesis that engaging in a creative activity prior to performing solo will 
reduce MPA in musicians.  Although this specific medium has not been explored in relation to 
reducing MPA, artistic endeavors have been well-documented as proving to be beneficial to 
learning in general:  
 

 Lusebrink (1990) studied the relationship between art media and “complex cognitive 
activity involving decisions and internal imagery, thus activating the sensory channels 
and motor activity”  (Lusebrink, 2004). 
 

 “Art involves a strong spatial sense, not just a visual one.  Howard Gardner (1983, 1999) 
argues that a spatial sense is a form of intelligence. . . . Doing art, Gardner says, is a way 
of thinking and demonstrating the product of thinking” (Jensen, 2001, pp. 51-52). 

 “. . . visual art-making and seeing are a whole-brained experience Barker & Barasi, 1999; 
Zeki, 1993).  Your visual system has more than 35 areas for processing” (Jensen, 2001, p. 
55).  

 “. . . visual arts are perceived as a unilateral set of skills, the nondominant hand [as in 
playing a musical instrument] plays a critical and complementary (and covert) role.  
Unlike a static clamp, the nondominant hand provides a pastic, creative stabilization and 
does it before the dominant hand takes action” (Wilson, F., 1999). 



 “Other art elements create arousal [which is known to be beneficial to music 
performance] and surprise.  For example, symmetry, [as is found in the mandala designs 
to be colored by particpants] . . . also lead to limbic activations” (Jensen, 2001, p. 58).  

 “Visual arts have the capacity, when used well, to enhance concentration and improve 
focused attentional states (Sautter, 1994)” (Jensen, 2001, p. 62). 

Consistent with experimental research, this intervention is designed to answer the question “Is it 
the creative activity of coloring a mandala that alleviates stress or not?” by linking an artistic 
activity with the reduction of musical performance anxiety.  “The relationship between the 
processes of art expressions and brain functions is approached . . . with examples from art 
therapy interventions” (Lusebrink, 2004, p. 125).  Participants will complete pretest and posttest 
measures that include finger temperature, Spielberger’s STAI, and Lehrer, Goldman, and 
Strommen’s MPAQ – a parallel study design to that of Kim (2008) – prior to participating in 
either the experimental or the control group.  The experimental group will color a mandala 
design; the control group will be restricted to sorting and organizing solid-colored cards.      

The activity of coloring mandalas with Crayola crayons and mandalas has been chosen as the 
primary intervention in this study’s design.  To the best knowledge of this researcher, the 
influence(s) of coloring with Crayola crayons, prior to musical solo performance, has not 
previously been studied in relation to MPA.   However, findings from Curry & Kasser’s (2005) 
study [titled “Can Coloring Mandalas Reduce Anxiety?”] “suggest that structured coloring of a 
reasonably complex geometric pattern may induce a meditative state that benefits individuals 
suffering from anxiety” (2005, p. 81).    

Works Cited 

(n.d.). Retrieved October 12, 2010, from Dictionary.com: 
http://dictionary.reference.com/browse/performance+anxiety 

Braverman, A. M. (2009). Retrieved October 13, 2010, from Personality Aspects and Blame 
Style of Singers with Performance Anxiety: 
http://www.hofstra.edu/pdf/Library/lib_ULRA_2009_braverman.pdf 

Crawford, D. G., Friesen, D. D., & Tomlinson-Keasey, C. (1977). Effects of Cognitively Induced 
Anxiety on Hand Temperature. Applied Psychology and Biofeedback , 139-146. 

Currie, K. A. (2001, May 1). Performance Anxiety Coping Skills Seminar: Is It Effective in 
Reducing Musical Performance Anxiety and Enhancing Musical Performance? Retrieved 
October 8, 2010, from http://scholar.lib.vt.edu/theses/available/etd-06132001-
125529/unrestricted/02CHAPTER_1.pdf 



Curry, N. A., & Kasser, T. (2005). Can Coloring Mandalas Reduce Anxiety. Art Therapy: 
Journal of the American Art Therapy Association , 81-85. 

Definition of Performance Anxiety: What is it? (n.d.). Retrieved October 12, 2010, from 
http://faculty.evansville.edu/gu2/Anxiety.htm 

Fehm, L., & Schmidt, K. (2004). Performance Anxiety in Gifted Adolescent Musicians. Journal 
of Anxiety Disorders , 98-109. 

Gay, L. R., Mills, G. E., & Airasian, P. (2009). Educational Research: Competences for Analysis 
and Applications. Columbus: Pearson. 

Jansen van Rensburg, M. P. (2005, November 30). The Role of Emotional Intelligence in Music 
Performance Anxiety. Retrieved October 22, 2010, from http://etd.uovs.ac.za/ETD-
db//theses/available/etd-08252006-130016/unrestricted/JansenVanRensburgMP.pdf 

Jensen, E. (2001). Arts with the Brain in Mind. Alexandria, VA: Association for Supervision and 
Curriculum Development. 

Kenny, D. T., & Osborne, M. S. (2006). Music Performance Anxiety: New Insights from Young 
Musicians. Advances in Cognitive Psychology , 103 - 112. 

Kim, Y. (2008, Summer). The Effect of Improvisation-Assisted Desensitization, and Music-
Assisted Progressive Muscle Relaxation and Imagery on Reducing Pianists' Music 
Performance Anxiety. Retrieved October 13, 2010, from PubMed.gov: 
http://www.ncbi.nlm.nih.gov/pubmed/18563972 

Lusebrink, V. B. (2004). Art Therapy and the Brain: An Attempt to Understand the. Art Therapy: 
Journal of the American Art Therapy Association , 125-135. 

Lusebrink, V. B. (2004). Art Therapy and the Brain: An Attempt to Understand Underlying 
Processes of Art Expression in Therapy. Art Therapy: Journal of the American Art 
Therapy Association , 125 - 135. 

Normand, M. (2010). The Mandala Cure: End Anxiety Today. Retrieved October 22, 2010, from 
Global Oneness: http://www.experiencefestival.com/wp/article/the-mandala-cure-end-
anxiety-today 

Novy, D. M., Nelson, D. V., Goodwin, J., & Rowzee, R. D. (1993). Psychometric Comparability 
of the State-Trait Anxiety Inventory for Different Ethnic Subpopulations. American 
Psychological Associations, Inc. , 343-349. 

Osborne, M. S., & Kenny, D. T. (2008, May 23). The Role of Sensitizing Experiences in Music 
Performance Anxiety in Adolescent Musicians. Psychology of Music , 447-462. 



Ross, B. (2009, January 23). Trading Bombs for Crayons: Terrorists get 'Art Therapy'. Retrieved 
October 22, 2010, from abc news: http: //abcnews.go.com/print?id=6719704 

State Trait Anxiety Inventory. (n.d.). Retrieved October 13, 2010, from PDFTop Manual and 
Documentation Search Machine: 
http://www.pdftop.com/view/aHR0cDovL2ZhY3VsdHkuc2pjbnkuZWR1L350cmVib3V
4L2RvY3VtZW50cy9TdGF0ZSUyMFRyYWl0JTIwQW54aWV0eSUyMEludmVudG9y
eS5kb2M 

Teacher, A. M. (2001, December 4). Managing Musical Performance Anxiety. Retrieved 
October 12, 2010, from Goliath Business Knowledge on Demand: 
http://goliath.ecnext.com/coms2/gi_0199-3509563/Managing-musical-performance-
anxiety.html 

Tilton, S. R. (2008). Review of the State-Trait Anxiety Inventory (STAI). Retrieved October 6, 
2010, from NewsNotes, Volume 48, Issue 2: http://www.theaaceonline.com/stai.pdf 

WikEd. (2006, July 11). Performance Anxiety. Retrieved October 14, 2010, from WikEd: http: 
//wik.ed.uiuc.edu/index.php/Performance_Anxiety 

Wikipedia. (2010, October 30). Experimental Research Design. Retrieved November 1, 2010, 
from Wikipedia: http://en.wikipedia.org/wiki/Experimental_techniques#Controls 

Withrow, R. L. (2004). The Use of Color in Art Therapy. Journal of Humanistic Counseling, 
Education, and Development . 

WSIRB. (2009, October 15). Privacy and Confidentiality in Research. Retrieved October 20, 
2010, from WSIRB In-service Training : 
http://www.dshs.wa.gov/pdf/ms/rda/hrrs/wsirbtraining/PrivacyConfidentiality_101509.pd
f 

 

 

 
 

 

 

 

 



S T U D E N T  E N G A G E M E N T  
T H R O U G H  I N N O V A T I O N  

R O R Y  O ` R O U R K E  
P R I N C I P A L   

K A I T A O  M I D D L E  S C H O O L ,  R O T O R U A  , N Z  
Keeping young adolescents engaged in school and education requires a school to constantly adapt and 
provide a wide variety of programmes which capture the imagination of students. 
 
Kaitao Middle School is a Decile 2 intermediate school in Rotorua New Zealand, catering for 450 Year 
Year 7 and Year 8 students, 70% of which are of Maori decent.  The school is values driven and our 
motto, vision and purpose can be summed up “Kia puawai i roto i te Whanaugatanga” which means “To 
blossom within the Family.” 
 
In 2010 the Education Review office recognized that our main strength was student engagement with no 
stand-downs, suspensions, or exclusions for three years achieved through a number of initiatives which, 
when combined, created a culture built around a caring, supportive environment allowing students to 
feel a strong sense of belonging. 
The school has been part of the Student Engagement Initiative since 2007 and Positive Behaviour for 
Learning since 2010.  
 
In 2006 the school was having concerns around student engagement and parental and community 
support so decided to put some initiatives in place that would help enhance and sustain those areas. 
 
Firstly, we set up an “Academy Structure” which placed students in an academy which related strongly 
to their preferred learning style. These are full time Academies with an emphasis on literacy and 
numeracy through the kaupapa of the academy. 
 
Wero Matauranga Academy for students who enjoyed learning through sports, physical education and 
fitness. 
 
‘Expressive’ Academy for students who enjoyed learning through music, drama, dance and 
performance. 
 
‘Discovery’ Academy for students with an aptitude towards science and the physical world. 
 
‘Adventure Learning’ Academy for students reading up to 3 years below chronological age. 
 
‘Highly Academic Accelerate’ Academy for our gifted and talented students. 
 
‘Te Puna Reo’ Academy for those who chose to be taught with Maori language. 
 
Restorative Practice is now also embedded in the school culture and is another driver for student 
engagement. 
In 2012 we will introduce 1:1 mobile technology as we move towards a fully integrated e learning 
school. 
Alongside these two initiatives, Positive Behaviour for Better Learning, student-led conferencing and a 
wide variety of extra curricula activities including television and radio stations. 

http://www.pdfcomplete.com/cms/hppl/tabid/108/Default.aspx?r=q8b3uige22


 
Winners of the 2010 Rotorua Business Excellence Awards and finalists in 2011 for Social Responsibility. 
Finalists in 2010 Rotorua Business Excellence Awards for Community Organisations. 
Winner 2011 Rotorua Business Excellence Awards Employee of the Year. 

http://www.pdfcomplete.com/cms/hppl/tabid/108/Default.aspx?r=q8b3uige22
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Abstract: 
 
Georgia Southern University was the second university in the United States to have a 
nationally accredited coaching education program. This program was established to 
provide teachers who wanted to coach sport teams the tools to meet the National 
Standards for Athletic Coaches established in 1995. 
  
This presentation will highlight the components of the Georgia Southern University 
Coaching Education Program: Freshman Experience, Coaching Minor, Online Master’s 
Degree in Coaching, National Journal in Coaching Education, International Practicum 
Experiences, and Educational Research Leave.  A power point and interactive approach 
will be utilized to present this paper. 
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Mathematics Curriculum and Formative Assessments 

Mathematics curricular approaches—including textbooks, computer-aided programs, and 

instructional processes—incorporate diagnostic, formative, and interim assessments to provide 

teachers with information about student understanding. These assessments are intended to lead to 

instructional change, which in turn leads to increased academic achievement.  However, many 

teachers and schools are not using assessment results appropriately due to lack of time and 

understanding about how to interpret the results. As a result, professional development and 

improved formative assessment questions can provide teachers with assistance on how to 

incorporate results into their curriculum. This review of the literature begins with a discussion of 

specific curricular approaches, moves to a description of particular types of formative 

assessments within those curricular contexts, and finally, describes a common-error based 

approach to formative assessments can could be used universally across these different curricula. 

This literature review was prepared as part of an interagency agreement between the University 

of California Educational Evaluation Center (UCEC) and California Academic Partnership 

Program (CAPP). CAPP is an intersegmental program supporting cooperative efforts of K-12 

and postsecondary institutions designed to close the achieving gap and improve college-going 

rates for students in the state’s underperforming secondary schools. CAPP is administered by the 

California State University in cooperation with the Association of Independent Colleges and 

Universities, California Community Colleges, California Department of Education, California 

Student Aid Commission and the University of California. 
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ABSTRACT:  

 
Although its accessibility and quality suffers tremendous variations around the world, education is 
nevertheless absolutely essential for any population’s development and future.  International assessment 
programs like PISA, TIMSS, PIRLS clearly show that while wealth does not warrant high academic 
performance, nations with limited wealth do indeed struggle to reach to high level of educational 
attainment. Haiti is now facing a situation where many institutions, as well as buildings, streets and homes 
have to be rebuilt.  The earthquake of 2010 has changed a lot in the life of Haitians as well as in the 
structure and the daily business of the public administration.   The 2010 national elections have brought a 
new government which main task is to now rebuild and renew.   
The Haitian educational system, far from being alone in this situation, has nonetheless received numerous 
criticisms through the years, both from within and from the exterior of the country (Bourjolly, Fèthière, 
Toussaint, 2010; Joint, 2006; Luzincourt & Gulbranson, 2010;  Rothberg, 1997; Salmi, 2000;  Tippenhauer, 
2010; Yasin & Nur‐Awaleh, 2005). Government commitment towards public schools, curriculum reform, 
better teacher initial training and commitment to hire trained teachers instead of less prepared personnel,  
greater efficiency from the administration of schools  are among the most common needs that are 
frequently expressed about the Haitian education system. Professors are the first to agree that the system 
needs to be rebuilt and the sociopolitical context created by the earthquake of 2010 now offers an 
opportunity to undergo a major restructuration.  
Before any change is made, however, it seems essential to analyze the Haitian situation and avoid 
imposing our northern systems that, actually, don’t always fare as greatly as one would think. 
Contextualization 
 



Many studies have provided ideas about the dimensions that make up for teaching effectiveness or quality 
(Cheung, 2000; Gursoy & Umbreit, 2005; Haslett, 1976; Jackson, Teal, Raines, Nansel, Force & Burdsal, 
1999; Marsh, 1991; Seidel & Shavelson, 2007; Chemsi, Radid, Bekkali & Talbi, 2010). Models usually vary 
from 2 to 9 dimensions. However, it is difficult to predict which one will be considered most important in 
one context or another. Working from Chemsi et al. (2010) and other works, the authors produced a list of 
teaching effectiveness related dimensions and submitted the list to university professors and lecturers of 
a private Haitian University. Each participant was asked to rate how important these dimensions are to 
describe “good teaching” and how successful the see the Haitian education system in this endeavor. In 
addition, participants were also asked to rate how much they believe they can perform on each of these 
dimensions.  Finally, a number of open‐ended questions allowed the educators to provide their opinion as 
to the most needed changes in the Haitian educational system in general and in the training of new 
teachers, in particular.  While the descriptive results will illustrate the level of consensus around what 
constitute “good teaching” and whether or not respondents consider themselves as providing such 
teaching, relations between the answers to the diverse questions will be used to better understand what 
kind of improvement they see as essential and where they believe the reconstruction efforts should be 
directed. Consequences for teachers’ initial and continuous training will be discussed. 
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Abstract 

Significant change is occurring in the 
education systems in most countries around the 
world. This article, based on a larger educational 
change study, examines perceptions of 
Australian primary teachers employed within the 
Seventh-day Adventist Church education system 
(Adventist Schools Australia, ASA) regarding the 
impact of change. Teachers indicated that an 
increase in parent expectations is having a 
significant impact on their ability to manage 
change, both functionally and emotionally. It was 
found that the leaders in this system are 
perceived to be relatively effective across nine 
leadership characteristics. Modelling, based on 
linear regression, suggests that teachers 
perceived that different leadership constructs 
are needed to enable teachers to successfully 
deal with change functionally, emotionally and 
with a positive view of future change. In addition, 
teachers perceive that leaders are best able to 
support the change process when they are 
Relators and Collegial Managers. However, the 
Adaptor, which was the highest significantly 
significant construct, has a negative impact on 
the change process as the teachers perceived it.  

 
Introduction 

In an educational context, the modern world is 
fast, compressed, complex and uncertain; this 
presents new problems and challenges everyday for 
school systems and the teachers who work in them 
(Fullan, 2005, p. 127). The compression of time and 
space is creating accelerated change, innovation 
overload and intensification in teachers’ work. 
Further, as Hargreaves, (1994, p. 9) suggests, 
ideological uncertainty is challenging the Judaeo-
Christian tradition on which many school systems 
have been based, raising crises of identity and 

purpose in relation to what their new missions might 
be. This is also the case in the ASA setting. 

Teaching has become harder than ever before 
because of the impact of these changes. Shrinking 
budgets, critical media headlines, crowded curricula, 
increased cases of litigation and unrealistic 
expectations (from the teachers’ perspective) impact 
day-to-day teaching. Collectively they can ultimately 
undermine a teacher's sense of adequacy and self-
respect, and may lead to low levels of motivation and 
career satisfaction.  

A motivated staff is a powerful catalyst for school 
improvement. Competent leadership by the principal 
is seen to be essential to build and nurture the 
motivation of staff, particularly to engage in change. 
In Fullan’s (2005, p. 127) view, motivation is the key 
to engaging in change, he asserts that “the holy grail 
of change is to know under what conditions hordes of 
people become motivated to change”.  

Competent leadership involves the optimising of 
the human resources available in any organisation. 
Leaders need to be sensitive to the needs and 
experiences of supervised colleagues and help to 
develop their skills and qualities to the advantage of 
the individual and to the benefit of the organisation as 
a whole. It is the principal’s responsibility and role to 
lead effective change thereby avoiding crisis and 
chaos as well as staff alienation, dissatisfaction and 
detachment from change.  

This article, based on a larger educational change 
study, contributes new insights for leaders by linking 
previously identified research on desirable leadership 
attributes to specific ‘levels’ teachers deal with 
change - managing in a functional sense, coping in an 
emotional sense and being willing to positively view 
change in a future sense. It examines perceptions of 
primary teachers employed within ASA schools 
regarding the aspects and extent of change within the 
education scene that impact on their practice. Further, 
it explores these teachers’ views on how school 
leaders can best help them deal with the challenges 



 

resulting from constant change in their work 
environment. 

 
Literature Review 

Leadership 
Research has shown that leadership within the 

school, particularly that of the principal, has a 
significant influence on the success of school 
change and improvement (Leithwood & Jantzi, 
2000). McEwan (2003) contends that certain 
leadership characteristics or styles are central to 
enabling teachers to deal successfully with the 
challenges associated with change.  

One such style is a collective and shared 
leadership style (Spillane, 2006, p. 18) often termed 
a devolved leadership style, where power is shared 
among layers of leaders within the school. 
Relationships between administrative and teaching 
staff have been identified as one layer of this 
devolved model. For successful change to occur, 
teachers and administrators need to be connected. 
Fratz (1989) suggested that competent principals 
support improvements that are responsive to the 
classroom context and provide support for teaching 
staff and, in doing so, reaffirm the linkage between 
administration and teaching.  

Communication between administration and 
teaching staff is a crucial variable in the 
implementation of school change (Murphy, 1994); 
however, ethos is central to a good connection 
between the two entities. In order to facilitate and 
maintain change that gains the support of teachers, 
and enhances understanding and support of these 
teachers, the ethos of the school administration 
needs to move from the generally bureaucratic-type 
task orientation to more people-orientated 
leadership styles and managerial practices 
(Frederick, 1992).  

The devolved or distributed leadership model 
(Gronn, 2002, 2003a, 2003b, 2006; Hatcher, 2005; 
Spillane, 2006) has had a significant influence on 
change management in recent years. Although there 
is little agreement as to the meaning of this style of 
leadership, it is suggested that it be considered a 
‘way of thinking about leadership’ rather than a 
strategy, technique or model. Transformational 
leadership, which is visionary and “provides 
intellectual direction and aims at innovating within 
the organisation while empowering and supporting 
teachers as partners in decision making” (Marks & 
Printy, 2003, p. 371) provides a ‘thinking’ framework 
within which devolved leadership could develop. 

Sustainable planned growth and development of 
a school requires leaders (and participants) to have 
an understanding and appreciation of the factors 
that influence the change process. Planning and 
monitoring changes is necessary, for as Kimbrough 
and Burkett (1990, p. 127) observe, “Change can be 

achieved without realising the desired improvement, 
but it is impossible to have improvement without 
having change”. Leadership is tasked with shaping 
change within unique environments and by differing 
locally appropriate processes to achieve desirable 
outcomes. Mid-Continent Research for Education and 
Learning (McREL, 2000, p. 3) report that all 
educational institutions in Australia face change 
processes that are fundamentally different not 
because the institutions are fundamentally different 
(although they may be) but because there are 
distinctly different change processes occurring. 

 
Change 
Incremental change has been identified as being 

part of a normal aspect of the ordinary life of any 
organisation. It is the basic adjusting of current 
patterns of behaviour and action to address the ever-
changing environment in which the organisation or 
school functions. 

Fundamental change, on the other hand, is the 
kind of change that typically involves altering the very 
essence or identity of a system – in other words, 
transforming the system (Reardon, Reardon & Rowe, 
1998, p. 133). It requires that teachers “depart 
drastically from the status quo and often that they do 
so in a limited period of time”. Frequently, knowledge 
and understanding are lacking, current skills fall short 
of those required and potential outcomes are difficult 
to define.  

One pitfall is to view fundamental change as 
‘better’ than, or more worthwhile than, incremental 
change. Incremental change can make a significant 
difference in an organisation’s effectiveness, in 
relationships among staff, and in relationships with 
community members. Incremental change is usually 
focused on fewer issues concurrently and is spread 
over greater time so is seen as less disruptive.  

In general terms, whether the change is 
incremental or fundamental, the perceived impact will 
consequently influence the kind of feelings that 
teachers experience. The greater the number or 
scope of changes teachers encounter, the more likely 
they are to experience feelings of stress and 
inadequacy. McREL’s (2000, p. 5) research 
concluded that because deep changes are so 
unsettling, many prefer incremental change, even 
though this kind of relatively focused change may be 
insufficient in a given situation. Dealing with problems 
incrementally is much more familiar and, therefore, 
more comfortable for most teachers. A fundamental 
change, on the other hand, requires teachers to learn 
new ways of interacting with problems and 
stakeholders. 

The fact that incremental change is more 
comfortable for most teachers, should not motivate 
those implementing or leading change to fall back on 
incremental change over fundamental or rapid 



 

change. There are times when the change process 
should function in small, incremental and, therefore, 
generally less threatening steps. Nevertheless, there 
are also circumstances when, for the sake of school 
improvement and student learning, fundamental 
change is necessary. The impact of change on 
individuals needs to be addressed, though it cannot 
be the sole consideration to the exclusion of moving 
an education system or school in more productive 
directions.  

Change has an impact on people’s lives, stories, 
hopes and identity. As Stoll (2001, p. 39) observes, 
“The human side of change is all too often ignored. 
Change is an intensely personal experience.” The 
effectiveness of the change process will be 
influenced by the degree to which teachers 
understand the conditions that led to the need for 
change and indicate their willingness to personally 
engage in the process. Leadership practices can 
influence and shape both understanding and 
commitment. 

In an Australian study, Hubbard and Samuel 
(2002), assert that organisations should uphold 
captain-coach leadership. Interestingly, this 
leadership style represents a key difference 
between Australian findings and those in other 
countries. Australians’ expectations of leadership 
are not that of generals providing subordinates with 
a vision and telling them what to do. Instead, 
Australians want their leaders to be coaches who 
are ‘with them on the field’, building effective 
relationships and providing a cause to follow 
(Hubbard & Samuel, 2002). Coaching is about 
becoming a partner in the team-member’s journey 
toward enhanced competence and effectiveness, 
along with enabling teachers to deal successfully 
with the challenges associated with change. The 
impact the various leadership styles have on ASA 
primary teachers, however, is unknown. 

 
Methodology 

Data for this quantitative component of the study 
was collected using an empirical survey completed 
by 282 (66%) of the 425 primary teachers within the 
ASA schools system from 48 (84%) out of a total of 
51 primary schools.  

The validity and reliability of the survey items 
were the major controlling factors in the selection of 
the respective construct items. Consultants used to 
examine the validity of the survey were, or had 
been, teachers in the Seventh-day Adventist Church 
education system thus providing an increased 
likelihood of having, or being aware of, views similar 
to those of the respondents, views that could shape 
responses to the survey. The consultants’ input was 
compared and finally derived using a modified 
Delphi Technique (Hsu & Sandford, 2007, p. 1). 

The reliability of the survey was enhanced by 
piloting the collection of data from a sample group of 
schools in New Zealand which are very similar to 
those for whom the instrument was designed.  

The empirical survey consisted of three sections. 
Section One of the survey included seven questions 
on demographics. Section Two included 39 
statements, 38 of which required the respondent to 
rate (using a 6 point Likert scale) the leadership 
characteristics of his/her principal or head of primary 
school. Factor analysis of these items generated nine 
leadership characteristics or constructs (Table 1). The 
remaining question, the leader “effectively assists in 
implementing change within the school environment”, 
was considered an outcome. The nine leader 
characteristics chosen are not intended to be an 
exhaustive list; however, they cover most of the 
characteristics identified in the literature and pilot 
phase.  

Section Three of the survey included 37 
statements requesting respondents to rate 
themselves in terms of dealing with the challenges 
associated with change.  

Three statements (using a dichotomous scale, 
well or not well) investigated how the respondents 
perceived they were dealing with challenges 
associated with change. The first related to how they 
were managing, in a functional sense, the impact of 
change factors. Manage implied the ability to be ‘on 
top’ of the changes at work and see themselves to be 
‘doing well’ in their professional roles in spite of the 
impact of surrounding change. The second statement 
addressed perceptions of the degree to which they 
were coping in an emotional sense, with the impact 
of the change factors. The third statement questioned 
the extent to which the respondents were willing to 
deal with the impact of future change factors. 

One statement investigated the extent to which 
the respondents perceived their spiritual 
commitment/service orientation assisted them to deal 
successfully with the impact of change. 

Three statements assessed respondents’ 
perception of the extent of change taking place 
across three specific areas, society’s expectations, 
parental expectations, and rate of change in the 
curriculum.  

The final 30 statements in Section Three were 
used to determine four constructs relating to teachers’ 
self perceptions and their reactions to the changes 
taking place in the work environment (dissatisfied – 
where the teacher becomes disengaged with the 
teacher role, confident – where the teacher remains 
optimistic with the teaching role, seeks external 
support – where the teacher feels he/she is supported 
and is able to link with external groups, parents and 
community or seeks internal support – where the 
teacher feels support from and is able to link with 
internal groups of teachers, general staff and 



 

administration). Level of agreement with each 
statement was indicated using a 6 point Likert scale 
(1 = Very Strongly Disagree and 6 = Very Strongly 
Agree). 

 
Results 

Teachers’ reactions to change 
Dealing with change 
It is interesting to note that even though teachers 

were feeling the pressure of continual change taking 
place in their professional environment, most 
perceived that they were able to still function well 
(75%) as they managed change within their work 
environment (see Table 2). There was, however, a 
significant emotional toll for many of the teachers, 
with 35% of respondents giving a negative response 
to the coping statement. The teachers also 
appeared to see the future in a more positive light 
than the present. They rated the ability to face their 
professional role in the future (83%) higher than 
their ability to manage at the present time. 

 
Impact of types of change 
Primary teachers indicated their perception of 

the impact of change in three domains. These 
included the rapid rate of change in relation to 
school curriculum, 85.5% of respondents indicated 
that they felt pressured by this challenge, while 
85.8% of respondents reported that the increase in 
parent expectations was perceived to be a 
challenge. Further, at a slightly lower level, 82.2% of 
respondents reported an increase in societal 
expectations as being a challenge. 

An initial exploration using regression analysis 
was undertaken to investigate the potential 
relationships between primary teachers’ perceptions 
of the impact of change in these three domains 
(rapid rate of change in curriculum, expectations of 
parents and expectations of society) and their ability 
to deal successfully with the impact of change in 
their professional working environments in terms of 
their ability to manage, cope, and adopt a positive 
view of future change. Of the three domains, the 
Increase in Parent Expectations was the only 
significant predictor (p<0.05) of both the teachers’ 
ability to manage and to cope with change. That is, 
as the teachers’ perceptions of parent expectations, 
in terms of outcomes for their children increased, 
teachers’ ability to manage and cope with change 
also increased. There was no significant relationship 
between any of the change domains and the 
teachers’ willingness to positively view change in the 
future. 

 
Leadership and change 
Leadership constructs: A teacher’s perspective 
The primary teachers rated their respective 

school leaders using nine leadership characteristic 

constructs (See Figure 1). The extent to which a 
school leader was seen by the teachers as exhibiting 
the various leadership constructs was measured on a 
1 to 6 scale where 1 indicated that the school leader 
did not exhibit this leadership orientation and 6 
indicated that they exhibited this leadership 
orientation to a significant extent. A mean rating of 3.5 
or above, then, indicates that the school leaders were 
seen by the teachers as exhibiting this leadership 
construct to some extent.  

Teachers perceived that the leaders were quite 
effective across all the leadership characteristics 
measured (all means >3.5). The Adaptor construct 
rating, where the leader is able to demonstrate a 
changing leadership style, however, was statistically 
significantly higher (p<0.05) than all other construct 
ratings, further the Analyst construct rating, where the 
leader is able to deal proficiently with a significant 
volume of data and evaluate context, was statistically 
significantly (p<0.05) lower than the others.  

 
Leadership constructs that promote effective change 
implementation 

The potential relationships between primary 
teachers’ perceptions of a school leader’s leadership 
characteristics and the ability of the leader to carry 
through, with the help of his/her staff, a change 
agenda was considered. To do this, exploratory 
regression analysis was carried out (n=282) using the 
Leader as a Change Implementer construct as the 
dependent variable and the remaining eight 
leadership characteristic measures (of the principals) 
as the predictor variables.  

This data explains 13% of the variance in the 
ability of the leader to deal with change successfully 
(see Table 3). It suggests that the most effective 
characteristic, as perceived by the teachers, to deal 
successfully with the impact of change was for the 
principal to be a Relator (=0.29). This leader relates 
well to and empathises with staff; is accessible and 
approachable, has a pleasing personality, effectively 
negotiates and resolves conflict and most importantly 
is open and honest. 

This data also suggests that in addition to the 
Relator attributes, the Collegial Manager (=0.14) 
construct contributed to teachers being able to deal 
successfully with the impact of change. The Collegial 
Manager has a participative and inclusive 
management style with qualities including involving 
others in decision making, passing on relevant 
information to staff, being an active and skilful 
listener, and empowering others. 

The negative Beta for the construct, the Adaptor 
(=-0.14), where the leader is able to demonstrate a 
changing leadership style, indicates that the more the 
teachers perceived the leader displaying the 
characteristics of the Adaptor, the less effective the 
leader was as the Change Implementer. 



 

This study found that leaders displaying the 
Relator and the Collegial Manager attributes were 
more effective in implementing change. This further 
enhances what is suggested in the literature, 
particularly regarding the captain-coach leadership 
model where the leader relates well and is open and 
honest with his/her staff, thus facilitating a collegial 
atmosphere.  
 

Leadership constructs that support teachers 
dealing with change 

An exploratory regression analysis was carried 
out to investigate the potential relationships between 
a school leader’s leadership characteristics (as 
perceived by the teachers) and the ability of 
teachers to deal successfully with the impact of 
change in their professional work environments. The 
leader as a Relator predicted both managing change 
(=0.20), and coping with change (=0.27) while the 
leader as Collegial Manager only predicted being 
willing to deal with future change (=0.17). Further, 
the leader as a Change Communicator construct 
was significantly negatively linked (p<0.05), with 
teachers coping (= -0.18) and the leader as 
Feedback Provider construct was significantly 
negatively linked (p<0.05), with teachers being 
willing to deal with change in the future  
(= -0.12). 
 
Discussion 

Teachers dealing with change 
In terms of teachers’ perceptions of the areas of 

change, the data indicated that only one of the three 
areas of change studied had a significant impact on 
the teachers’ perceived ability to deal with the 
challenges associated with change: an increase in 
parent expectations. An increase in parent 
expectations impacted positively on the teachers’ 
ability to both manage change in a functional sense 
and cope with change in an emotional sense but 
had no impact on being willing to deal with change 
in the future. This is somewhat paradoxical. One 
would initially expect that as the pressure from 
parental expectations increases, ability to manage 
would decrease. However, it appears that this 
pressure most often results in the teachers rising to 
meet such expectations. Coping in an emotional 
sense if expectations are met suggests there may 
be intrinsic and extrinsic affirmations for the teacher. 
However, there is probably a limit to this effect, one 
would suspect extremely high expectations may be 
interpreted as unrealistic expectations and this may 
have negative consequences in terms of teachers 
dealing with change. 

 
Leadership characteristics: Dealing with 
change 

Effective change implementer 
The results suggest that if the leader is to be a 

successful Change Implementer then he/she must 
relate well to staff and be open and honest (Relator), 
be inclusive in their management style (Collegial), 
and consistent in their approach to leadership 
(Adaptor). The data shows that the teachers felt that 
leaders who often changed their leadership approach 
impeded the change process.  
 

Effective teacher supporter 
The data indicated that only four of the nine 

leadership characteristics had a significant impact on 
the teachers’ ability to deal successfully with the 
challenges associated with change. These four 
characteristics were: the Relator, the Change 
Communicator, the Collegial Manager, and the 
Feedback Provider. As indicated in Figure 2, these 
characteristics impacted the teachers’ ability to deal 
with the challenges associated with change in at least 
one of the following three areas: managing change in 
a functional sense, coping with change in an 
emotional sense or being willing to deal with change 
in the future. 

The School Leader’s Leadership Characteristics 
Model (Figure 2) highlights the point that a school 
leader displaying the Relator characteristics had a 
significant positive association with both teachers’ 
ability to manage change in a functional sense and 
cope with change in an emotional sense. Leaders 
displaying the Relator characteristics (relating well 
and being open and honest with teachers) appear to 
facilitate teachers to function well in spite of 
significant change, having the largest influence on 
teachers’ change adaptations (=0.27 for coping; 
=0.20, for managing), most strongly impacting the 
personal emotional response. Administrators wishing 
to develop positive teacher responses to change 
would gain the strongest improvement by enhancing 
the personal Relator attributes of integrity and open 
relationships. The Relator leadership characteristic 
however, is not associated with teachers’ willingness 
to deal with future change.  

The only significant positive predictor of teachers’ 
willingness to deal with change in the future is the 
school leader with Collegial Manager characteristics. 
The Collegial Manager leadership characteristic 
includes a participative and inclusive management 
style that involves others in decision making, passes 
on relevant information to staff, listens actively and 
skilfully, and empowers others. The Collegial 
Manager leadership characteristic however, does not 
influence the teachers’ ability to manage in a 
functional sense or cope in an emotional sense.  

Finally, in this modelling, both of the leadership 
characteristics, the Change Communicator, and the 
Feedback Provider, are negative predictors of 
teachers’ ability to deal successfully with change, with 



 

the Change Communicator potentially having a 
negative impact on coping with change in an 
emotional sense and the Feedback Provider 
potentially having a negative impact on being willing 
to deal with change in the future. The Change 
Communicator, who continually conveys the need 
for and importance of change, actually reduces the 
ability of teachers to cope with change or is closely 
associated with factors causing lower coping. It 
appears that teachers might be already sufficiently 
change aware and find the repetition potentially 
increases negative emotions, perception of 
inadequacy, anxiety, fear and despondency. 
Likewise the Feedback Provider, where feedback is 
given on professional work, is also perceived as a 
potential deterrent to being willing to deal with 
change in the future. Perhaps teachers perceive that 
by acknowledging feedback, they may be 
surreptitiously coerced into further involvement with 
change in the future and be held personally 
responsible for outcomes, especially negative ones. 
This is a significant finding considering the 
increased emphasis on accountability within the 
current ‘economic business’ modelling of the 
educational enterprise. 
 
Conclusion 

This article has examined perceptions of 
Australian primary teachers employed within the 
ASA system regarding the aspects and extent of 
change within the education scene that impacts on 
their practice. It further explored these teachers’ 
views on how school leaders can best help them 
deal with the challenges resulting from constant 
change in their work environments. 

The study suggests that leaders need to 
understand that teachers are experiencing the 
impact of the rapid rate of change in curriculum, 
together with higher parent and societal 
expectations and are dealing with these changes at 
three ‘levels’: functionally, emotionally and with a 
positive view of the future. In addition, leaders need 
to utilise different leadership constructs to address 
responses at these three ‘levels’. 

The descriptive statistics of this study of change 
in ASA schools across Australia demonstrated that 
leaders are quite effectively implementing leadership 
characteristics and 13% of the variation in the 
successful implementation of change can be 
explained by three of these characteristics, Relator 
and Collegial Manager being positively related and 
Adaptor negatively.  
To help teachers deal successfully with change in 
the functional sense and the emotional sense, the 
study indicates that the leader needs to improve the 
Relator characteristic. However, the Change 
Communicator characteristic needs to be minimised 

as it reduces the ability of teachers to cope with 
change in an emotional sense.  

In order to increase teachers’ willingness to 
positively view change in the future sense, the leader 
needs to enhance their use of the Collegial Manager 
characteristic. However, the Feedback Provider is 
associated with deterring willingness to positively 
view change in the future.  

This research identifies perceptions made by 
participants in an education system in which limited 
research into change has occurred. It claims that 
leaders in the ASA system have rated quite effectively 
on the leadership characteristics constructs, and 
identified which of these leadership constructs are 
associated with specific teachers’ ability to deal with 
change in these primary schools.  
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Table 1: Nine leadership characteristics 
These nine constructs were:  
The leader as a Change Communicator: where the leader communicates the need for and importance of change. 
The leader as a Feedback Provider: where the leader provides effective feedback relating to one’s professional 
work. 
The leader as a Professional Developer: where the leader provides opportunities for teachers to be involved in 
relevant professional development. 
The leader as a Relator: where the leader relates well to and empathises with staff, having a personal approach 
and is open and honest. 
The leader as a Learning Facilitator: where the leader enhances the learning environment.  
The leader as a Collegial Manager: where the leader has a participative and inclusive management style, being 
an active listener and empowering others. 
The leader as an Analyst: where the leader is able to deal proficiently with a significant volume of data and 
evaluate context. 
The leader as an Adaptor: where the leader is able to demonstrate a changing leadership style as is needed. 
The leader as a Change Implementer: where the leader is able to facilitate the change, convincing the staff to 
contribute to and be involved in this change process. 

 
 
Table 2: I am Able to Deal with the Impact of Change at Work 

 Not dealing well Dealing well 
Coping 35% 65% 
Managing 25% 75% 
Willingness to face 

change in the future 
17% 83% 

 
 

Figure 1 

School Leader's Leadership Construct: The Teachers' Perspective
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Table 3: Regression Analysis for Predictors of the Change Implementer Construct 
 

R2 = 0.13    

Independent Variable Beta t 
Significa
nce 

The Relator 0.29 3.93 0.00 

The Collegial Manager 0.14 1.98 0.05 

The Adaptor -0.13 -2.06 0.04 

 Dependent Variable: Change Implementer 
 
 
 
Figure 2: School Leader’s Leadership Characteristics Model: Support for Teachers Dealing with 

Change  
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The purpose of this study is to utilize the existential-phenomenological approach to 

investigate the experiences of current White student-athletes’ in regard to race throughout 

their athletic careers.  This study, is in-process, and focuses on the following three 

research questions: a) What situational contexts do current White student-athletes 

recognize in regard to specific episodes where race played an important role in their 

athletic careers?; b) What racial issues are recalled which current White student-athletes 

have experienced throughout their athletic careers?; and c) What relationships are central 

for current White student-athletes in their sporting environments? Current White student-

athletes from various sports and competitive levels will be interviewed to obtain a deeper 



understanding of their experiences with race and how it played an important role in their 

academic and athletic careers.  Interviews will be analyzed using phenomenological 

methods and will reveal themes.  Conclusions for athletes, sport science researchers, 

athletic department personnel, and coaches will be articulated. 
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Abstract 
The research objectives were 1) survey the Technological Environment and 

Internet Use Behavior of primary students in Chachoengsoa Province, Thailand and 2) 

study the effect of the Technological Environment and Internet Use Level affect to 

Learning Achievement of Primary Students. The method of the study, researcher 

conduct the survey research method, the sample of the study consist of 432 primary 

students (Grade 1-6) from schools located in Chachoengsoa, province nearby 

Bangkok, capital of Thailand. The sample will be collected by Multi-stage sampling 

method separated by the school size (Large, Medium, and Small). The data collect by 

questionnaire that divide into 3 parts consist the students’ Technological 

Environment, Internet Use Behavior, and Learning Achievement data. Data analysis 

were used by percentage, mean, and standard deviation, and two-way ANOVA . The 

research results are expected to be beneficial to both the developing framework of 

Educational Technology for Learning Achievement of primary students and proposing 

to The Educational Province Committee to managing the environments that effect to 

students Learning Achievement. 

 

Introduction 
 Since the Internet increase in number of using in Thailand cause increase in 

the number of children accessing the Internet, the amount time they spend online, and 

complexity of their online behavior. Currently, using Internet can access everywhere 

for social and educational advantage. The internet is viewed as an environmental 

element with potential developmental impact. 

 

Ecological Systems Theory and Techno-Subsystem 

 The importance of contextual systems, which fuel individual’s development, is 

emphasized in Bronfenbrenner’s ecological systems theory. Bronfenbrenner 

organized the context of development into five nested environmental systems, with bi-

directional influences within and among systems which contain roles, norms and rules 

that shape development. The systems include a microsystem, mesosystem, exosystem, 

macrosystem, and chronosystem. The microsystem is family, peers, classroom, 

school, or systems in the immediate environment in which a person is operating.  
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Figure 1 Bronfenbrenner’s ecological systems 

The mesosystem is two microsystems interacting, such as the connection between a 

child’s home and school. The exosystem is an environment in which an individual is 

indirectly involved and is external to their experience such as child’s parent’s 

workplace. The macrosystem is the larger cultural context refer to social ideologies 

and culture values. The chronosystem highlights the effect of time on all system and 

all development processes. 

Ecological systems theory 

emerged prior to the Internet revolution 

and developmental impact of then 

available technology was conceptually 

situated in child’s microsystem. Johnson 

and Puplampu (2008 cited in John, 2010) 

proposed the ecological techno-subsystem 

a dimension of the microsystem which 

include child interaction with both human 

(e.g., communicator) and non-human 

(e.g., hardware) elements of information, 

communication, and recreation digital 

technologies. Currently, children’s 

microsystem (e.g., home, school, and 

community) are effected by the Internet. 

While the techno-subsystem 

highlights the importance of technology in children’s development, its fails to provide 

precise description of the mechanism of influence. Specific uses of the Internet as 

well as specific contexts of Internet use are linked to developmental outcomes during 

childhood. 

 

Internet Use during Childhood 

 Common uses of the Internet during childhood include communicating (e.g., 

email, chat), accessing information (e.g., visiting websites), and playing games 

(Johnson, 2006). According to Johnson and Johnson (2008), children who used the 

internet at home for learning and communicating demonstrated better language and 

metacognition than children who did not. A popular use of the Internet for both 

children and adult is playing game. Playing game effects to children, Van Deventer 

and White (2002 cited in John, 2010) reported 10- and 11 year-old video gamers noted 

extremely high level of self-monitoring, pattern recognition, and visual memory. 

Similar with DeBell and Chapman (2006) concluded that Internet Use promote 

cognitive development in children specifically in the area of visual intelligence, where 

certain computer activities, particularly game, may enhance the ability to monitor 

several visual stimuli at once, to read diagrams, recognize icons, and visualize spatial 

relationships. But however, playing video games has also been linked to childhood 

distractibility, over-arousal, hostility, and aggression. 

 Internet use during childhood occur at home, school, and in community. In 

comparing home-based and school-based computer activities, at home, children 

choose their own activities, have comfort time for exploration, visiting website, game, 

and learn incidentally. In contrast, at school, children has been controlled, teacher 

control activities, computer time limited, and learning is teacher-directed. Burnett and 

Wilkinson (2005) conclude that creative problem solving was evident in home-based , 

but not necessarily school-based, use of Internet. 
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Objectives 
 The research objectives were 1) study the Technological Environment and 

Internet Use Behavior of primary students in Chachoengsoa Province, Thailand and 2) 

study the effect of the Technological Environment and Internet Use Level affect to 

Learning Achievement of Primary Students. 

 

Research framework 

 

 

 

 

 

 

 

 

 

 

 

 

 

Research Method 
Participants  

 Parents of 432 children in first through sixth grade attending in primary school 

in Chacheongsao, sub-urban nearby Bangkok, capital city of Thailand were asked to 

1) allow their children to complete a rating scale on Internet use, 2) permit teachers to 

rate aspects of their children’s Internet use at school and learning achievement scores. 

 Participating children (227 males 205 females) range age from 6 years to 12 

years; 16.67 % of children were in each grade. 

The 432 sample will be collected by multi-stage sampling method separated 

by school size (Large, Medium, and Small) and grade level (grade1 – grade6). Present 

in table 1. 

Table 1. sampling frame 

samples 

School size 

small medium large total 

1 2 3 1 2 3 1 2 3 9 

Grade1 8 8 8 8 8 8 8 8 8 72 

Grade2 8 8 8 8 8 8 8 8 8 72 
Grade3 8 8 8 8 8 8 8 8 8 72 
Grade4 8 8 8 8 8 8 8 8 8 72 
Grade5 8 8 8 8 8 8 8 8 8 72 
Grade6 8 8 8 8 8 8 8 8 8 72 
total 48 48 48 48 48 48 48 48 48 432 

 

Measures  

 Sent questionnaire to school and asked teacher rate their student in term of 

three part consisted the children’s Technological Environment, children’s Internet Use 

Behavior, and Learning Achievement data. For the student, questionnaire asked them 



to completed Technological Environment and Internet Use Behavior rating scale 

items. 

 Based on previously validated instruments, child’s Technological 

Environment was determined with 11 items; six items queried home environment 

technology, five items queried school environment technology. In part of Internet use 

behavior was determined with 15 items; five items queried academic use (e.g., I use 

Internet for accessing knowledge information), five items queried communicating use 

(e.g., I use Internet for chat with friends), and five items queried entertaining use (e.g., 

I use Internet for play the online game). Teacher and children rated each of Internet 

use items on five point scale (1 = never, 2 = once or twice a week, 3 = 3-4 times a 

week, 4 = 5-6 times a week, 5 = everyday). 

 

Data Analysis 
 Descriptive statistics were conducted by percentage, mean, and standard 

deviation. Almost sample (63.74%) were high level of environmental technology 

Frequency Internet use (e.g., academic use, communicating, entertainment) even in  

home-based and school-based. Two-way ANOVA was used for analyze the effect of 

Environmental Technology and the Internet use behavior on children’s Learning 

Achievement. 

 

Results  

 Results of the research found medium-high level of primary school children’s 

Environmental Technology. Most of students use Internet at home more than school. 

Almost of them use Internet for entertainment, communicating, and academic 

respectively. Consider the learning achievement, they had good score in both 

academic and non-academic subjects. As shown in table 2.   

Table 2 mean and standard deviation of Internet use behavior (N = 432) 

  mean SD 

Environmental Techno.   

 Home-based 3.53 0.94 

 School-based 2.99 0.75 

Internet use behavior   

 academic use 2.11 1.11 

 communicating 2.86 1.12 

 entertainment 4.15 1.07 

Learning achievement   

 Academic 75.40 8.03 

 Non-academic 76.09 7.75 

 

 More results research were analyzed follow the research objectives;  children’s  

Technological Environment, home-based was difference from school-based 

significantly (t = 10.47, p = .000).  

Table 3 presents the effects of the Technological Environment and Internet 

Use Behavior toward Learning Achievement. The results shown Internet Use 
Behavior affect to  Learning Achievement significantly (F = 71.062, p = .000). By the 

way, Technological Environment had no affect to  Learning Achievement 
significantly, and had no found interaction effect between Technological Environment 

and  Internet Use Behavior affect on Learning Achievement, either. However, 

Technological Environment and  Internet Use Behavior can predict 80.40 percentage 

variance in Learning Achievement (Adjusted R Squared = .804).  



Table 3 the effects of the Technological Environment and Internet Use Behavior 

toward Learning Achievement 

Source 
Type III Sum 

of Squares 
df Mean Square F Sig. 

Corrected Model 25489.453
a
 88 289.653 24.755 .000 

Intercept 1161667.889 1 1161667.889 9.928E4 .000 

ET 5.034 4 1.258 .108 .980 

IUB 17461.301 21 831.491 71.062 .000 

ET * IUB 593.822 63 9.426 .806 .854 

Error 4914.368 420 11.701   

Total 2950774.641 509    

Corrected Total 30403.821 508    

a. R Squared = .838 (Adjusted R Squared = .804)   

 

Summary  
 Similar Johnson (2010) report, current sample of 6 -12 year old children 

overwhelmingly used the Internet at school and 80% reported using the Internet at 

home. Community-based Internet use occurred in approximately 60% and instant 

messaging rarely occurred in school. Internet use increased with child age. The 

techno-microsystem is validated; that is, context of Internet use (home, school, and 

community) are associated with variation in the nature inline activity. 

 Various uses of the Internet in various contexts were positive relative in 

Learning Achievement score. Almost student use Internet for entertainment, 

communicating, and academic respectively.  

 

References 
Bronfenbrenner, U. (1979). The ecology of human development: Experiments by 

nature and design. Cambridge, MA: Harvard University Press.  

Burnett, C., & Wilkinson, J. (2005). Holy lemons! Learning from children’s uses of 

the internet in out-of-school context. Literacy, 39, 158-164. 

Chatpong T., & Aruni K. (2003). Internet addiction of students of Chulalongkorn 

University. Proceedings of  the 41
st
 Kasetsart University Academic 

Conference in Education, Social Science, Economics, Administration, Home 

Economics, and Humanities, 179-186. 

DeBell, M., and Chapman, C. (2006). Computer and Internet Use by student in 2003. 

National Center for Ecucational Statistics. US Department of Education. 

Jackson, L. A., Von Eye, A., Biocca, F. A., Barbatsis, G., Zhao, Y., & Fitzgerald, H. 

E. (2006). Does home internet use influence the academic performance of low 

income children? Developmental Psychology, 42, 429-435. 

Johnson, G. M. (2006). Internet use and cognitive development: A theoretical 

framework. E-learning, 4, 565-573. 

Johnson, G. M., & Johnson, J. A. (2008). Internet use and cognitive development 

during childhood: The ecological techno-subsystem. In M. B. Nunes, P. Isaías, 

& P. Powell (Eds.), Proceedings of the IADIS International Conference, 

Information Systems 2008, 167-173.  

Johnson, G. M. (2010). Internet use and child development: the techno-microsystem. 

Australian Journal of Education & Development Psychology, Vol. 10, 32-43. 



Lee , S. J., & Chae , Y. G. (2007). A concept framework for understanding the effect 

of internet on child development: the ecological techno-subsystem. Canadain 

Journal of Learning and Technology, 34, 19-28. 

Valkenburg, P. M., & Peters, J. (2007). Pre adolescents’ and adolescents’’ online 

communication and their closeness to friend. Developmental Psychology, 43, 

267-277. 

 
 



 

 

The psychosocial system of virtual spaces 

Hery Thea 
hery@hawaii.edu 

University of Hawaii at Manoa 
 

Abstract: For a long time, many researchers have been attracted to the interaction 
took place in virtual spaces. They used various variables to analyze these spaces. 
Sociologists have the interest with the social network. Political scientists 
concerned with empowerment. Educational researchers explored the potential of 
learning. In short, these researchers approached dissimilar elements of virtual 
spaces in their studies. I applied Delta Theory to analyze the influence-change and 
the phase I of the Zone Proximity Development (ZPD) in the Second Life (SL), 
WizIQ, and YouTube. The SL, WizIQ, and YouTube have potential to be 
psychosocial systems. The influence and change on SL followed a triadic model, 
while in the WizIQ and YouTube followed the dyadic model. 

 

The virtual spaces  
The Internet and web technology have created a new space for interaction. A 

new space called virtual space. Recently, there are many free virtual spaces available on the 
Internet. Instant messaging (IM), email, and blog enable people to share information using 
written language. As well as professional, the amateur, can distribute and share their videos in 
video hosting websites, such as LiveLeoh, Veoh, and YouTube. Using Second Life (SL) and 
IMVU, people can have experiences to travel around the world from their home. Skype, Google+, 
Elluminate, Adobe Connect, and WizIQ bring learners from different countries to an online 
classroom. People enter the virtual spaces like the way they enter physical activity spaces to 
socialize. Using these spaces, they break the physical boundary and enlarge space to share 
common interests and involve in some activities. The potential for influence and change increase 
when people involve in the shared activity (Tharp, 2011). It means people also experience the 
process of influence and change in the virtual space. 

Purpose and Questions 
In an attempt to understand the virtual space, many studies have been done. There are 

studies focused on perceiving information on how the virtual space adding a new identity to a 
person life (Chamey, 2009; Mclaughlin, Vitak, & Crouse, 2011; Thomas, 2007). Other studies 
intend to know the process of sharing information and knowledge in the online community 
(Archetypes, 2005; Cothrel, 2000; Haythornthwaite, 2007). Some researchers propose ideas 
about social capital and trustworthiness (Best & Krueger, 2006; Moturu, yang & Liu, 2009; 
Smith, 2008; Toma, 2010). There were also researches that concern about the negative effect of 
the virtual world, such as online bullying and identity theft (Hull, 2008; Juvonen & gross, 2008; 
Loibl, 2005; Roberd & schreft, 2009). 

The purpose of this reflection paper is to apply Delta Theory on analyzing the influence-
change and the phase I of the Zone Proximity Development (ZPD) in the Second Life (SL), 
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WizIQ, and YouTube. There are two goals in writing this paper. First is to analyze the 
psychosocial system of virtual spaces, and the second goal is to identify means of influence of 
the virtual spaces. There are two reasons for choosing the SL, WizIQ, and YouTube to be units 
of analysis. First, these spaces website are public, online, and free access. Second, these spaces 
have been widely used by a large number of people. Questions proposed for this analysis are:  

1. What are the nature of influence and change on these three online spaces?  
2. Who are the main agents of influences on these three online spaces?   
3. What are models of psychosocial system of these three online spaces?  

My personal experiences and reflection are used in describing the results. I start by 
describing the nature of SL, WizIQ, and YouTube. Following the description, I identify four 
components of the psychosocial system on these three online spaces. These four components are 
propinquity, joint activity, intersubjectivity, and affinity. Then, I determine the role of agent, 
subject, and mediator based on phase I of ZPD. Finally, I propose the model of influence in these 
spaces. 

The nature of virtual spaces 
Level of Delta Analysis:	Human life is surrounding by the psychosocial and 

social system (Tharp, 2011). These systems, in practice, are overlapping within many human 
activities where the influence and change happened. An agent of influence has to know the three 
levels of analysis in a psychosocial system to be able to influence subject and process effectively 
the change. These three levels are the level of subject, the level of activity, and the level of 
system.  

I am applying these three levels of analysis in reflecting my personal experiences on 
using SL, WizIQ, and YouTube. I am curious about how the process of Alpha-Beta-Delta of 
these virtual spaces. These virtual spaces, most of the times, are used to deliver the online 
or hybrid classes in my Doctoral Program, the "Educational Technology". These three spaces are 
employed to be the psychosocial system by instructors, teaching assistants, and students. I had 
experiences on observing instructor, worked as a teaching assistant and became a student in 
the class that used these three environment for facilitating teaching and learning. From these 
experiences, I can identify examples to evaluate my roles as agent, mediator, 
or subject of assistance on phase I ZPD. I am the subject of influence of my instructor when 
I became a student. I became a mediator when I worked as a teaching assistant for the class. I 
became the agent of influence when I was the class instructor. 

To understand the subject, activities, and system of virtual spaces, we, first of all, need to 
understand the nature of their psychosocial system. Thus, briefly, in the following subsection, I 
will use basic information from several online resources to synthesize descriptions of the nature 
of these three virtual spaces.    



 

 

Figure 1. SL has been used for various purposes: partying/chattering, wedding ceremony, 
conferencing, and simulating surgery. 
 
The Second Life: SL is a virtual world created and launched by the Linden Lab on June 

23, 2003 (Educause, June 11, 2008). Users of the SL, the SL residents, use the 
virtual environment to meet, interact, socialize, and perform many activities (Knittle, May, 2008). 
In the SL world, residents represent them self with their avatars (Educase, June 11, 2008). With 
control of users behind the computer, avatars impersonate real-life living organism activities, 
such as walking, running, flying, talking, etc (Varvello, Picconi, Diot, & Biersack, 2008). SL 
users joined the site with various purposes (Knittle, May, 2008). The purposes are ranging from 
social activities to academic activities (Educause, June 11, 2008; Knittle, May, 2008). As 
consequences, SL islands have been used for having virtual parties, chattering, classroom 
activities, conferences, virtual office meetings, graduation ceremony, and many more (Varvello, 
Picconi, Diot, & Biersack, 2008). I had numbers of online training sessions, classes, and 
conferences happened through the SL. 

WizIQ: WizIQ is an online course management as well as an online virtual classroom 
(WizIQ Inc., 2011). The WizIQ Content Management System (CMS) 
is invaluable learning resources for students. WizIQ teachers upload and distribute 
their learning resources to students on the CMS. Exercises and tests lesson can be delivered with 
the CMS as well. The online discussion board is a best place for teachers and students 

                                                            
b A party took place on SL: 

http://t2.gstatic.com/images?q=tbn:ANd9GcSdXLfWgwyI19x9v5njJbLVuatfmks9u2d_sHvg_Dl8Xu8SwojZ 
c A wedding party celebrated on SL:  

http://images.huffingtonpost.com/gen/53436/thumbs/s-SECOND-LIFE-WEDDING-large.jpg 
d A conference session held on SL:  

http://farm2.static.flickr.com/1057/577040247_fdfaf28a9e.jpg 
e A surgery simulation happened on SL:  

http://discovermagazine.com/2009/jul-aug/15-can-medical-students-learn-to-save-real-lives-in-second-
life/second-life-medweb.jpg 
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to have asynchronous discussions. Learners/students who want to learn 
a subject has many options for searching their pertinence teachers. To get update on activities of 
the class conducting by a teacher, learner can track teachers by following their teachers WizIQ 
profile pages. The WizIQ for education supports teachers who want to voluntary delivery their 
classes to public with free of charge. The WizIQ premium account enables teachers to sell their 
classes. 

 

    Figure 2: The WizIQ CMS and Online Classroom 
 
WizIQ online virtual classroom is a fundamental space for synchronous interaction 

between teachers and students (The, 2011). The online virtual classroom has a presentation board, 
a white board, a live-chat forum, and additional tools for conducting a classroom session. In the 
traditional classroom, students present physically on the classroom, but in the online virtual 
classroom, such as WizIQ, students presence to class by login to the system which connect to the 
Internet. The student name will show on the online classroom participation list when they 
successfully login to the class. 

                                                            
a WizIQ Content Management System:  

http://www.wiziq.com/content/Manage_Content.aspx 
b WizIQ Online/Virtual Classroom:  

http://galactics11.files.wordpress.com/2011/03/2038556184_d17005455f.jpg 
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Figure 3: Examples of YouTube Channel that played important influence for their fans. 
 
YouTube: YouTube is a website for hosting and sharing videos (Vonderau, 2009). The 

main design of YouTube aimed to facilitate amateurs on distributing their entertainment videos 
(Vonderau, 2009). The widespread and tremendous increasing number of users on YouTube has 
attracted some educators to utilize it for teaching and learning (Duffy, 2008). Recently, besides 
the original YouTube channel, there is setting apart channel for hosting educational videos 
(Arington, March 26, 2009). This channel, YouTube Edu, is used to host educational videos 
by many well-know universities and educational institutions (Arrington, March 26, 2009). 
YouTube is a powerful social media for broadcasting students and instructors’ presentations, 
conferences recordings, lectures session, training videos, and many more (Duffy, 2008). Either 
students or teachers can have an account on YouTube. The account is required for be able to 
uploading and broadcasting videos on YouTube. Many videos uploaded on YouTube succeeded 
on became viral on the web (Santos, Rocha, Rezende, Loureiro, 2006). Viewers, the subjects of 
influence, contributed on making this happened by performing activities, for instance, sharing, 
embedding, tagging, rating, flagging, liking or disliking the video (Santos, Rocha, Rezende, 
Loureiro, 2006). YouTube viewers also posted comments and feedback using the online 
discussion board located under the video (Lange, 2007). In my opinion, moderating is 
a vital task for preventing the learning video from vandalism if the YouTube 
online comment board is used for classroom purpose.  

Elements of psychosocial system 
What is psychosocial system?: A psychosocial system is an organized relationship 

between agents, mediators, and subjects with the shared values, purposes, and activity (Tharp, 
2011). The shared of values, purposes, and activity enable the influence and change happened. A 
psychosocial system consists of four elements: propinquity, joint activity, intersubjectivity, and 
affinity (Tharp, 2011). The propinquity is a feeling of closeness between members. The feeling 
of closeness occurs primarily because of people stays or settles in the same physical space. In my 

                                                            
a The YouTube Channel of Jason Hill Cooking Session:   

http://www.youtube.com/user/ChefTips 
b The YouTube Channel of Sung Ha Jung Guitar Playing:  

http://www.youtube.com/user/jwcfree#p/u/2/6zdqvd‐M7Lw  



 

 

argument, the artificial imitation of virtual space and the physical space have the same model on 
influencing people to having the feeling of closeness. The chance to involve in a joint activity 
increases when people settling in the same propinquity. When the frequency of joint activity 
increases, members get to know each other and started to understand the different between them, 
the intersubjectivity. Similar intersubjectivity comes across during the joint activity. It than 
improves the possibility for affinity and subsequently strengthens the propinquity. In the 
following discussion, I describe the model of psychosocial system of each virtual space by using 
examples of interactivity-activity happened on the site. 

Example #1: The College of Education (COE), University of Hawaii at Manoa (UHM) 
owned an island on the SL. The COE UHM Island has the imitation miniature of the real COE 
buildings and the COE physical environments. This virtual space functioned to be the 
propinquity of this psychosocial system. 

The council meetings, classes, social gathering, online meeting, and graduation 
ceremony are some of the activities took place on the COE UHM SL Island. I try to simplify the 
analysis by focusing on one activity, the online class, for instance. The online class is a 
joint activity between class instructor, teaching assistants, and students/learners. In a class 
session, other small scale joint activities, such as a group discussion, presentations, or designing 
a virtual learning object happened. In doing the designed joint 
activities, instructor assists directly the students or working with teaching assistants as mediators 
to assist students. In addition, peer mentors could be engaged on providing assistant for the 
learners. 

The commitment of agent-mediator(s)-subject(s) on attending SL class sessions and 
its join activities is subject of various intersubjectivities. Students from neighbor islands of Oahu, 
Hawaii, take the SL classes for obtaining the benefits of distance-online learning. Students with 
disabilities and special needs utilize the assistive technology and the universal design of SL 
classes for learning. Some students, probably, take the SL classes for strengthening their 
understanding on virtual environments. There are other intersubjectivities come together in a SL 
class. 

The propinquity and joint activities bounded these intersubjectivities. During the process, 
increasing in joint activities escalates the possibility of affinity. The feeling of becoming 
classmates, collaboration on finishing classes’ projects, and discussion on solving problems 
happened to be interactivity on psychosocial system that can develop the affinity. 

Example #2: I have registered to teach online for free in WizIO since 2009. In the 
educational account of WizIQ, I allowed to host 2 Giga Byte data/learning contents 
and conduct online class for free. The CMS on WizIQ and the online classroom work to be the 
propinquity for me to do my influence on subjects, my learners. I appointed a Uniform 
Resources Locator (URL) which becomes my virtual address on the site 
(www.wiziq.com/uhmherythe). This URL is my virtual propinquity. Learners can use this URL 
to access information I posted on my WizIQ page. Using navigation features on my WizIQ page, 
learners can access my CMS page and get link for attending my online classes. In addition, 
learners will be able to access presentation recording a couple hours after the presentation over. 

A month ago, a school from Yogyakarta, Indonesia asked me to present a topic on 
Social Change and Technology from a distance (Honolulu, Hawaii). This school is familiar with 
Skype and uses it a lot for Teleconferences. Therefore, the school teacher requested me to use 
Skype for the teleconference. I rejected to use Skype and explained the reason to that teacher. By 
explained the advantage of WizIQ, provided technical assistance to the teacher and to the 



 

 

Information Technology (IT) specialist of that school, and did a preconference meeting for 
testing the system, the school agreed to use WizIQ. I very satisfied with the interactivity 
happened during this conference. The school teachers, IT specialists, and I facilitated by 
the community of 1000guru listserve had a long discussion and shared thought before we came 
on the agreement for implementing WizIQ for the teleconference. 

WizIQ Free Educational Forum is an informal learning environment. The WizIQ 
management and the site connect teachers and learners who have the same learning/topic interest. 
Teachers and learners in WizIQ are not only come from a country or a part of the region. 
Teachers and learners come from a different country, different cultural background, 
and different learning motives. For 2 years devoted to teaching online on WizIQ, I have 
connected with learners from India, Nepal, Bangladesh, Indonesia, The Philippines, China, and 
USA. These learners’ motives are widely diverse, ranging from learning English into consulting 
their projects. 

The affinity on WizIQ is hard to be indicated, because my interactivity with learners was 
not happened regularly like interaction in formal classroom. Most of participants or learners 
came only once to my class session, while there were some returning students in my other 
sessions. Request for following my profile, email sending to me for asking suggestions or 
comments, testimonial giving by learners on my class, and increasing statistics of access to my 
content or presentation recording are good indicators for the affinity. 

Example #3: I like YouTube because it makes available for me to follow channels from 
agents that I want to learn from or agent that I am a fan of. My agent channel, in this virtual 
space, is the propinquity for me to meet with other subjects of influence. For examples, in figure 
3, there are The Jason Hill Channel and Sung Ha Jung Channel on YouTube where I interact 
a lot with other fans of these two agents. From Jason Hill Channel, I can learn various cooking 
recipes and cooking techniques. From Sung Ha Jung Channel, I can access new videos and 
information about his performing schedules. 

YouTube video channels are entertaining as well as informative for me. Commenting, 
discussing, and responding videos are three joint activities that I like from viral videos like 
YouTube. Videos commented by other users adding information for me to show on the site. In 
the discussion, subjects asked questions, and the agent tried his/her best to answer them. Other 
subjects, sometime, had additional supplement information for the videos’ content. Sharing and 
embedding allowed subjects to make these videos became viral on the web. 

Using thumb up or down to showed like or dislike, posting text comments, and posting 
responds video to the agent channels expressed the subject intersubjectivity. For instance, in the 
cooking channel, there was a subject who asking for tips on replacing the ingredient that he did 
not like on one recipe. There were also some comments from subjects who against or 
showing dislike to the videos’ content. 

Besides people who I interacted on YouTube, there are some friends on my real life who 
are fans of the same channel. With these friends, sometimes, we have small conversation about 
these our agents YouTube channels. The conversation can be happened when we have a party or 
happened when we have lunch. I assume that by having the conversation across the virtual 
propinquity, we have developed to the stage of affinity. Besides that, in some social gathering, 
we served foods from Hill's recipe or played Jung's music. 

The zone of proximity development 
ZPD is a theory about children learning development formulated by Vygotsky in1978. 

The ZPD distinguished between learning with assistance and learning without assistance. 



 

 

Recently, this theory has been modified, not only for analyzing the children development, but in 
general for analyzing human development (Tharp & Gallimore, 1988). For the aim of this section, 
I will only focus on the phase one of ZPD. In the phase one of ZPD, it assumed that the learners 
have limited competency on performing the idea of influence (Vygotsky, 1978). Therefore, the 
agent has to assist them with several tools and competency to bring them to the level of self-
assistance (Tharp, 2011). In Delta theory, agent can involve the psychosocial system and 
mediators to performing assistant (Tharp, 2011). Therefore, in this section, I will identify 
significant roles of agent and mediators of the SL, WizIQ, and YouTube Channel. 

Assistances on the Second Life: The course conducted in the SL can be an online or a 
face-to-face class. When having a face-to-face session, interaction between instructor, students, 
and teaching assistant happened in the SL as well as in the real-life classroom. Interaction 
between agent-mediator-subject happened on two propinquities, in the physical classroom and 
the virtual space. When the class was purely online, interaction between agent-mediator-subject 
happens only in the virtual space. These two classroom setting, the face-to-face and 
the pure online, require different assistance. In a face-to-face classroom, the instructor, 
individually, or the instructor together with his/her teaching assistant can walk around the 
classroom and help students on overcoming their difficulty. The real-life physical 
propinquity was detached in the pure online class. The instructor, teaching assistant and students 
can only communicate through the SL interaction. Besides that, the asynchronous 
communication, most likely, was been facilitated by email or online discussion forum. 

Not all students could take the assistance through virtual space. Some of these students 
who failed on acquiring the virtual assistance complained directly to the instructor, asked 
for additional face-to-face assistance from the instructor, or dropped the class. Many ways 
the instructor did on helping the student to defeat their difficulties, such as sent out instruction 
with email, posted module on CMS, and answered questions posted on discussion forum. 

The role of teaching assistant in an online class is as valuable as the instructor. In general, 
teaching assistant is the instructor colleague on an online class. The teaching assistant is an 
advanced student who taking the class for credit or audit. This student joins the class to help and 
work with the instructor on assisting students. The teaching assistance experiences dealing 
technical problems from taking the class before or from the autodidact learning. Their 
experiences, usually, work well on providing support for assisting the instructor to help students. 

Assistances on WizIQ: The model of assistances on WizIQ is different from the model 
happened on the SL. In the SL, the assistance is either using the dyadic model or triadic model. 
In WizIQ, the relationship between agent and subject is mostly happened on dyadic model. For 2 
years teaching online through WizIQ, I rarely looked at the process of discussion happened 
between participants out of the class session. However, the discussions and commenting 
sometimes happened between participants through chat forum at the same time as I presented my 
information. Frequently, participants with questions or requests will contacted me through email. 
I will reply to their email with answers and suggestions. In fact, most of subjects who 
requested assistance were not having difficulty in understanding or applying information that I 
delivered. Usually, they requested the assistance because they wanted to have comments or 
feedbacks on what they had done. 

Assistances on YouTube: The dyadic model and triadic model of assistance happened 
on YouTube. The dyadic model happened when I used the assistance directly from the owner 
YouTube videos. Particularly, I replayed the video to understand the content and tried to practice 
what suggested by the agent on the video. Respond from the owner of the channel on my 



 

 

comments or questions posted on their videos wall is another variety of assistance. In addition to 
that, sometime the assistance also came from other participants that used/watched the same 
videos. These subjects provided comments, answered questions, and posted the link to related 
website or even another video. 

The models of relationship on YouTube Channel inspire me to apply the model on my 
classroom. I want to use YouTube for encouraging my students to work on collaboration video 
project and then assisting them to post the video on YouTube. Students can watch one 
another group project, comment on the video, respond to comment, and have a discussion on 
the channel discussion board. Moreover, students can bring the video to show on a class session. 
After watching the video, they can continue with having a deeper discussion. Directed by 
instructor, this activity can be done in class. 

Means of Influence 
In his manuscript on Delta Theory, Tharp (2011) listed eight means of 

influence/assistance. These eight means of influence are task structuring, propping/nudging, 
modeling, contingency management, instructing, questioning, cognitive structuring, and feeding 
back. This list can be added along with the improvement of discussion on Delta Theory and its 
implication. All these influence happened on the SL, WizIQ, and YouTube Channel. We can 
easily understand how the process of assistances was provided by the instructor and teaching 
assistance(s) in the SL classroom. In this classroom, the agent and mediator used task structuring, 
modeling, contingency management, instructing, and questioning on assisting the subjects. The 
dominant influence happened in WizIQ and YouTube Channel by contingency management and 
questioning. 

These three virtual spaces used by people from all around the world. These people have 
spoken different languages and have different cultural background. When they come into the 
same interactivity in the psychosocial system, they can understand very well one another. These 
three virtual spaces have worked very well on explaining the unifying theory of influence. 
Language represented with universal signs and symbols have some commonality in most of the 
cultures. For instances, thumb up and thumb down are accepted by many cultures for symbolized 
the good-bad or like-dislike. YouTube viewers showed their liking or disliking video by using 
the thumb symbol located under the video. Emoticons on WizIQ online classroom can help 
the class participants express their thinking and feeling through a chat room. The ability of avatar 
on the SL to mimic the real-life action, such as walking, smiling, running, etc., helped the man 
behind the avatar to understand online identity of their buddies on SL. 
	
Model	of	Influence	

In general, at the macro level, all three spaces have the same model. The agent influences 
subjects through the psychosocial system. SL, WizIQ, and YouTube are website as well as 
psychosocial systems. The website as a psychosocial system has propinquity, joint activity, 
intersubjectivity, and affinity. Thus, in a macro-level or aggregative analysis, the model 
of influence happened on SL, WizIQ, and YouTube have this model: agent  psychosocial 
system  subject. 

 
 
 
 
 



 

 

 
 
 
 

 
 
 
 

 
 
 
 
 
 
 
 
 
Figure 4: The aggregative model of influence on virtual space. This figure is adapted with modification from 
Tharp (2011) 

 
 
In the micro level, SL has a different model from WizIQ and YouTube. SL has a triadic 

model: agent   mediator  subject. In this model, the agent/instructor uses his/her teaching 
assistants to assist subjects/students. Instructor/agent can use two methods to develop the 
teaching assistant skill on assisting subjects. First, he/she recruited students who took his class in 
the prior semester. Second, he/she provided training/orientation for his/her teaching assistant 
prior to the class session. The agent got help also from the class quick learners. 
These quick learners usually worked as good peer mentors for other subjects. 
 
 

 
 
 

 
 
 
 
 
 
Figure 5: Triadic model of influence on the Second Life. The model is adapted with modification from Tharp 
(2011) 

 
The model of influence-change for WizIQ and YouTube, at the micro level of analysis, is 

the dyadic model. The agent influence is a relationship that can de draw using a strick line, 
directly, pointed to the subjects. In WizIQ, presenter/teacher influenced participants/students. In 
YouTube, the owners of videos have potential to influence videos viewers. The psychosocial 
system is not created with one-time interaction between agent and subject. It has to be 
a repetition of interaction for developing willingness to contribute more on the site to be able 
to make the influence and change work on a psychosocial system. Identifying questions, 
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concerns and comment that subjects posted regarding to their activity refer to the content of 
presentations or videos can be stated that the process of influence happened, while probably 
the affect was not as strong as influence happened on the SL. 

 
 

 
 
 
 
 

 
 

 
 
 
 
 
 
 
Figure 6: The dyadic model on WizIQ and YouTube. This figure is adapted with modification from Tharp (2011) 

 

Conclusion	
The main purpose of this paper is to analyze influence and change happened in the virtual 

world. I used my personal experiences on using the virtual world as data for this analysis. 
Obviously, Results showed that influence and change happened similarly in the virtual space 
with the influence and change in the real-life environment. However, the way influence 
and change works can be distinguished by the representation of virtual environment versus 
physical space. Virtual spaces sometimes need support from physical space to strengthen the 
effectiveness of influence and change. At the aggregative level, virtual spaces functioned to be 
psychosocial system for interaction. In the micro level, it 
is noticeable that frequently influence and change on SL followed the triadic model. On the other 
hand, in WizIQ and YouTube, the influence and change followed the dyadic model. 
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Abstract 

 
The concept of narrative unity, which can be applied to moral theory in collaborative research, 

may be understood as a sub-theory within narrative inquiry methodology. Teacher candidates 

who engage in a narrative discourse community over time also develop a relationship over time, 

as they unify their stories of [teaching] experience as one larger narrative. This paper presents 

findings from a four year longitudinal study using teacher candidates’ writing and responding 

through letters and discourse that transcends the experience from ‘just another course 

assignment’ to a larger notion of teacher knowledge and the moral importance of relationship in 

curriculum making. Narrative unity is the conceptualization that is employed to explore themes 

such as belonging, communities of care, respecting differences, and ethical standards of trust and 

integrity as they apply to the use of narrative inquiries in curriculum making and teacher 

education. The paper discusses the impact of discourse as a narrative inquiry method in teacher 

education programs as well as possible extensions in graduate research and teacher development 

programs. 
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  ABSTRACT 

Public school educators are held to a higher standard of behavior than the public they serve.  

Professional Organizations and unions have a responsibility to provide guidelines like “Codes of Ethics” 

or “Professional Standards,” but they provide no compliance components. It is up to the local school 

districts, law enforcement agencies, and state government agencies to ensure enforcement of 

appropriate behavior. 

This paper studies 634 cases of transgressions by California Educators who committed unethical or 

illegal behavior, were obscene or committed malicious actions or misrepresented themselves or others, 

or committed battery or fraud. The data was taken from public records and was disaggregated by 

offense, gender, and age. 



1 
 

 

 

Using Introductory Videos to Enhance E-Portfolios and to Make Them Useful in 

the Hiring Process 

 

 

Richard W. Mason and James M. M. Hartwick 

 

 

Richard W. Mason, PhD, is an Assistant Professor in the Department of Curriculum and 

Instruction where he is Coordinator of the Educational Leadership Co-op Program at the 

University of Wisconsin-Whitewater, Winther Hall 4051, 800 West Main St., Whitewater, 

WI  53190.  Dr. Mason can be reached at masonr@uww.edu. 

James M. M. Hartwick, PhD, is an Associate Professor in the Department of Curriculum 

and Instruction where he is the Secondary Social Studies Program Coordinator at the 

University of Wisconsin-Whitewater, Winther Hall 3051, 800 West Main St., Whitewater, 

WI  53190.  Dr. Hartwick can be reached at hartwicj@uww.edu.  

 

 



2 
 

Abstract 

In most schools of education, portfolios are used to showcase students’ teaching talent.  

On one hand, many students believe if they do an outstanding job displaying them in a 

favorable light and making a perfect portfolio, they will acquire a job.  On the other hand, 

principals say they do not have time to review portfolios during an interview and all the 

hard work of the student goes largely unnoticed.  Herein lays the quandary.  How do 

student teachers get the attention of the school principal and, subsequently, get 

interviewed leading to a possible job? 

This study explored an alternative way for future teachers to present portfolio 

information to principals.  In particular, pre-service teachers in a special course offered 

in conjunction with student teaching, created an e-portfolio that included an introductory 

3-5 minute web-streamed video highlighting the pre-service teacher’s beliefs about 

education.  An example of these e-portfolios and accompanying introductory reflective 

videos was shown to 15 practicing public school principals, who represented a wide-

variety of schools.  Semi-structured interviews addressing the potential use of e-

portfolios and introductory reflective videos in the hiring process were conducted with 

participating principals.  Eighty-seven per cent of the principals interviewed said they 

would use web-streamed videos in the hiring process. 
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Purpose 

The purpose of this study was to investigate how portfolios might be created to be more 

useful to principals in the hiring process.  Is there something the student could do to get 

their portfolio noticed?  Are there different ways of presenting portfolio artifacts that 

might be more acceptable to principals?  Can students offer themselves in a more 

favorable light that make them an attractive candidate to principals? 

 

Literature Review 

Abrami and Barrett (2005) define an electronic portfolio (e-portfolio) as “a digital 

container capable of storing visual and auditory content including text, images, video 

and sound” (p. 2).  E-portfolios are basically the same as paper portfolios except that 

organizing and accessing the information is generally easier and e-portfolios are more 

flexible.  Electronic portfolios provide information about an applicant beyond what can 

be viewed on paper (Temple, All & Temple, 2003).   E-portfolios contain evidence 

(artifacts) that demonstrate ability to teach.  “A portfolio needs to be designed to furnish 

real evidence of teaching competencies.  Such evidence may include video-clips of 

teaching” (Yao, Aldrich, Foster & Pecina, 2009, p.36).    

Another important component of an e-portfolio is student reflection.   Fredrick (2009) 

suggests that reflection is key and that portfolios should include student insights about 

what has been learned and what needs to be learned.  He goes on to identify three 

subskills.  One, Students can clearly articulate that they learned a skill and are able to 

name that skill.  Two, Students are able to point to evidence in their work that shows 
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specific learning and three, students are able to set goals for future learning.  Said 

another way, “What did you learn from completing the assignment and what was easy 

and what was hard about completing this piece?” (p. 1922). 

Completing a portfolio for a student should encourage reflection.  As Wolf and Dietz 

(1998) state, “More than anything else, the portfolio process should inspire reflection—

alone and in the company of others, in writing and in conversation, in planning and in 

documenting one’s teaching” (p. 14). 

In another study, Painter and Wetzel (2005) found that a video clip was valued for its 

ability to give information about the applicant’s relationships with students and ability to 

reflect on teaching.  “Principals talked about how much they valued reflection in a 

candidate and liked hearing the person reflect on the video” (p. 26). 

 Although reflection is an important component of learning, Wilson, Wright, and 

Stallworth (2003) found that student teachers made greater strides in their technology 

growth than their reflective growth while constructing e-portfolios. 

Strawhecker, Messersmith and Balcorn (2007) examined the pros and cons of using e-

portfolios in the hiring process.  They found that 65% of the respondents were 

interested in viewing a video clip of the teacher interacting with students in a classroom 

setting.  Another finding was that past use of e-portfolios in the hiring process indicated 

future use.  In other words, if a person responsible for hiring has used e-portfolios in the 

past, chances are they view e-portfolios as beneficial and would be willing to include 

them in future hiring decisions.  

The larger question is:  Do principal actually use e-portfolios in the hiring process? 
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Mason and Schroeder (2010) surveyed 60 randomly selected principals from 

southeastern Wisconsin and asked them various questions about hiring.  Two questions 

focused on portfolios.  “Is a candidate’s portfolio important?”  On a scale of 1 – 5, the 

average response for the importance of a portfolio was 2.57 or between “Somewhat 

Unimportant” to “Somewhat Important.”  The second question asked of principals was, 

“Is an E-portfolio important?”  The response to this question averaged 2.54 or again 

between “Somewhat Unimportant” to “Somewhat Important.”  Responses attributed to 

principals provided some insight to the value of portfolios and the interview process.  

Comments included:   

 “I just don’t have time to look at a portfolio during an interview.” 

 “If I have an e-portfolio before the interview, I may have time to look at it.” 

 “A good portfolio certainly won’t get you a job!” 

 “I recognize the huge amount of time that goes into making a portfolio.” 

 

Sivakumarran, Holland and Heyning (2010) also studied portfolios using a survey 

instrument.  Forty-one superintendents, 172 principals and six Human Resource 

Personnel responded to the survey instrument in Wisconsin and two superintendents, 

291 principals and one Human Resources person responded to the survey in Louisiana.  

The question the researcher examined was, “Do hiring agents examine new teacher 

portfolios?”  Results indicated that approximately 91% of the people surveyed Do Not 

require teacher applicants to present a portfolio of their work during the hiring process.  
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Further, 58% preferred a paper portfolio while 38% preferred a web-based or CD-Rom 

portfolio.  When asked, “Does a digital or electronic portfolio increase an applicant’s 

chance of getting hired?” Only 12% of the respondents said it did.  The authors 

concluded that “portfolios are not considered an integral part of the hiring process” (p. 

4). 

Kersten (2008) also surveyed 398 K-12 principals in Illinois.  One hundred forty-two 

participated in the study for a 35.7% return.  Principals were asked various questions 

about the hiring process.  Two of the questions focused on portfolios and whether they 

are required application materials.  It was found that only 3.3% of the school districts 

required traditional portfolios and districts that required digital portfolios were even more 

dismal at .8%.  Kersten concluded, “[Portfolios] are not yet seen as valuable tools in the 

teacher selection process, even though university teacher preparation programs often 

require students to develop them” (p. 361). 

In another important study by Theel and Tallerico (2004), 32 principals were surveyed 

asking them about the importance of portfolios in the hiring process.  Principals voiced 

concerns about the relationship between a portfolio and the ability to teach.  Materials 

found in portfolios reflect not what potential teacher candidates can do but what they 

say they can do.  Additionally, the interview itself is too short for principals to fully look at 

a portfolio and portfolios are too large and cumbersome to view, collect, share, and 

store in advance.  The authors concluded that “portfolios do not provide credible 

evidence of candidates’ teaching abilities or people skills” (p. 29).   
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Perhaps these articles represent a disconnect between what is required at the teacher 

education level and what is actually useful at the practitioner level.  Clearly, principals 

do not consider portfolios as part of the hiring process and, in fact, do not consider them 

important at all in hiring.  E-portfolios are not any more useful to principals than paper 

portfolios. If portfolios are not being utilized by principals, why do students spend all the 

time and effort creating them?  Additionally, if portfolios are being underutilized by 

principals in the hiring process, how can portfolios be presented to be more meaningful 

and usable in the hiring process? 

 

Method 

Procedure 

Students in a secondary social studies methods course constructed an electronic 

portfolio (e-portfolio) which included a three to five minute Introductory Video, 

philosophy statement, and depiction of 10 state Teacher Standards.   

With permission, one student’s Introductory Video was selected and shown to 15 

principals representing a variety of backgrounds and school size.   Principals came from 

rural as well as urban public schools and large versus small schools.  This three minute, 

thirty-four second video represented the student’s description of their portfolio and its 

contents, their personal attribute of reflection, willingness to collaborate, ideas about 

teaching including prior experiences, beliefs about classroom management and their 

love of social studies.  Various principal demographics can be seen in Table I. 
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Table I.   

Principal Demographics by School Type 

 N 
Females/ 

Males 

Student 

Population 

Principal 

Experience 

Educational 

Experience 

School Type      

Elementary 4 3/1 412 13 24 

Middle 5 3/2 524 8 17 

High 6 1/5 1133 13 29 

Overall 15 7/8 738(SD 

555.88) 

11(SD 6.5) 23(9.49) 

Note: Means are given in Bold and rounded to the nearest whole number.  Parentheses 

indicate Standard Deviation. 

 

 

The introductory video was shown separately to 15 principals and after viewing the 

three- minute, 34 second video, principals were individually asked semi-structured 

interview questions.   
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Data Analysis and Reporting 

Semi-structured interview questions were the primary data gathering device used in this 

study.  Follow-up questions were asked to explain, clarify, or elaborate on answers.  

The constant comparative method (Glaser, 1965) was chosen “to generate theory more 

systematically” (p. 437) and to bring rationality to data analysis.  In order to validate the 

findings, two researchers combined broad categories into specific themes.  These 

themes then became areas of data focus.  Illustrative quotes are also provided for the 

reader as low-inference descriptors (Ary, Jacobs & Sorenson, 2010) 

 

Findings 

This research pivots on the question of whether or not principals would use an 

Introductory Video for hiring purposes.  The majority of the 15 principals interviewed or 

86.7% said they would use the video in their hiring practices.  The remaining principal 

simply said they would not use the videos for various personal reasons. Some principals 

would choose the Introductory Video as a screening device while some principals 

wanted to pursue the candidate’s credentials further.   

The 15 principals interviewed offered many suggestions for improving the Introductory 

Video.  Principals strongly recommended that the Introductory Video be purposely kept 

to three minutes or less.  The most frequent response from principals was to add a 

specific video clip of the candidate teaching students.  Other comments included: 
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     “Add comments about classroom management.” 

     “Tell us about yourself.  We want to get to know you as a person.” 

     “Give us some information on your background.” 

 

In addition, principals offered up some technical comments on the quality of the 

Introductory Video like its ability to fade in, fade out; add color; or use of the University 

logo.  In other words, principals showed appreciation for high quality video and they 

suggested that candidates should put the necessary time and effort into making a first 

rate video. 

Principals  responded to the question, “How would you make use of the Introductory 

Video?”  The principal comments are shown in Table II. 

 

Table II. 

How the Introductory Video Might Be Used 

       Yes      No        Maybe 

a. As an initial screening device  73.3%   26.7%   0% 

b. Just prior to an interview   46.7%    33.3%   26.7% 

c. Following an interview   46.7%   20.0%   33.3% 
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Principals mentioned additional ways in which they would make use of the Introductory 

Video.  These additional ways included: 

 Personal reflection 

 Share video with hiring committee 

 Use as a mentoring device prior to an interview 

 Send video to school board or superintendent 

 Send video to staff who were unable to attend the initial interview 

 Show video to parents 

 Show video to the team of teachers the candidate would work with 

 Use video as a way to remember the candidate or work with his/her main 

points 

The last major question asked was, “How should a job applicant notify you of the 

existence of the Introductory Video?”  The most common response given by principals 

was to provide a link (URL) in a cover letter or application.  The second most common 

response was to receive an e-mail with a clear link (URL).  Other responses included 

building a link (URL) in their resume’ and attaching a link (URL) to the application found 

in the  Wisconsin Education Career Access Network (WECAN). 

 

 

Limitations 
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The limited number of principals interviewed may not generalize to the entire population 

but may be a sufficient number to determine general direction and thought.  The sample 

was convenient and not representative of the principal universe.  All principals were 

from the Midwest and they may represent those thoughts, feelings, and values of this 

area of the country.  As in most qualitative interview studies, principals may feel 

uncomfortable with the researcher or the questions asked.  This may compromise 

validity of the study.  However, the researchers have no reason to believe this was the 

case.   

 

Implications and Recommendations 

The most common problem encountered was playing the video on school district 

computers found in principals’ offices.  Many principals were unable to play the 

Introductory Video because they either did not have the current software or the district’s 

firewall prevented the playing of the Introductory Video.  Even a YouTube-type video 

could not be played in some venues because of district firewalls.  This major problem 

needs to be overcome if an Introductory Video is to be eagerly used. 

The Introductory Video has to be easily accessible.  If, for example, the principal could 

not “open” the Introductory Video, they would quickly lose interest and abandon the 

exercise.  Principals did not wish to waste their valuable time “playing around” with  

technicalities. 
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The Introductory Video had to be short.  Nearly all principals interviewed commented 

that the video must be kept to three minutes or less.  Anything longer and principals 

would lose interest and view the videos as a waste of their valuable time. 

If candidates decide to construct an Introductory Video, they need to keep the video 

short, accessible, and workable. 

 

 

Final Thoughts 

Many colleges and universities require the portfolio as a student exit device to 

demonstrate their teaching knowledge.  Some states also require portfolios for 

completion of a teacher education program.  Students are sometimes led to believe that 

a portfolio is necessary to secure a job.  In reality, principals simply do not have the time 

to review portfolios during the interview process.   This research looked at an alternative 

method to introduce the potential candidate to a principal through the use of an 

Introductory Video.  This Introductory Video shared with 15 principals indicated an 

overwhelming positive response to this format.  Principals quickly embraced the quick 

and short format and said they would use an Introductory Video in their hiring process.  

Perhaps the Introductory Video together with an accompanying e-portfolio will replace 

the traditional paper and pencil portfolio in the near future.  
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Appendix A 

 

Name: 

VIDEO STUDY 

Semi‐Structured Interview Questions 

Reflective Video 

1. Would you use this short introductory video in the hiring process?    Yes  No 

If so, how? 

 

 

a. Would you use the short introductory reflective video in any of the following ways: 

i. As an initial screening device 

ii. Just prior to an interview 

iii. Following an interview 

iv. And/or in another way 

 

2. If you would not use an introductory video, why not? 

 

 

3. If you would not use an introductory video, can you see a way of using one  

in the future? 

 

 

4. After viewing this introductory video, would you have any interest in looking more closely at a candidate’s 

E‐portfolio? 

 

 

5. Do you have any suggestions for improving and/or streamlining the introductory reflective video? 

 

 

E‐Portfolio 

 

6. Would you use this E‐portfolio, or parts of it, in the hiring process?   Yes  No 

If so, how? 
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a. Would you use the E‐portfolio, or parts of it, in any of the following ways? 

 

i. An initial screening device 

ii. Just prior to an interview 

iii. Following an interview 

iv. And/or in another way 

 

7. If you would not use the E‐portfolio, why not? 

 

 

8. If you would not use and E‐portfolio, can you see a way in which you might use an E‐portfolio in the 

future?  Consider both modifications to the E‐portfolio and changes in the way you might approach hiring 

in the future. 

 

 

9. Do you have any suggestions for improving and/or streamlining the E‐portfolio? 

Notification and Delivery 

 

10.   How should a job applicant notify you of the existence of an introductory video? 

 

11.   How should a candidate notify you of the existence of an E‐portfolio? 

 

 

12.   What would be the most convenient way for you to receive an introductory video from a candidate?  

(e.g. DVD, URL or another method) 

Further Involvement 

 

13.   At another time, perhaps in conjunction with a follow‐up interview, would you be willing to offer further 

suggestions for the introductory video/E‐portfolio? 
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14.  Would you be interested in serving on a team of administrators and perhaps teachers who would 

evaluate an E‐portfolio defense?  The portfolio defense might serve as a culminating activity for students 

as they complete their teacher education program. 

15. Demographic and Background Questions 

 

1. How many years have you been a principal? 

 

2. How many years have you been in education? 

 

3. Note gender:  M   F 

 

4. Is the school:   Elem  Middle  HS 

 

5. How many students in your building? 

 

6. How many classroom teachers do you have? 

 

7. Approximately how many teachers do you hire in a given year? 
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exemplar of centuries of craftsmanship.  It is the successor to the large keyboard family 
of seventeenth-century stringed musical instruments. The terms ‘fortepiano’ and 
‘pianoforte,’ used to identify the piano among the other stringed keyboards, refer to the 
capability of the instrument to produce a significant range of dynamic levels. Destined for 
the rich, the production of the piano continued for many years as a craft in small shops. 
   

The acoustic piano, this powerful instrument, has reflected the evolution of musical 
styles, and, on the other hand, impacted musical styles for almost three centuries.  There 
have been no significant changes in the structure and mechanism of the modern acoustic 
piano since the mid-nineteenth century, but there has been tremendous evolution in the 
philosophy pertinent to the uses of this instrument during the twentieth century.  The 
piano is no longer used only in the traditional sense of playing with fingers on the 
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the instrument.  Various wooden components of the piano are used as percussion 
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constitutes a piano piece has evolved to such extremes as Cage’s 4’33’’, where the pianist 
sits at the piano turning pages at the end of each movement, while the casual auditorium 
and outside noises create the “music.”  
 

The expansion of the sonorous and expressive capabilities of the acoustic piano during 
the twentieth and twenty-first centuries have literally turned the concept of the modern 
acoustic piano “inside out.” 
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A History of the Modern Acoustic Piano 

Dr. Mira Kruja, NCTM 
 
 
The acoustic piano is a marvel of mechanical, physical, and acoustical 

engineering and an exemplar of centuries of craftsmanship.  It is the successor to the 

large keyboard family of seventeenth-century stringed musical instruments.  The 

keyboard group classification is based on the way these musical instruments create 

sounds.  Traditionally, the musical tone on the keyboard instruments was produced in 

two ways:  by air, as in the case of organs, and by vibrations of strings, as in the case of 

stringed keyboard instruments such as the clavichord, harpsichord, and piano.  Today, 

many newer types of electronic instruments have been added to the keyboard family. 

String instruments, derived from the monochord Pythagoras used for 

mathematical experiments in 582 B.C., spread throughout Greece and Rome as musical 

instruments.  According to Alfred Dolge, “The clavis (keys), which came in use on 

church organs shortly after the year 1000 A.D., were applied to the monochord, which 

then was built with more than one string.”1  The first use of keys as a device for 

controlling the musical pitch on a string is attributed to Guido d’Arezzo, who applied 

the movable bridge and used mechanical keys on a monochord instrument as early as 

the eleventh century.  The keys, “…on being pressed down, lifted a bridge against the 

string from below, simultaneously making it sound and dividing off the portion whose 

tone it was desired to hear.”2 

One of the earliest predecessors of the piano was the dulcimer of Medieval 

Europe.  This instrument was a wooden box with parallel strings, struck by two hand-

held hammers.  At the turn of the fifteenth century the clavichord and harpsichord were 

                                                            
1 Dolge, Alfred.  Pianos and Their Makers:  A Comprehensive History of the Development of the Piano from the 
Monochord to the Concert Grand Player Piano.  New York: Dover Publications, Inc., 1972:  28. 

2 Krehbiel, Henry Edward.  The Pianoforte and Its Music.  New York: C. Scribner’s Sons, 1911: 16. 
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devised and by the end of the seventeenth century these predecessors of the modern 

piano had become popular.   

While the clavichord was a subtle instrument, able to create different dynamics 

within a small range, the harpsichord could produce louder sounds by virtue of more 

strings used for each note, and a much larger soundboard.  But the harpsichord was not 

able to produce differentiated dynamic levels by means of controlling the string 

vibrations through the keys, since it employed a plucking action.  

The development of the piano started in 1707 in Italy with Bartolomeo 

Cristofori’s ingenious invention of hammers with an escapement action.  The 

instrument he built was described as a “…’gravicembalo col piano e forte’ (‘harpsichord 

with soft and loud’).”3  The difference between the piano and other stringed keyboard 

instruments was that it produced musical tones by striking the strings as opposed to 

plucking them (harpsichord) or tangentially touching them (clavichord).  The striking of 

the strings on the piano was done through a hammer linked to the keys, which enabled 

the control of the tone by enabling two critical mechanical actions: the striking of the 

string by responding to the action of the performer’s finger on the key; and the avoiding 

of unintentional back strikes of the hammer to the string.  The hammer action gave the 

piano the capability to produce a large dynamic range of musical sound depending on 

the level of force, speed of attack, and weight applied upon the keys.  This had been 

impossible with the harpsichord.   

The terms ‘fortepiano’ and ‘pianoforte,‘ used to identify the piano among the 

other stringed keyboards, refer to the capability of the instrument to produce a 

significant range of dynamic levels.  In his article “Nuova invencione d’un 

gravecembalo col piano e forte” in the intellectual Italian journal Giornale de’ letterati 

d’Italia 5 (Venice, 1711), Scipione Maffei describes in detail the hammer action invented 

by Cristofori.  He describes the performers’ ability to control” not only the volume, but 

                                                            
3 Ripin, Edwin M. (et al.)  The New Grove Piano.  New York: W.W. Norton & Company, 1988: 1. 
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also the diminution and variety of the sound, as if on a cello.”4  Following Cristofori, 

French and German harpsichord builders, “Marius in 1716 and Schröter in 1717,”5 

worked on the development of the hammer mechanism. 

Destined for the rich, the production of the piano continued for many years as a 

craft in small shops.  The shape of the instrument developed through time in search of 

ways to improve string adjustment and sound.  With Cristofori the piano maintained 

the harpsichord triangle shape with a slightly-tilted-inside arch, artfully decorated on 

the outside.  The upright structure was largely used in the eighteenth and nineteenth 

centuries and during the nineteenth century the square shape became very popular.  In 

1866, 97 per cent of the pianos produced by Steinway were square in shape, but by 1896, 

only 1 per cent were squares and 95 per cent were uprights.6  The most popular 

structures today are the horizontal grand and the vertical upright pianos. 

During the eighteenth and nineteenth centuries, piano builders took different 

approaches to developing the piano frame and mechanism.  The German builders used 

larger frames and an improved action.  In the 1790s Stein developed a characteristically 

light and delicate action for his piano, suitable for the elegant piano compositions of 

Mozart and Haydn.  Stein produced pianos with devices that would create unusual 

effects, thus anticipating John Cage’s prepared piano by approximately 150 years.  In 

the words of Kirby: 

Following the practice in harpsichords, these pianos were provided with a few 
characteristic coloristic stops: a harp stop (like the buff stop on harpsichords), a 
swell, a stop to lift the dampers (the so-called “forte” or “loud” stop), a bassoon 
stop (heavy paper laid over the string to produce a rustling sound), and Turkish 
music (tambourine and cymbals that beat against the sound board).7   

                                                            
4 Parakilas, James. Piano Roles: A New History of the Piano.  New Haven: Yale University Press, 2002: 11. 

5 Dolge: 42. 

6 Rowland, David.  The Cambridge Companion to the Piano.  Cambridge, UK: Cambridge University         
Press, 1998: 50. 

7 Kirby, F. E.  A Short History of Keyboard Music.  New York:  The Free Press, 1966: 23. 
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By the end of the eighteenth century, the Broadwood piano building company in 

England employed the “…double-action Stossmechanik (with escapement) the so-called 

‘English action’…”8  This key action was heavier, and capable of producing more 

powerful sounds, suitable for the piano music of Beethoven.  In 1821 Broadwood 

introduced the foot pedal as a substitute for the existing knee pedal and enhanced the 

frame by adding iron components to support thicker and heavier strings.   

Most of the changes made to the piano in the nineteenth century aimed toward 

making this instrument capable of producing more powerful sounds.  A very important 

improvement on the structure of the piano frame was the complete cast-iron frame 

introduced in 1825 by the American builder, Alpheus Babcock.9   

At almost the same time the French piano builder, Pape introduced crossed 

stringing, a diagonal layering of the strings which increased the volume of sound by 

virtue of enhancing interaction of the harmonics.  The French firm Sébastien Erard 

made an essential improvement to the hammer action by developing in “…1822 the 

most famous of all piano actions… the double-escapement action”10 which allowed for the 

re-articulation of the hammer even before the full release of the key.  This improvement 

in the hammer action allowed more agile finger technique applications on the keyboard.   

In the 1850s Steinway combined the metal frame with the “cross-stringing,” and 

also developed the sostenuto pedal, thus creating the standard for the modern acoustic 

piano.  This instrument became invaluable to virtuoso pianists of the high Romantic 

Era.  Virtuoso bravura and brilliant techniques, which demand meticulous accuracy, as 

well as rich and complex vertical and horizontal sonorities, were made possible with 

the new, enhanced instrument. 

                                                            
8 Ibid: 24. 

9 Sumner, William Leslie.  The Pianoforte.  New York:  St. Martin’s Press, 1971: 72. 

10 Gill, Dominic.  The Book of the Piano.  Oxford:  Phaidon Press Limited, 1981: 25. 
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The three pedals: the damper (right), una corda (left), and the sostenuto (middle) 

pedals are important features of the modern grand piano.  The damper pedal, used as a 

knee pedal in the eighteenth-century fortepianos, did not become popular until 

Steinway developed it as a foot pedal.  Its function is to allow the struck strings to 

vibrate, by removing the dampers and keeping them away from the strings, even after 

the keys are released.  While in the eighteenth century the damper pedal was considered 

a coloristic feature of the piano, in the nineteenth century, it became one of the most 

important expressive tools, and its use was increased tremendously.  

The una corda pedal shifts the keyboard and the hammer mechanism to the right, 

so that fewer strings are struck, producing a different timbre.  The Italian indications 

una corda (one string) and tre corde (three strings) mean respectively to press and release 

the soft pedal.  Cristofori was the first piano builder to develop “the una corda 

mechanism that corresponds to the left-hand pedal on modern pianos.  He used a hand 

stop to direct the hammer at just one of the two strings used for each note.”11 

The sostenuto pedal, “patented by Albert Steinway in 1874 and 1875”12 enables 

the performer to sustain selected pitches, while using any desired articulation, or 

damper pedaling for the rest of the texture. 

The range of the keyboard was extended from twenty-six keys in the sixteenth-

century clavichord to over seven octaves with eighty-eight keys in the modern piano.  

“The five-octave range was retained for the late eighteenth-century European 

fortepiano, but the English makers expanded it to six octaves in the early nineteenth 

century, and continued to expand it to six and one-half, seven, and finally seven and 

one-third.”13  The modern standard nine-foot concert grand piano has “…88 keys 

                                                            
11 Humphries, Carl.  The Piano Handbook: A Complete Guide for Mastering Piano.  London: Outline Press 

Ltd., 2002: 6. 

12 Good, Edwin M.  Giraffes, Black Dragons, and Other Pianos: A Technological History from Cristofori to the 
Modern Concert Grand.  2nd Ed.  Stanford, California: Stanford University Press, 2001: 24. 

13 Ratcliffe, Ronald V.  Steinway.  Los Angeles: Perpetua Press, 2002: 79. 
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operating a total of about 240 strings in the pitch range AAA to c5…  The fundamental 

frequencies of the string vibrations range from 27.5 Hz to just over 4000 Hz, a range 

which spans all but the top two octaves of the limits of human hearing… with the frame 

supporting an astonishing total of 20 tonnes [sic]”14 of tension weight.  Tuning of the 

pitch is based on the concert A of 440 Hz. 

The acoustic piano, this powerful instrument, has reflected the evolution of 

musical styles, and, on the other hand, impacted musical styles for almost three 

centuries.  There have been no significant changes in the structure and mechanism of 

the modern acoustic piano since the mid-nineteenth century, but there has been 

tremendous evolution in the philosophy pertinent to the uses of this instrument during 

the twentieth century.  The piano is no longer used only in the traditional sense of 

playing with fingers on the keyboard.  The keyboard is played with fists, palms, 

forearms, and other objects to create powerful and dissonant cluster sounds.  The 

strings of the piano are whistled, sung, and screamed at by pianists.  “Inside-the-piano” 

techniques such as glissandi lengthwise and across the strings, strumming, plucking 

with fingers and fingernails, and preparation with extra objects to change timbre and 

pitch level have extended the sonorous and expressive capabilities of the instrument.  

Various wooden components of the piano are used as percussion instruments to create 

extra rhythmic dimensions.  The philosophical perception of what constitutes a piano 

piece has evolved to such extremes as John Cage’s 4’33’’, where the pianist sits at the 

piano turning pages at the end of each movement, while the casual auditorium and 

outside noises create the “music.”  

The expansion of the sonorous and expressive capabilities of the acoustic piano 

during the twentieth and twenty-first centuries have literally turned the concept of the 

modern acoustic piano “inside out.” 

                                                            
14 Rowland: 97. 
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Abstract 

English has become increasingly important for participation in global contexts both 
in personal and professional arenas. Consequently, the demand for English proficiency has 
brought some changes to the policy of teaching English as a Foreign Language (EFL) in 
Indonesia. In 1994, English was introduced at elementary school level. However, the decision 
to include English in the elementary school curriculum as a subject was, and still is, not 
without problems because of the lack of availability of qualified elementary school English 
teachers. Nevertheless, recently, the field of Teaching English to Young Learners (TEYL) 
has received more attention since it was realised that teaching English to elementary school 
students should be differentiated from teaching English to secondary school students and 
more adult learners. Brewster, Ellis and Girard (Brewster et.al, 2002Brewster, Ellis, & 
Girard, 2002and Pinter, 2006) suggest the use of storytelling, since it is always motivating for 
younger learners. This paper is a part of a master thesis research which identifies elementary 



school teacher’s perspective on storytelling activity in the context of teaching EFL in 
Indonesia. Particularly, the paper focuses on the elements that are considered important, 
according to the teachers, to be attached in storytelling as the classroom activity. This study 
employed a qualitative case study method with questionnaire and in-depth interview as 
research instruments for the data collection. Five elementary school EFL teachers, from 
Bandung and Sumedang, West Java, Indonesia, who conduct storytelling in their English 
classes, were recruited as the participants of the study. The data from the questionnaire and 
in-depth interviews were organised and prepared for analysis before coding. The next step 
was eliminating redundancies in the coding process by sorting, comparing and contrasting 
and labelling the codes into several categories. The last stage of the data analysis was 
identifying key concepts/ themes emerging from the categories. The results suggest three 
elements that emerged in storytelling according to teacher’s perspectives in Indonesian EFL 
classroom, namely: (1) language vocalisation and physical movements, (2) the presence of 
visual media, and (3) moral lesson that is attached to the story. By identifying those elements, 
it will help elementary school teachers teahing EFL to consider the benefits and the 
challenges of storytelling activity as one of the activities in the English language teaching. 

 

Keywords: Storytelling, English for Young Learners, Indonesian elementary school EFL. 

 

A. Background to the study 

Since 1975, English have been officially stated for the first time in the Indonesian 

National Curriculum as a  compulsory  subject  for  secondary  school  students  (Ishanah, 

2004, p. 186). Therefore at that time, any students who completed secondary schooling 

had  six  years  of  learning  English.  However,  the  six  years  of  having  English  as  a 

compulsory  subject  did  not  result  in  competent  English  use  by  secondary  school 

graduates.  Therefore,  in  1994,  the  Indonesian  government  officially  enacted  the 

teaching  of  English  starting  from  grade  4  of  elementary  school,  although  practically, 

many schools in urban area started the English Language Teaching (ELT) in the first year 

of elementary school. 

The  decision  of  Indonesian  government  to  decrease  the  starting  age  to  learn 

English as a Foreign Language (EFL) has resulted from the importance of English competency 



in the global participation.  It aims to give more opportunity and time for students to  learn 

English  so  that  they  could  be  competent  English  speakers  and  participate  in  global 

communities. However, including English as a subject into the elementary school curriculum 

is not without problem. Neither the schools nor the local government provided a desirable 

set of curriculum guidelines to implement EFL at elementary school level.  In the mid 1990s, 

teaching  English  in  elementary  schools  in  Indonesia  was  not  well‐organised  (Sutarsyah, 

2004)  since  there  were  a  lot  of  constraints  including  a  lack  of  qualified  teachers  and 

availability of teaching materials (Kismadi, 2004)  

The problem  that  is  faced  in  Indonesian  context  is also  considered as a major 

problem  elsewhere,  as  Rea‐Dickins  and  Rixon  (1999)  contend  that  EFL  teachers  are 

mostly  experienced  elementary  school  teachers  in  other  subjects,  or  experienced 

English teacher who are more accustomed with older learners. This situation has made 

the teaching of English in elementary school level was not effective.  

Fortunately,  recently,  it  has  been  realized  that  teaching  elementary  school 

students  should be differentiated  from  teaching  secondary  school  students and older 

learners. Since 2006, the area of Teaching English to Young Learners (TEYL) has received 

more attention in Indonesia. 

TEYL field suggests educators to consider the characteristics of young learners in 

every  classroom activity  (Pinter, 2006).   Brewster, Ellis and Girard  (2002)  suggest  the 

use of storytelling, since it is always motivating for young learners.  

In  Indonesian educational  context,  storytelling  is not a new  thing.  It  is usually 

used as a teaching method to deliver subjects such as history and religion. However, in 

the area of TEYL,  it  is still considered a new thing. The  increasing trend  in the area of 

TEYL in Indonesia has made storytelling as a classroom activity receives more attention 



from  the  Indonesian  educators.  However  not  all  teachers  of  elementary  school  in 

Indonesia  have  confidence  to  conduct  storytelling  in  their  EFL  classes.  This  paper 

identifies the elements of storytelling as perceived by Indonesian elementary school EFL 

teachers. It also unravels the challenges that are faced by the teachers. 

B. Theoretical Review 

Storytelling  is believed  to be one of  the activities  suitable  for young  language 

learners  (Brewster  et.al,  2002;  Phillips,  1993;  and  Pinter,  2006).  There  is  no  fixed 

categorisation of what age groups are covered in the term ‘Young Learners’. However, 

most experts on Teaching English to Young Learners (TEYL) agree that primary school‐

aged children are included in and considered as ‘Young Learners’ (such as Phillips, 1993; 

Brewster, et al., 2002; Rixon, 1999 and Pinter, 2006). 

1. The Benefits of storytelling 

Garvie  (1990)  has  convinced  some  experts  in  TEYL  field  (such  as  Brewster  et.al, 

2002;  Phillips,  1993;  and  Pinter,  2006)  about  the  employment  of  story  as  an  effective 

methodology for “pulling everything else together” (p.19), not only story that  is presented 

in child’s first language (L1), but also for second (L2) or foreign language (FL) teaching. What 

is meant by “pulling everything else  together”  is  that  story could be used  to carry all  the 

things  the educators want  their  young  language  learners  to  learn and do with  the  target 

language (Garvie, 1990, p.19). 

 Furthermore, Brewster et.al  (2002, p.187) also remark that by  listening to stories 

children  can  develop  their  linguistic  ability  since  “...it  allows  the  teacher  to  introduce  or 

revise vocabulary and structures, exposing the children to  language which will enrich their 

thinking and gradually enter  their own speech”. Similarly, Paquette  (2007) has scrutinised 

that story books could give  inspiration to the children’s writing ability. Therefore  it can be 



concluded  that by presenting a  story  in  language  teaching, a  teacher  can  connect  to any 

activity which can support his/her students’ language development.  

Besides  gaining  benefits  in  the  area  of  language  teaching  and  learning,  the 

employment of story with young learners could also give benefits to the children’s personal 

development.  Previous  research  has  been  conducted  and  has  demonstrated  convincing 

results  that  by  presenting  stories  to  young  learners,  it will  help  them:  1)  develop  cross 

cultural understanding, since stories almost always highly culture‐bound (Al‐Jafar & Buzzelli, 

2004; Ghosn, 2004), 2) construct their identity by creating an internal image of who they are 

when listening to or telling a story (Gadzikowski, 2007), 3) make connection and association 

between  the  stories  and  their  life  experience  (Kuyvenhoven,  2009)  and  4)  develop  their 

social  competence  such  as  kindness  (Zeece,  2009)  and  self‐regulation  (Cooper,  2007).  In 

addition,  stories  could also be  chosen  to  link English  Language Teaching  (ELT) with other 

subjects  across  the  curriculum,  such  as  Science  (Monhardt & Monhardt,  2006;  Pringle & 

Lamme,  2005;  Sackes,  Trundle, &  Flevares,  2009), Mathematics  (Casey,  Kersh, &  Young, 

2004),  and  History.  Damayanti  (2007,  p.1)  recommends  storytelling  activity  with  young 

language  learners  since  it  is  considered  as    “cheap  but  rich”  media  especially  in  the 

Indonesian context where many classrooms have been claimed to be under‐resourced and 

where many  schools  and  students  cannot  afford  to buy  storybooks  and  sometimes  even 

course  books.  She  continues,  the  use  of  storytelling  can  expectedly  compensate  the 

disadvantage seen in these classrooms. 

2. Storytelling: Some definitions 

The National Storytelling Association (NSA) defines storytelling as “the art of using 

language  vocalization,  and/or  physical  movement  and  gesture  to  reveal  elements  and 

images of a  story  to a  specific,  live  audience”  (NSA  cited  in Haven, 2000, p. 215). Haven 



(2000) continues by declaring that in storytelling there are two important parts that are not 

automatically linked: 1) the story‐ the what and 2) the way it is told‐ the how. Furthermore, 

he explains that the how is more powerful than the what, in other words, how something is 

said  is more  important than what  is said. The how could  involve vocal patterns, emotional 

expression,  pauses,  character  voices,  body  language,  gesture,  et  cetera,  which  without 

those  elements‐  vocalisation  and  physicality,  storytelling  typically  would  not  work  well 

(Haven, 2000, p.xxiv). The employment of vocalisation and physicality in storytelling makes 

the  audience develop  a  specific  visual  imagery  and detail of  the  story  themselves, which 

means  the  storyteller  need  not  supply  visual  sets,  costumes,  pictures,  or  actors  (Haven, 

2000 p.217). That  is why he advises  in order  to create a  successful  storytelling,  the  teller 

should intend to link the story and the way it is told. 

Pellowski  (1991)  offers  a  definition  which  allows  storytelling  to  include  other 

elements, such as picture and music, as she attempts to explain that storytelling is: 

The  art  or  craft  of  narration  of  stories  in  verse  and/or  prose,  as 
performed or  led by one person before a  live audiences; the stories 
narrated maybe  spoken,  chanted or  sung, with or without musical, 
pictoral, and/or other accompaniment and maybe learned from oral, 
printed or mechanically recorded sources; one of its purposes maybe 
that of entertainment (cited in Davies, 2007 p.4).  

The employment of visual (and audio) sets in storytelling is likely to be effective in teaching 

young  learners  in English as a Foreign Language (EFL) setting where the story  is presented 

not  in  the children’s L1.  It could also help  the  teacher as  the storyteller  to  introduce new 

and meaningful vocabularies of the target language.  

C. Methodology 

The paper  is written based on an empirical  study which adopted a qualitative 

case  study  with  five  Indonesian  EFL  primary  school  teachers  from  Bandung  and 

Sumedang recruited as the participants. The five participants were sent the explanatory 



statement and were asked to sign the consent form before the data collection began. 

Pseudonyms were used for the participants’ and institutions names. 

Questionnaire  and  in‐depth  interview  were  employed  as  the  data  collection 

methods. Questionnaire  form was  sent  through  email  to  get  general  information  on 

how story was presented  in the participants’ EFL classes. Most of the questions are  in 

open‐ended forms, in which the participants could respond as much (or as little) as they 

wish. There are also four list format items in the second section. List format item means 

the  participants were  given  some  choice  of  answers. However,  a  questionnaire may 

content biased and ambiguous items. This weakness could be eliminated by employing 

the other data collection method, namely, an  in‐depth  interview. Due  to  the distance 

barrier,  the  interviews  in  this  study  were  conducted  by  telephone  using  Bahasa 

Indonesia. The recorded interview were then transcribed and translated. 

Data  from  the  questionnaire  and  in‐depth  interview  were  organised  and 

prepared  for  the analysis. The next  step was  the  coding process where  the  raw data 

were divided into segments. In this stage, codes were developed from the combination 

of  pre‐determined  codes  from  the  research  questions  and  emerging  codes  from 

participants. The next step was eliminating redundancies  in coding process by sorting, 

comparing and contrasting and  labelling the codes  into several categories. Finally, the 

last  stage  of  analysis  was  identifying  key  concepts/  themes  emerged  from  the 

categories by presenting the evidence. 

D. Findings: Elements in storytelling activity 

Storytelling  is one of English  teaching  technique which using puppets,  finger puppets, 

doll or pictures. Teachers have to be able to tell the story through puppets performance 

with  good  intonation,  pronunciation,  expression, movement  and  improvisation.  As  a 

good story teller, teachers have to choose the  interesting one of story, so children can 



repeat and enjoy what teacher said. Usually, children sit down on the floor and around 

the  teacher.  It’s  to make  children  comfortable  and  getting  closer with‐even  they  can 

touch‐ the puppets (Erin, questionnaire). 

The excerpt above shows how Indonesian primary school EFL teachers consider the 

notion of storytelling in relation to the English language learning and their roles as teachers 

and storytellers in English class. There are some elements that have emerged and perceived 

important  in  EFL  Classes  namely,  language  vocalisation  and  physical  movement,  visual 

media, and moral lesson.  

The  first elements are  the  language  vocalisation and physical movements. These 

elements  are  the  key  to  storytelling,  the  one  that  is  called  the  how  by  Haven  (such  as 

Pellowski,  cited  in Haven, 2000), without which  storytelling would  not work well. All  the 

participants believe  that  language vocalisation and body  language play  important  roles  in 

presenting storytelling.  

Telling  story  is  a  technique  where  teacher/students  tell  a  story  using  intonation, 
rhythm, stress, and different voice based on the characters in that story and also using 
gesture (body and face) to convey meaning (Ayu, questionnaire). 

Furthermore, Haven  (2000)  remarks  that  these elements could “effectively and efficiently 

communicate the images of a story” (p.xxiii). The statement means that by  including these 

elements as the ingredients in the storytelling activity, the audience would be able to create 

their own pictorial  images of  the  story  in  their minds.  Likewise, Wright  (1995)  adds  that 

miming  could  communicate  many  items  of  vocabulary,  including  actions,  feelings  or 

emotions,  adjectives  and  adverbs, which would  be  useful  for  storytelling  activity  in  EFL 

setting. However, managing vocalisation and physical movement in storytelling are not easy 

things to do, as Deka remarks: 

...I  think  that’s  a must.  And  that’s  the most  difficult  part  in  doing  storytelling.  The 
gestures...  you  know,  a  storytelling  activity  should  be  built  by  including  several 



important elements, for example, mimic, body  language, pictures, and managing our 
voice...  those  elements  are  not  easy  to  do.  ...I  always  try  to  do  that,  although,  no 
matter how hard I have tried, I think that the voices were still the same. I’m not good 
at doing that... but I try my best to do that (Deka, interview). 

Sometimes, the participants also felt embarrassed when they had to  include some gesture 

and use different voices  for different characters of the story, especially the  first time they 

did storytelling with their students, as Maya contends: 

Yes, I usually do some gestures, mimics and body languages when doing storytelling... 
at the first place, I felt a little bit embarrassed, but in the process of time, I am getting 
used  to  it.  I  include  the  nonverbal  cues  to make  the  story more  interesting  for  the 
students.  In addition,  sometimes  I also  tried  to use different  voices  for  the different 
characters in the story (Maya, Interview). 

However, as the time passed by, they said that they are more relaxed and comfortable to 

include these elements in their storytelling, as also acknowledged by some scholars, such as 

Kuyvenhoven  (2009)  and  Wright  (1995).  All  the  participants  agree  that  gestures  and 

language  vocalisation  can  make  the  story  more  interesting  for  the  students  as  it  can 

motivate them to learn English.  

The second element of storytelling is the presence of visual media. Although most 

of  the  texts about  storytelling do not  require visual media  in  storytelling  (such as Haven, 

2000; Kuyvenhoven, 2009), or just consider it as an accompaniment (such as Pellowski, cited 

in Davies, 2007),  it  is very much different  in EFL  setting.  In ESL  setting or another  setting 

where  English  is  considered  as  the  students’  L1,  the  presence  of  visual media  is  not  a 

necessity  in a storytelling activity. The audience  in this setting still could enjoy and get the 

gist  of  the  story  through  only  the  presence  of  the  language  vocalisation  and  physical 

movement. Whereas when the language used in delivering the story is not the students’ L1, 

the role of visual media becomes crucial in delivering meaning to the students.  

Sharing their experiences of storytelling activity, all the participants mentioned that 

visual  media  play  an  important  role.  Unfortunately,  not  all  schools  in  Indonesia  could 



provide visual media in storytelling. However, it seems that the teachers make efforts for its 

provision; for example, they sometimes make the visual media themselves.  

...the first time I did storytelling at grade 3, I brought quite big media, wayang puppets 
made of used instant‐noodle boxes... (Erin, Interview). 

...Because  I  am  not  good  at  drawing,  sometimes  I  asked my  brother  to  draw  some 
pictures related to the story.... The pictures on the book  is too small, so sometimes    I 
also made a photocopy of  it, making  it bigger‐sized,  then  I  colour  in  it...  there’s no 
ready‐to‐use picture, I have to provide it myself (Ayu, Interview) 

Furthermore,  often  they  have  to  use  their  own  property  or  spend  their  own money  to 

provide visual media in storytelling, as Deka mentioned: 

If I conduct storytelling activity in every meeting, it will take a lot of time and cost a lot 
of money, because I have to prepare... sometimes make the media. The media should 
be prepared properly. So if, for example, I have to conduct storytelling activity in every 
week, it will be a tough thing to do (Deka, Interview). 

The media preparation has also become one of the reasons why some primary school EFL 

teachers  do  not  conduct  storytelling  activity  with  more  regular  frequency.  Although 

storytelling could compensate for the lack of story books (Damayanti, 2007), it could not be 

seen as a cheap activity in this context, because there are some expenses for preparing the 

visual media. However,  the situation has motivated some  teachers  to be more creative  in 

using  some  used materials  to make  visual media,  as  Erin mentioned,  she made wayang 

puppet, from used instant‐noodle boxes. Therefore, by utilising used materials, storytelling 

activity could still fulfil the need of students’ narrative and literature learning when a school 

cannot afford to buy story books for its students. 

Tierney and Dobson (1995) contend that: 

 The early stages of learning a foreign  language it is easier to  listen and 

understand than to read and understand, particularly when the story is 

accompanied by gestures and mime and pictures are used  to  illustrate 

what is being said (p.1). 

In  line  with  the  above  statement,  all  the  participants  affirmed  that  visual  media  have 

effectively and efficiently  communicated  the  images of a  story.  It has given  them, as EFL 



teachers, more opportunity to tell a story using the target  language and get  the students’ 

understanding without  translating  the words  into Bahasa  Indonesia.  The presence of  the 

visual media has helped the students to contextualise the language used in the story, which 

provides them with language models to maximise their language input.  

The third element of storytelling activity in EFL setting is related to moral lesson. As 

also  highlighted  by  Cooper  (2007)  and  Zeece  (2009),  two  of  the  participants  explicitly 

mentioned  that besides providing  the  students with  language models  in  learning English, 

storytelling time is also expected to expose them to social values. 

Storytelling is a kind of activity given orally which can stimulate our students’ thinking 
and behaviour. Usually  the story has some morals so  that  the students can  take  the 
value and apply it in real life... (Maya, Questionnaire). 

By doing a storytelling activity, we can take a moral  lesson. So, when we discuss the 
moral lesson of the story, it means that the activity could enrich them with values that 
could be developed in the students’ social life. For example, from a story, we can learn 
that being a temperamental person is not good, another example, they also can learn 
that  being  a  deceiver  is  a  bad  thing.  Therefore  it  is  hoped  that  through  story,  the 
students  can  be  a  good  person  and  be  kind  with  their  friends  and  peers  (Deka, 
Interview). 

The  importance of moral  lesson  in  storytelling has been  initiated by how  the  roles of  the 

teachers  and  schools  are  perceived  in  the  Indonesian  context.  In  Indonesia,  school  is 

considered as an  institution to educate the new generation of the nation. Consequently,  it 

makes  teachers  play  an  important  role  in  the  community;  they  not  only  transfer  the 

knowledge  to  the  students, but also educate  the  students  to  respect moral values of  the 

community. Stories could be used “to educate, to offer wisdom and knowledge to those less 

experienced”  (Davies,  2007,  p.3).  By  delivering  moral  lessons  through  storytelling,  it  is 

hoped that the students could take their roles as members of the society, understand the 

acceptable  values  in  their  community  and  apply  them  in  their  daily  life, without  feeling 

forced to do so. 



E. Conclusions 

The results suggest that the Indonesian elementary school EFL teachers perceive 

there are three important elements that should be included in storytelling, namely: 

1. The language vocalisation and physical movements. 

2. The presence of visual media. 

3. The inclusion of moral lesson. 

The  first  element  of  storytelling would  be  the most  challenging  as  Kuyvenhoven 

(2009) states that “not many educators know how to break a story free from paper and hold 

comfortably  in memory”  (p.186). Many  EFL  teachers who  employ  storytelling  realize  the 

importance of  language vocalisation and physical movement, however they are too shy to 

do that, afraid to be seen as silly. Therefore,  it  is recommended that the teachers observe 

and  learn  from  other  storytellers:  by  visiting  storytelling  events  or  joining  storytelling 

communities and  they also have  to have persistence and motivation  to practise and  try  it 

themselves (Kuyvenhoven, 2009).  

The importance of visual media in storytelling has become another challenge for the 

EFL teachers. The activity which  is meant for the under‐resource classroom could be more 

expensive because of the need for visual media. Teachers’ creativity is needed to overcome 

this problem. They could make visual media by utilizing unused materials. Whereas the last 

element  would  be  the  biggest  job  for  the  teacher  since  it  is  related  to  the  students’ 

character building.  It  is recommended that the teachers, together with parents and school 

committee sit and discuss about what kind of character that should be developed from the 

students. 
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Abstract 

The basic of this study is to implement UU Sisdiknas No. 20/2003 pasal 19 tentang Standar 
Proses dan Panduan Penyusunan KTSP (BNSP, 2006), and as one of the alternatives in teaching  
science. This idea came up because the students were bored in learning science by routine 
activities such as disccusion, delivering questions, observation and doing some experiments.  
These kinds of activities only slightly developed the students’ multiple intelligences. One of the 
purposes of the study were to improve the PGSD students’ skill in developing comic as a 
teaching media through training method. It is expected that comic could improve elementary 
school students’ motivation in learning science, enhance the students’ understanding, develop the 
students’ multiple inrelligences. This study was grounded on the students’ hobby in reading 
comics. The result of the literature study showed that comic used as media in learning  Physics 
was very effective as learning media and attractive to be read. One of the supporting factors of 
this success in improving the students’ multiple intelligences was the integration of art and craft 
activities in the science learning process. Moreover, the theory of multiple intelligences 
accomodated students with various way of learning thinking. The developed training model in 
this study consisted of five stages that were orientation, presentation, structured excersice, 
guided excersice and individual excersice. In each Science class, the  learning process was 
always started with the elicitation of students’ prior knowledge. Then each student got one comic 
to be read. After the reading session, the teacher asked them about the contents of the comics 
either classically or individually. In the next step the students were invited to observe the 
demonstration done by the teacher only if the instruments or materials were not safe for them, 
(e.g hot water). Nevertheless, if they were safe enough for the students, they were allowed to do 
the experiment by themselves. Students’ worksheets (LKS) were done by the students in group 
to develop their interpersonal and verbal-linguistic intelligences. Based on observation during 
experiments and drawing activities, the students’ visual-spatial intelligences were developed. 
Every learning process was always ended with knowledge test individually which would be 
discussed later. The study concluded that: 1) the training model improved PGSD students’ skills 
in developing comic as teaching media, 2) comics are proven to improve the elementary school 
students’ motivation in learning science, 3) comic enhanced elementary school students’ 
understanding in science knowledge which was indicated by the achievement of the students’ 
test score (85 point grade). Comic also developed elementary school students’ multiple 
intelligences in the aspects of verbal-linguistic, logical-mathematic, visual-spatial, naturalist, and 
interpersonal. It is recommended that comic should be developed as teaching media especially in 
elementary school. Comis can be used as one alternative of learning medias that can motivate 
students to learn something as well as improving their reading hobby. 

Keywords : comic, teaching media,  multiple intelligences  

 
 
 



1. Background of The Problems 
 Regional Education Office Regulation No. 20/2003 verse 6 about the basic 
concept and the structure of the curriculum is explained that each school subject is 
implemented holistically so that it influenced the comprehension and/or the 
understanding of the students. In verse 19 about the standard process and the guidance to 
compile curriculum (BSNP, 2006) also amended that the learning process for each school 
subject is implemented interactively, inspiring, fun, challenging, motivating each student 
to actively participate, also to give enough space to innovate, creative, and independent 
according to the talent, interest and the physical development along with the psychology 
of the students. 
 Summit Project (2000) found that one of the factors to support the success of 
increasing the students’ multiple intelligences is to give artistic input into the learning 
process whether through fragmentation or integrated across the school subjects. 

Yanthi,N, (2009:70) asserts that with science as a school subject taught in 
bilingual to know the concept of the animals, parts of the body using the storytelling and 
using puppet as the media will enhance the multiple intelligences of the students in the 
aspects of naturalist, mathematical logics, linguistics, visual spatial, and interpersonal. 

The result from the interview showed that the interest of the elementary school 
students is very high for comic such as Avatar and Naruto, included  television shows 
such as Sponge Bob, Tin Tin and Naruto.  

To enhance the goal of the learning process, the motivation to study, and to 
increase the multiple intelligences of the elementary school students comics as media are 
being developed in the science learning in accordance with the characters of the 
elementary school students. 

 
2. The Aim of the Research 
 Based on the above background of the problems, the aims of the research are: 

a. to increase the teachers’ abilities in developing comic as media 
b. to increase the learning motivation for natural science subject for the 

elementary school students through comic as the media 
c. to increase the understanding for the elementary school students in the 

learning process of the natural science subject through comic as the media, 
d. to develop the multiple intelligences for the elementary school students 

through comic as the media 
 

3. Theoretical Background 
  Teaching can be meant to show something to someone through signs or symbols,  
             to arouse or grow response (Sanjaya, W.2007:208). According to Smith teaching is a  
             process to plant knowledge or skills (Sanjaya, W. 2007:209). But according to KTSP  
             2006, teaching is not just to deliver the materials, but also as a process to manage the  
             learning environment. So learning is a mentally activity process of someone in  
             interacting with the environment so that it can produced positive characteristics that can  
            change the knowledge, attitude, or motoric development. 

Natural science is as the branch of knowledge which studies the environment 
around us with its symptoms. Conant (Sumaji, et al. 1998:31) states that natural science 
is a set of concept with conceptual schema that interrelates with each other, and grows as 



the experimental and observation result, also useful for further observation and 
experiments. 

The teaching process of natural science in the elementary schools by the teachers 
with simplifying the ideas and process, in accordance with the interest and needs of the 
students, also to consider the physical and cognitive abilities of the students. Teacher as 
facilitator, while students are active in constructing knowledge. For the learning process 
to happen, for the learning natural science, the students are involved in manipulating 
concrete objects and designing for the social interactions so that their scientific skills are 
developed (Gega, P, C. 1982:8). 

Elementary schools students will learn better if faced with different factual 
problems. Through discovering the students will understand more the concepts of natural 
science which is plant in their cognitive structure and they can use them to solve new 
problems. 

Ausubel, Brumer, Gagne (Gega, P,C. 1982:25) comment that to teach the 
elementary schools students involved sensing activity or simulation with the parts of the 
body and hands on, not just the minds on process. So the thinking process of the 
elementary school students will be better if they have the experience to fiddle with the 
real objects using the senses. 

In general, the comics are often being called as the pictured stories. Stuart Mc 
Cloud (2001) says that comics are arranged pictures which are grouped and patterned in a 
certain order so that it can deliver the message to the readers. Comics as the silent picture 
media will show the maximum effects for the students’ visual introductory. 

The management for the visual objects which is done in comic is often amusing 
with the formation of the text clearly explained, so that the information in the story is 
easily understood compared to the various ways of different art works such as pictures or 
paintings. Through the long verses in a comic, it can draw the attention of the students to 
read it. Comic can also involved the students emotionally so that they will finish reading 
it, especially if the story in the comic is closely related to the everyday theme of the daily 
life of the students. With the help of the verses in the story, objectives can be expected or 
the message from the writer can be well accomplished. 

The tendency in learning natural science in the elementary schools is with the 
abundant text books which is dominated by writings rather than pictures so that the 
students are not interested to read them. As a media for the learning of natural science, 
comic can deliver the message in the form of natural science concepts more clearly and 
interesting compared to picture media without story. The message that is delivered 
through comic can be more clear, interesting, and more comprehensible in the carried out 
story. 

Gardner,H,E, found eight aspects of multiple intelligences, such as: 
linguistic intelligence, logical mathematical intelligence, musical intelligence, kinesthetic 
intelligence, interpersonal intelligence, intrapersonal intelligence, and naturalist 
intelligence (http:/.www.infed.org/thinkers/gardner.htm, 2008). 

The result of the Project Summit (2000) strengthen the finding of the research that 
one of the factors to support the successful increase of multiple intelligences of the 
students is to include the art factor into the process of learning fragmentally or across the 
subjects. Kornhaber (http:/.www.infed.org/thinkers/gardner.htm, 2008) states that the 



theory of multiple intelligences accommodated the students with the variation of thinking 
and learning process. 

 
 

4. Research Methodology 
This research studied and also evaluated collaboratively a learning 

implementation towards the activities of the teachers and elementary school students of 
grade five and four. The used research methodology was designed based on a study 
which was started from the natural situation. The research design that was chosen was 
naturalistic qualitative design which was structured based on the situational and 
conditional background principle. That is why this research involved directly with the 
elementary school teachers and students in the learning process in the elementary school. 

The subjects of this research were the class teacher of grade 4 Laboratory 
Elementary school UPI Kampus Cibiru with 26 students and a teacher of Karanglayung 
Tanjungsari Elementary school with 26 of grade 5 students. The object of this research 
was the skills of the teachers in developing stories and comics. 
 
5. Research Instruments 

The arrangements of the instruments on this research had the goal to get data to 
describe students’ worksheet used to evaluate the students’ work while working on the 
exploration activity in the learning of natural science and to find out the students’ 
comprehension on the content of the comics read. The used test worksheet to see the 
students’ comprehension towards the concept taught. The clinical supervision observation 
sheet was to reveal the teachers’ activities and the structured observation sheet was to 
reveal the activities, skills and kinds of multiple intelligences of the students which came 
up during the learning process. Footnote field was to record important events, also the 
interview sheet to get data on the impression from the teachers and the students for the 
implementation of the learning process of natural science with comic as the media. 

The above instruments are used to get qualitative data through direct interpretation 
or descriptive analysis towards the existing phenomena. 
 
6. The Result of the Research and Its Description 

On the planning phase, the teachers will develop the learning media of comic for 
the learning process of natural science. On the orientation approach phase, constructivist 
approach and Problem Based Learning (PBL) were chosen because it was assumed to 
increase the learning motivation of the elementary school students. Through this 
approach, the skills of the students will be developed in solving the problems in the daily 
life based on the factual phenomena received by the students through experiences and 
learning activities. The comic as media will then be used by the teachers in the process of 
learning natural science in the elementary school and see the influence towards the 
increasing of learning motivation, the students’ comprehension toward the learning 
materials, and aspects of development of the multiple intelligences of the elementary 
school students. 

On the presentation and simulation phase, it was decided to use the students as the 
characters in the story which will be the research subjects in the Karanglayung 
elementary school which focused on the simple machine concept. In Laboratory 



elementary school UPI Kampus Cibiru, the fourth grade students of IV C will be used as 
the research subjects because 90% of the students like to read comic while The Changing 
of Physical Land Environment will be used as the lesson studied according to the 
academic calendar in the school. The design sub concept in the story was flood, erosion, 
abrasion, and corrosion. 

The comic designed by the teachers had a warm effect from the students of 
Karanglayung elementary school. In each meeting the students were enthusiastic to read 
because the characters in the comic were the students themselves. Each student was given 
the same chance to become the character in the comic on every action, even though there 
was a student who objected with the way he was presented in the comic. 

The students’ attention was mainly focused on the comic. The students were still 
engrossed in reading the comic even though the teacher was demonstrating on the 
experimental of the simple machine. The teacher was able to have good communication 
through the use of comic as the learning media. The teacher also gave learning 
motivation such as positive reinforcement, for the students who wanted and answered the 
questions. The data gathered was the final evaluation score as the representative from the 
students’ comprehension towards the learned materials, and the result from observation 
data towards the increasing of students’ learning motivation. 

The final evaluation score for each action and average score from every cycle can 
be seen on the following picture in the next page. 

 

 

 

 

 

Note : 
Siklus 1 = The first cycle 
Siklus 2 = The second cycle 
Siklus 3 = The third cycle 
Nilai rata-rata persiklus = the average score per cycle 
 

The learning process that was done by the teacher in the Laboratory elementary 
school in UPI Kampus Cibiru was about how to prevent the changing of physical land 
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environment.   The students were asked to find the solution to prevent the the changing of 
physical land environment in the worksheet or in the evaluation. 

The allocated time used in the beginning activity in treatment 1 and 2 were longer 
than what was planned in the learning plan. This caused the time for the main activity 
reduced. The students did their discussion and exploration in a rush manner. 

The inefficiency used of time also shown when the teacher asked several students 
to retell the story of the contents of the comic read in front of the class. Other students 
seemed bored to listen to their friends’ story so that the student who was reading the story 
was ignored but they were content with what they were doing. In average the students can 
retell the content story in different languages but without reducing the meaning in the 
comic. 

This main activity consisted of drawing activity in a group (action 1) and trial 
(action 2), also by filling in the students’ worksheet with discussion that made the 
students happy. The drawing was done at the last meeting. Due to the limited time no 
conclusion can be drawn from the activity. 

The relation with the group has been good, only fourteen students who could not 
work together with the members of the groups. In general these students do not like to be 
ordered about by other people. 

On the third action the discussion in the groups was better, and each member of 
the group tried to give ideas during the making of the poster activity. The process of 
learning was alive and fun because the teacher asked a representative from each group to 
campaign about the importance on how to protect the environment by reducing the 
disaster through having campaign simulation of the future president. 

The teachers and team made evaluation on learning motivation, multiple 
intelligences, and students’ comprehension, which can be seen from the chart below. 

 
Picture 2.  

The appearance of multiple intelligences from students of Laboratory UPI 
Kampus Cibiru elementary school 
 
Note ; Tindakan 1 = First action 



           Tindakan 2 = Second action 
           Tindakan 3 = Third action 
 

7. The Discussion of the Result of the Research 
The teachers showed creativity in designing the story and developed the comic 

which had the correlation with the concept of natural science in elementary school. It 
took two days to design the comic for each meeting. The obstacle faced by one of the 
teachers was the limitation in delivering the story into the form of a comic. 

Indah is a teacher who  makes drawing of objects, so that she could  represent her 
ideas into shape of picture in two dimention visualization. Yet it needs to be considered 
about the picture of the visualization of a student, who was visualized as a fat boy, he 
didn’t too happy at all and didn’t like being a laughing stock.    

To overcome the minimum skill in drawing the comic for developing the learning 
media, a teacher is demanded to be creative in looking for other learning sources, such as 
the internet, from comics, kids’ magazine, text books or newspaper. This creativity is one 
of the many competence aspects which must be possessed by the teacher (Hammond, 
L.D, 2006;Abidin,Y, 2009:9). Other things that must be considered by the teachers is 
interesting, up to date, accessible but easily comprehend by the student, also to develop 
the skills needed by the students (Tanner, R & Green, C, 1998). According to Hammond, 
through training of modeling, adaptive expert is highly expected, that is the experts who 
can develop the knowledge and competence so that it can answer the challenge of the era 
which is still developing (Yuliariatiningsih, M,S, 2008). 

The use of comic in the learning process proven can help the students to develop 
reading as hobby in comprehending the learning process such as the interview. Relevant 
statement was also commented by Pranata, M, (2003), who states that someone will learn 
to the maximum if interacted with the right stimulant with their ways of learning. The 
message delivered by comic is clear, interesting, and easy to understand. 

Another fact that attracted the student to comic is the way the story is related with 
the relevant events with every day life. This is in accordance with Megawangi’s opinion 
that learning needed active participation from the students. Learning motivation will 
arouse because  the students practiced concrete, meaningful and relevant things in their 
life (Nugraha,I,S,E,2009:87). 

On action 2, the end test of the Laboratory school students was decreasing, 
because few students answered based on the comprehension not based on the instruction 
of the test. On the other side, incomprehensible of the students for the instruction can be 
caused by the lack of students’ precision or the instructions given were not clear. 
Bradshaw (2005) asserts that in giving instruction to the students, the teacher must 
consider the four C (complete, concise, clear, check) 

The aspects of multiple intelligences recorded in this research were verbal-
linguistic, visual-spatial, logical-mathematical, naturalist, and interpersonal. There are 
relations between the multiple intelligences. Even according to Tanner, R, (2001:40) 
overlap can happen on several multiple intelligences in one type of activity. For instance, 
in the comic reading activity and retelling the story, can develop multiple intelligences on 
aspects of linguistic verbal, logical-mathematical, and visual spatial. Other than that the 
development of one type of multiple intelligences can be done by making variations or 
integrating few learning activities. 



8.  Conclusion and Recommendation 
a. The conclusion that can be drawn from the result of this research is, 
1). Training model can increase and develop the teachers’ skill in designing the  learning 

media in the form of comic for the subject of natural science in the elementary school. 
 2).  The learning motivation of natural science for the elementary school students 

increase when using the learning media of natural science such as comic 
            3). Comic as media can increase the comprehension of the students towards the subject of 

natural science on the concept of simple machine and the changing of physical land 
environment that can be seen on the increased of the post test in each learning cycle. 

           4). Comic as media can increase the multiple intelligences of the elementary school 
students on the aspects such as verbal-linguistic, visual-spatial, logical-mathematical, 
and interpersonal. 

b.     The recommendations from the researchers who will develop the comic as media 
are: 

1). To increase the teachers’ skills in developing the learning process that can be done 
through training activity, seminar or workshop by functioning the teachers group 
association or work together with higher education that can accommodate the teachers 
to be for elementary school. 

2).   For teachers who do not have talent in drawing, they can make the concepts of 
natural science on the curriculum in the form of writing in a story, then put it in the 
form of comic by downloading pictures from the internet. 

3).  In applying comic as learning media, attention should be paid to the time on the 
learning process in the classroom 
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Punishing Student Writing 

Two years ago, Alexa Gonzalez, a 12-year-old New York City public school student, was 

arrested for writing the following on her desk -- “I love my friends Abby and Faith” and “Lex 

was here”  (NYDailyNews.com, 2/4/10).  She was lead out of school in handcuffs and detained 

for several hours at a local police station.  While representing an extreme example, this incident 

illustrates the fact that students are sometimes punished1 for writing in schools.  Ironically, 

schools are places where writing is both highly valued and punished.  

Reading the story of Alexa’s arrest is not the first time I became aware of the fact that 

students are punished for writing in school.  I had observed this phenomenon many times in my 

work as a middle school assistant principal.  One of the responsibilities of assistant principals, at 

least in the school district where I work, is discipline.  Not only have I witnessed students being 

punished for writing such things as notes to friends and text messages, I have also witnessed 

writing being used as punishment.  If this was not the first time I recognized the irony in these 

practices, Alexa’s story did make me realize the extremes to which some educators will go to 

limit and curtail certain forms of student writing.  It also made me realize the importance of 

drawing attention to and challenging this practice.   

What follows is an exploration of why, and under what circumstances, students are 

punished for writing in schools.  It draws on two distinct fields of research, one focusing on 

literacy and the other on school discipline.  It is only by looking through both lenses at the same 

time that we see how literacy ideology and school discipline practices are implicated in the 

continuing practice of punishing student writing.  This exploration draws on my firsthand 

experience in the role of school disciplinarian as well as an analysis of photographs of prohibited 

                                                            
1 In this paper, discipline and punishment are treated as synonymous reflecting the way the terms are used by most 
school personnel.  In fact, they have very different meanings, but they will not be addressed here. 
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student writing taken over a two-month period at the public middle school where I was working 

during the spring of 2009.  The photographs were initially taken to document the variety of 

forms prohibited student writing may take.  However, a close examination of the writing 

captured in the photographs suggests possible explanations for why students engage in literacy 

practices that can potentially lead to their being punished.   

Disciplinary Institutions 

It is the nature of schools to discipline students.  We learn from Foucault that schools 

underwent a major transformation alongside other institutions, such as hospitals and prisons, 

during the 17th and 18th centuries. In his history of “disciplinary institution,” Foucault (Rabinow, 

1984a) describes how these institutions became sites of not only the production of knowledge but 

also the methods for correcting or controlling individuals.  Authority and regulation are inherent 

aspects of schools as is a prescriptive and normative stance toward behavior. 

Schools have both formal and informal methods of discipline.  Formal methods are 

codified in student codes of conduct.  Codes of conduct are established to regulate many types of 

behavior in schools, some of which are also regulated outside of schools.  Examples include 

physical aggression and the use of alcohol, tobacco and illegal drugs.  Other types of behavior 

schools attempt to regulate are less commonly regulated in non-school contexts such as the way 

students dress.  Many of the types of student writing discussed below that may potentially lead to 

a school disciplinary event are not regulated outside of schools.  

Because schools are disciplinary institutions, controlling student behavior sometimes 

takes precedence over other pursuits.  I have witnessed students being sent out of class for minor 

infractions such as dress code violations.  While working as an assistant principal I also had 

students sent to my office because they were caught without a pass in an off limits area of 
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campus (rather than being escorted to class).  Though hard to believe, I once had a student sent to 

my office because he had gone to the health office during passing period to get Vaseline for his 

extremely chapped lips.  His mistake was going there without a pass.  In the meantime, because 

he was sent to my office, he was late for his next class and missed part of the day’s lesson.  In 

this example, following rules was a higher priority than student learning for the person who 

referred him to my office. 

The textual economy 

Discipline practices alone do not explain why it is that students are at once encouraged to 

write and at the same time punished for writing in schools.  Only under certain circumstances are 

they disciplined for authoring a text.  These circumstances are influenced by the ideology 

underlying current or traditional school literacy practices, which situate reading and writing 

abilities in the individual (Gee, 2008).   Key here is a belief in idealized speakers and writers.  

There is a right way and a wrong way to speak and write.  You’re either literate or you’re not.  

Texts have a unitary interpretation and can have only one meaning.  Certain types of texts and 

certain modes of textual production are privileged over others. What results can be 

conceptualized as a school-based textual economy2.  This textual economy is maintained by, on 

one hand, a system of evaluation and rewards (i.e. good grades for writing that conforms to the 

standards of highly valued texts) and, on the other hand, punishment or the threat of punishment 

for students that produce texts that schools do not sanction or value.   

In accordance with a traditional approach to school-based literacy practices, some types 

of student-produced texts are not even considered to count as literacy.  Their literacy aspects are 

invisible such as the message Alexa wrote on her desk.  Perry Gilmore (1986) documented this 

                                                            
2 This claim draws on DeCerteau’s (as reported in Collins and Blot, 2003) idea of scriptural economy. 
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phenomenon in her research in a West Philadelphia elementary school.  Though teachers there 

reported that students don’t write, “Observations of students in and out of school show[ed] that 

kids write all the time.”   Notes to friends, again, are a case in point (p. 158).  Gilmore found 

that, alongside the official literacy practices of the school, there existed another set of literacy 

skills invisible to teachers that was “practiced within the domain of peer culture and play” (p. 

156).  She refers to these literacy practices that are outside the “institutionally recognized norms 

of literacy instruction” as sub-rosa literacy (ibid., p. 159). 

In contrast to a traditional approach to literacy that underlies current school literacy 

practices, a sociocultural approach to literacy rests on the assumption that “literacy has different 

effects in different social settings, and none apart from such settings “ (Gee, 2008, p. 67).  Those 

who take this approach to literacy believe that literacy is acquired through social interaction.  

They recognize that there are a number of varieties of language and that none has any more 

inherent value than another.  The value of a particular variety of language is derived from the 

status and power of its speakers.   From this perspective, the meaning of a literacy event cannot 

be separated from its context. Thus what Alexa wrote on her desk has no meaning in and of 

itself.  Rather, it is given meaning by the participants in the particular context of the literacy 

event. In addition, texts can have multiple meanings.  It is safe to assume that Alexa’s writing 

had a different meaning for her than it did for her teacher, her school’s administrators, or the 

police.  

Given the textual economy in schools, determining the types of texts and modes of 

production that are highly valued and those that educators attempt to curtail is a necessary first 

step in challenging the practice of punishing student writing in schools.  In analyzing the types of 

student writing that have the potential to be punished, I draw on Szwed’s (1981) elements of 
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literacy framework.  He identifies five elements of literacy – text, context, function, participants, 

and motivation – which he believes are key to broadening our understanding of what counts, and 

what should count, as literacy.  Using this framework also helps to highlight how a particular 

type of writing counts as literacy in some contexts but not in others.  In this study, the context 

where the texts being examined were produced is schools.  The participants are students and 

educators.   Szwed’s elements of text, function, and motivation require further elaboration in 

regards to their role in the designation of a student-produced text as potentially punishable. 

Texts that are punished 

There are two broad categories of texts that are used and produced in schools, official and 

unofficial.  From a historical perspective, we know that schools have not always been the 

primary site where socialization into literacy practices occurs.  In the past and even today, homes 

and churches have also been sites where literacy socialization takes place.  However, unlike 

homes and churches, schools are sites where, with the rise and spread of the common school 

movement, a form of literacy was established that was “acquired and expressed through 

officially approved texts” (Collins & Blot, 2003, p. 82).  

Official texts in schools are public texts such as books, tests, class notes, essays, and 

book reports.  Official texts produced by students are solicited, evaluated, and rewarded.  That 

they have been designated official is arbitrary.  The value ascribed to them is, again, a result of 

the power of the social group that has designated them as such.  In terms of unofficial texts, these 

are writings that are personal, unsolicited, and unrewarded.  Examples include writings on 

backpacks and graffiti. 

 One might think that any student-produced text that belongs in the official category is 

exempt from being a factor in a discipline event.  That is not the case.  Although these are 
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usually highly-valued school-based forms of writing, such as essays and reports, students may be 

punished because of the manner in which they are produced.  One example is when writing a 

report, a student includes verbatim text from another source without attributing that source.  This 

is commonly known as plagiarism.  According to Black’s Law Dictionary (2004), plagiarism is, 

“The deliberate and knowing presentation of another person’s original idea or creative 

expressions as one’s own.”  As an aside, outside of schools, plagiarism is not illegal unless there 

is a copyright infringement.  Rather, it is considered a moral offense. 

Cheating on tests is another example of when an official text may become a factor in a 

discipline event.  Similar to plagiarism, writing on tests is punishable when students use other 

texts or other means to get a correct answer in unsanctioned ways.  Falsifying school documents, 

or forgery, is yet another example of a circumstance where a student may be punished for writing 

in relation to an official text.  The definition of forgery is, “The act of fraudulently making a 

false document or altering a real one to be used as if genuine,” (Black’s Law Dictionary, 2004). 

In the context of schools, forgery is not taken to be a serious offense but outside of schools it 

constitutes a felony.  Interestingly, in my school district’s code of conduct, cheating, plagiarism, 

and forgery are treated as equivalent offenses. 

In terms of unofficial student-produced writing, texts of this type are either ignored or 

prohibited.  Examples of texts that are often considered punishable, in addition to those already 

mentioned, include writing in textbooks, on walls, on bodies, and on clothes.  These forms of 

writing are permissible in some contexts outside of school but restricted in schools mostly 

because they are an inconvenience and/or a distraction.  In the case of text messaging, this type 

of literacy event may turn into a discipline event if, for instance, when asked, a student caught 

text messaging refuses to give his or her cell phone to their teacher.  This is considered defiance 
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and defiant students are usually punished.  In my school district an 8th grade girl who had never 

been in trouble before was suspended out of school for five days for refusing to give her cell 

phone to her teacher. 

Why text function matters 

Returning to Szwed’s framework and the literacy element of function, there are times 

when the same text may be prohibited but not others depending on how it is used.  An example is  

TABLE 1. Photographs of unofficial student writing taken Spring 2009 

Location  Surface  No.  Orthography  Text  Potential 
Meaning for 
Student 

Interior hallway  Wall  3  Standard & 
non‐standard 

I luv 8th grader Mike3; 
Fuck weed it’s stupid 
and just a plant that 
kills; Elisa and Tom 
waz here 

Claiming own
voice 

Building exterior  Pole  2  Standard & non‐
standard 

I fly Chele – Bobby; 
Jessie wuz Here 

Claiming own
voice 

Building 
exterior/office 

Arms & 
hands 

4  Standard & non‐
standard 

I l<3 You Baby Girl!; 
Alwayz; I <3 U 
4/10/09; Betty waz 
here! 

Building 
relationship 

Bathroom  Wall & 
urinal 

3  Standard This sucks my balls; 
wipe don’t shake; 
Pee here  

Enacting peer 
identity 

Administrator 
office 

Clothes  5  Standard & non‐
standard 

Sample: Have a bad 
azz time; Hope 2 see 
you guys in da 
summer but stay 
outa trouble 

Building 
relationship 

Classroom  Textbook  12  Standard Sample: Dora + Boots 
= Best friend 4 life; 
Look on Page 317 
and 318; go to the 
back page; Hi keeping 
a retard entertained 

Acting against 
boredom 

Various non‐
classroom walls 
(hallways, 
breezeways, etc.) 

Xerox paper  1  Non‐standard Hoesz Wanted! If 
interested go to dha 
bleachers @ lunch! 
8th gradersz only! 
Sign up now! Charge 
$1.00 

Enacting peer 
identity 

                                                            
3 All names are pseudonyms except Dora and Boots. 
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notes.  Note taking is a valued academic skill that students are taught in school.  Notes are 

intended to be used as a study aide.  But if a student uses them during a test when they are not 

allowed, the student may be given a zero, made to retake the test, or receive some other form of 

punishment. 

 Those who hold a traditional view of literacy ignore the idea that texts can function in 

multiple ways.  Those who view literacy through a sociocultural lens, however, understand that 

texts can function in many ways, only one of which may be the author’s intended purpose.  Gee 

(2010) argues that there are seven different functions or tasks that language can accomplish.  One 

of the tasks it can accomplish is enacting relationships.  Perhaps that was Alexa’s purpose in 

writing the message about her friends on her desk.  Language is also used to enact identity.  

Many of the samples of student writing I photographed use what Paris (2010) refers to as 

resistant, or non-standard, orthography (see Table 1).   He suggests that students write in this 

way to enact resistant or oppositional identities.  The important point here is that when students 

engage in the production of unsolicited and unofficial texts, they have a reason for doing so.  

Educators should consider students’ reasons and the meaning the text holds for them rather than 

immediately jumping to the conclusion that this type of behavior constitutes an act of deviancy. 

Possible motives 

 Turning to the last of Szwed’s elements of literacy, what of a student’s motivation to 

commit a potentially punishable act of writing?  One possibility is that students are simply 

unaware of school rules that prohibit a particular form of writing in which they have engaged.  

Another possibility, for example in the case of plagiarism, is that the student has a novice or 

naïve understanding of what is meant by an official text and what constitutes the norms for its 

production.  Nilsson et. al. (2009) argue that 
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“… exactly who can be regarded as a plagiarist is mediated by specific cultural ways of 
looking at text production.  Concepts such as originality, uniqueness and authorship 
assume specific historic and cultural meanings and compete with other concepts, such as 
intertextuality, translation, and dialogism, as resources for classifying plagiarism.” (p. 
130) 

 
In this same article the authors suggest that another motive for engaging in plagiarism is the 

institutional pressure to position oneself as an academic.  In this case, the desire to portray 

oneself as a competent scholar overrides the concern for the risk of being caught plagiarizing. 

 Many students would undoubtedly say that they write notes or text messages to friends at 

school because they are bored.  They are aware of the potential for receiving negative 

consequences for engaging in these practices but feel the risk is worth it.  Paris (2010) also 

suggests that students may produce unsolicited texts because of their need to acquire power and 

voice in a context where they have little of either.  Collins and Blot (2003) write that literacy 

practices are both imposed and chosen and there is research to support the idea that marginalized 

students may engage in non-compliant or unsanctioned behavior as a critique of inequitable 

conditions both within school and in society at large (Solórzano & Bernal, 2001).  But we can 

only speculate about students’ motivations for producing potentially punishable texts unless we 

ask students themselves.   

School discipline practices 

Turning to the research on school discipline practices, similar to the belief in unitary 

interpretation of texts held by those who take a traditional approach to literacy, current school 

discipline practices are based on the assumption that there is universal agreement as to what 

constitutes correct behavior.  School discipline research falls under the broader theme of school 

safety.   There have been numerous studies on school safety done from a psychological and 
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juvenile justice perspective.  This research, for the most part, views (mis)behavior as individual 

pathology and focuses on finding ways to prevent and correct student behavior. 

Much less common is research on school discipline practices from a sociocultural or 

critical perspective.  From a sociocultural perspective behavior (and misbehavior) is understood 

to have different meanings for different social groups.  Mukhopadhyay (2007) points out that “… 

most behaviors (or other symbols) have two parts: the behavior and the meaning culture has 

attached to it” (p. 88).  Therefore, the idea that there is such a thing as “correct” behavior is a 

social construct. 

From a critical perspective, the behavior that is codified in school discipline policies is 

linked to the norms and value system of a particular, in this case dominant, social group.  

Research from a critical perspective has also shown that school disciplinary codes are 

inconsistently applied.  Students are not always punished for plagiarism and they are not always 

punished for writing in textbooks (what person reading this paper has never written in a book?).  

Gregory, Skiba, and Noguera (2010) write that, “There is tremendous local flexibility in the 

types of infractions that move forward from the classroom to the office and in the types of 

consequences issued by administrators” (p. 63).   Despite what many educators believe, 

discipline practices are never objective.  What this suggests is that there is a need for more 

research on the types of behaviors that are punished in schools from a sociocultural and critical 

perspective.  As in this paper, particular attention should be paid to the manner in which 

discipline practices interact and overlap with pedagogical practices in face-to-face interactions 

between students, teachers, and administrators.  

Implications 
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 From this exploration of the circumstances in which a student may be punished for 

writing it should be clear that we need to rethink how we view student writing.  We need to 

broaden our understanding of what counts as writing and should at the same time give students 

more voice in and through their writing assignments.  Also, if we view a student text as 

potentially problematic we should seek and consider the student’s perspective and the meaning 

the text has for them.  Finally, we should always respond to student writing in ways that promote 

a positive academic identity. 

 In regards to our discipline practices, we need to critically reflect on our actions but not 

just when discipline incidents involve student writing.  In addition to potentially contributing to 

students’ negative associations with writing our current practices have the potential to exacerbate 

academic problems in general because of the fact that schools “use exclusion from the classroom 

as the primary discipline strategy” (ibid. p. 59).  The research also shows that students of color 

are disproportionately suspended out of school compared to their white counterparts and that this 

“discipline gap” is the inverse of the achievement gap (Yang, 2009).   One has to wonder if 

school officials would have reacted in the same way to the “doodling” incident (as it was 

described in the media) if Alexa had been white rather than Latino (Monaghan, 2010, 

NYDailyews.com).   

  What is clear is that we cannot continue to address discipline and achievement as if they 

are unrelated.  In this paper I have highlighted just one of the ways that they are interwoven in 

the everyday practices of students and teachers.  These practices reinforce ideologies that can 

and do lead to the marginalization of many students in our schools.   The discipline and 

achievement gaps are not separate phenomenon.  They have always been, and will always be, 

inextricably linked. 
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for them to offer meaningful, sound, relevant advise and counseling to a host of academics and students 
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 Rationale for Grant Programs and Use of Technology 

Significant personnel shortages in special education have been noted in the 23rd 
Annual Report to Congress on the Implementation of IDEA Act (USDE, 2002). With 
predictions of even more serious teacher shortages, there is an especially critical need 
for additional special education teachers for students with disabilities from culturally and 
linguistically diverse backgrounds in rural areas (USDE, 2002). In addition, the current 
emphasis on providing nondiscriminatory assessment procedures and assessing the 
effectiveness of multicultural instructional programs is drawing attention to the efficacy 
of traditional special education and general education teacher training programs which 
typically do not offer systematically integrated coursework and practicum experiences 
specific to the multicultural characteristics of students with disabilities (Baca & 
Cervantes, 2004; Gallegos & McCarty, 2000; Gollnick & Chinn, 2006; Salend, 2010; 
Stuart & Parette, 2002.) 
 
 Response to the Problem 
 In response to the need for special education teachers in rural areas with high 
numbers of Culturally and Linguistically Diverse Exceptional (CLDE) students, three 
innovative programs (PRISE, PRIME, BRIDGE) and a Bilingual Multicultural Special 
Education Website have been developed to serve rural areas of Arizona. Through 
technology, we have overcome the barriers involved with pursuing university study for 
rural students.  This is especially important for Native American students who live in 
very remote reservation areas, do not have running water, chop wood for cooking and 
heat, power their lights and home computers with a generator, and must drive 50 miles 
on dirt roads to their local school teaching jobs.   

 
 Impact of Technology and the Grant Programs 

  The Bilingual Multicultural Special Education website has been developed as a 
component of three Federal Education Grants (PRISE, PRIME, BRIDGE) for the 
purpose of disseminating information about each Grant including Culturally Diverse 



 

Special Education lesson plans and Powerpoint Training of Trainers presentations 
developed by culturally diverse students in the grant classes. The URL for the Grant 
programs main web site is: www4.nau.edu/clde   

One website component is a database of student developed Native American 
culturally relevant special education lesson plans.  The lesson plan database URL is: 
http://www4.nau.edu/clde/lessonplans/    
 PRISE, PRIME, and BRIDGE participants develop lessons that not only teach a 
specific concept but also address the cultural and linguistic diversity of the local student 
population and design accommodations for any individual special education needs. In 
many cases, effective strategies which have been used successfully with the general 
population of students with disabilities can easily be adapted to fit the needs of English 
Language Learners (ELL) and Culturally and Linguistically Diverse Exceptional (CLDE) 
students.  Student lessons are posted on the program Website to enable not only the 
program students to exchange and utilize each other's lessons, but also to enable 
others in far reaching diverse rural communities all over the world to access and 
download these culturally relevant lessons. Students in the programs follow a Direct 
Instruction Lesson Plan Rubric which emphasizes direct linking of cultural context and 
language background of the CLDE students to the objectives, content, and learning 
mode of the lesson. The Lesson Plan Rubric URL is: 
http://www4.nau.edu/clde/lessonplans/     
 Modifications for students with disabilities in the general education classroom 
and integration of technology are clearly linked to the goals and objectives of the lesson.  
Examples of culturally relevant  thematic lessons developed by students include:  Native 
American Basketry (Art, Math, History, Science),  Las Hormiguitas (Ants - Ant 
Multiplication, Ant Families, Life Cycle, ANTonyms), Sheep and Wool (Native American 
Families, traditions, economics, math), and Celebrations (Pinata, Birthdays, Math, 
Families). 

Educators interested in obtaining these culturally relevant Special Education 
lesson plans can search the lesson plans database by Culture, Language (Spanish or 
Navajo), Grade (K - 12) or the Grant program with which the lesson plan is associated.  
From these four categories the lessons plans are divided by content area.  Once a 
content area is chosen, the database user can view a brief description of the Special 
Education lesson plan and then choose to view, print, and/or save the entire lesson plan 
in Adobe Acrobat PDF format.   

Training of Trainers (TOT) Utilizing Microsoft Powerpoint is taught in the grant 
programs. The capstone course in these programs has a culminating assignment 
requiring students to prepare and participate in delivery of a TOT module. Students 
receive training in Powerpoint which they use to develop their training workshops.  The 
Culturally Diverse Powerpoint training presentations developed by the students are 
included in the Grant Website so that educators worldwide can benefit from this 
Professional Development CLDE Training.  Grant students then utilize the TOT model 
to deliver this Professional Development Training in which 400 additional peer teachers 
from the consortium districts receive  training in best practice strategies for working with 
ELL and CLDE students.  Grant students not only receive training, but they also 
become the future district trainers in the area of best practice for teaching ELL and 



 

CLDE students.  This training is also available on the Bilingual Multicultural Special 
Education Website. 
 
Use of Distance Education Technology 

 In these programs, distance education technology (Grant Website, Web-based 
courses, Email feedback to and from instructors, and Polycom Video Conference 
System) maximize the utilization of the resources of the university's main campus while 
allowing the students in these rural areas to remain in their local communities to 
complete their coursework. 

  There has been considerable interest in the potential advantages of the use of 
computer-based technology in education. Charp (2000) maintains that a number of 
observations can  be safely made: 
 Students are becoming freed from the physical boundaries of classrooms and the 

time restrictions of schedules.  
 Students are working at their own pace using network-based materials and 

diagnostic tools. 
 Dynamic databases are emerging that permit students, faculty and administrators to 

have 24-hour access to financial records, student transcripts, class lectures, 
assignments, etc. over the Internet. 

Through interaction in Web-based courses, university students learn teamwork, 
group decision-making, and problem identification and problem-solving (Synder, 2000).  
The goal according to Snyder (2000) with Interactive Group Software is to get students 
involved in old-fashioned interactivity - human interaction - instead of just clicking 
buttons on a computer screen.  This research influenced the design of the Web courses 
in PRISE, PRIME, and BRIDGE.  The Web-based courses in these programs have 
been designed to include a high degree of group interaction, reflection, and feedback 
from one student to another as well as between the instructor and the students.   

A major focus of another study (Hill & Hannafin, 1997) was the World Wide Web 
(WWW). This study reported that some prior knowledge and experience in open 
learning applications, helping learners to construct a functional mental model of the 
system, and providing searching tips, should increase their chances of success in web-
based courses. According to Hill and Hannafin (1997), preliminary interpretations 
indicate that teaching the strategies for finding information in open information systems 
like the WWW is prerequisite for success.  In light of these findings, all of the PRISE, 
PRIME, and BRIDGE  students receive intensive training in the use of technology 
systems including word processing, email, Web Searches, and specific Web course 
access, utilization, and pedagogy.   

Additionally, Email provides communication between faculty and students in 
these programs.  For example, in BRIDGE, which involves internship supervision for 
teachers who are completing certification in Special Education via this program, the 
participant is in e-mail contact with the university supervisor each week during the 
semester. The email serves as a medium for the participant to ask questions, get 
feedback on ideas for lessons (including management and problem solving), and 
generally maintain a high level of rapport between the university internship supervisor 
and the BRIDGE participants. The email also serves as a way to help the participants 
incorporate what they are learning in their content classes with the daily routine in their 



 

own classrooms.  The university internship supervisor is aware of what content classes 
the BRIDGE participant is taking and what the requirements of the content classes 
include. This knowledge of the content classes coupled with knowledge of the 
participant’s own classroom is invaluable and strengthens the quality of the individual 
feedback communicated via email. 
 Another technology approach used in these programs is teaching the courses via a 
Polycom Video Conference system. Instructors deliver the course from one of the TV 
classroom sites, and the students receive the class at their local rural site.  State of the 
art technology transmits and receives courses at sites throughout Arizona. Students in 
electronic classrooms in Yuma and Tuba City see the instructor at the home site 
electronic classroom and vice versa. Students and faculty converse and interact in 
discussion activities just as if they were in the same classroom. 
 
Description of Programs 

Preparing Rural Inclusive Special Educators (PRISE) and Preparing Rural 
Inclusive Multicultural Exceptional-educators (PRIME) serve the needs of schools in 
rural areas with high populations of English Language Learners (ELL) by working with 
the school districts in the Yuma area of Arizona to train paraprofessionals to become 
elementary and special education teachers of ELL students.  Yuma is a very rural, 
agricultural area on the border of Mexico with many newly arrived ELL students in the 
schools. Some districts have over 90% ELL students. 

PRISE and PRIME are designed to prepare special education teachers to meet 
the culturally and linguistically diverse needs of Native American and Mexican-American 
students with disabilities and their families especially those living in rural and remote 
areas (Peterson & Showalter, 1999). 

Bilingual Rural Inclusive Development for General and Exceptional-educators 
(BRIDGE) prepares Masters Degree special educators to work in rural schools with a 
high percentage of culturally and linguistically diverse student populations.  These areas 
also have a shortage of individuals certified to work with children with disabilities. 
Coursework for the entire Masters Degree in Special Education with an emphasis in 
Bilingual Special Education is delivered through a distance technology approach 
combined with on-site face-to-face courses.  Major goals are to train potential leaders in 
the field of Culturally and Linguistically Diverse Exceptional (CLDE) Learners, utilize a 
Trainer of Trainers (TOT) model to deliver additional Professional Development training 
in CLDE inclusive strategies, and to develop and disseminate via Website the  culturally 
and linguistically appropriate curriculum materials.    
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Abstract  

 

As brain developmental research and understanding increased in the past two 

decades, the importance of early experiences and learning opportunities for a child’s 

early neurological development have been stress extensively. This paper explores 

potential links between sociocognitive developmental neuroscience and early childhood 

education. One of the arguments supporting the links between these two domains of 

scientific knowledge is the ability of the brain to change, and how these changes might 

relate to developmental and learning processes. Although circumscribing the links 

between education and neuroscience is at best in its infancy, much effort has yet to be 

done in order to simultaneously apply neuroscience research findings to early childhood 

education in a practically significant and ethical way and to inform and empowered 

neuroscience research with the theories, intervention models and research questions 



that emerge from early childhood education.   

 

Social cognition relates to social and information processing and to social reality 

understanding. Sociocognitive neuroscience is an emerging field of research (Mitchell, 

2006; Blakemore, 2007) suggesting that the mind does not exist separately, but is rather 

embedded in a body (with a special emphasis on brain), that is in constant interaction 

with the social and symbolic aspects of human cultures (Decety, 2008). The objects of 

study are complex and pose real challenges for researchers : Empathy, altruism, 

information and emotion processing, perspective taking, moral judgment, beliefs, theory 

of mind, cooperation, joint problem solving, etc, . Although the multidimensional aspects 

of social cognition are known (Pagé et al., 2001), studying the brain has become the 

new frontier. With techniques such as Functional Magnetic Resonance, Imaging or 

Electroencephalography (Harmond-Jones & Beer, 2009), researchers are beginning to 

understand the neurobiological processes and circuitry associated with basic social 

competencies. We present  affective and social neuroscience studies notably on 

language, emotion, empathy and conduct disorders that may be of interests to early 

childhood educators.   

 

Finally, in a critical perspective (Jacob, 2008; Ehrenberg, 2008) and in light of 

neuromyths (Geake, 2005) that have made their way into the classroom, we propose 

ideas to apply knowledge derived  from affective and social neuroscience (Immordino-

Yang, 2009) that takes into account the preoccupations and models used in educational 

sciences (Goswami, 2005; Hall, 2004). Indeed, naturalizing social realities could be a 

reductionist enterprise that downplay the social construction of the human mind and 



brain.  We need new paradigms to study the complex relations between social cognition 

and early childhood education. Educational neuroscience (Campbell, 2010) with its 

transdisciplinary approach, that intertwined simultaneously rigorous research methods 

with humanistic views, might be one way to make bridges among different 

epistemologies, theories and research methods in order to bring together multiple levels 

of analysis (neuronal, behavioral, cognitive, affective, symbolic, socio-cultural, etc,).  

Neurophenomenological and embodied perspectives (Varela, 2001; Campbell, 2010) 

that consider cognition and learning as embodied processes of human subjectivity are 

proposed as a useful theoretical model for early childhood neuroeducational research. 
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Abstract  

 

Sociogenetic (Baldwin, 1911) and socioecological (Bronfrenbrenner, 2000) 

perspectives stress the canalizing influence of early socialization experiences on the 

development of children psychological, social and school adaptation. Social cognition 

notably relates to understanding and solving relational problems and challenges that all 

primates, including humans, encountered on a daily basis.   The diversity and nature of 

children’s interpersonal problem solving strategies are important aspects of social and 

school adaptation (Pagé, Strayer and Reid, 2001). Sociocognitive Neuroscience is a 

new domain of investigation that empirically study the neuronal mechanisms underlying 

sociocognitive processes.  It stresses that our mind does not exist in a vacuum but is 

embodied in a brain that is constantly involved in the theater of social life (Decety, 



2008).  

Multiple aspects of social problem solving with peers, such as diversity, type and 

nature of strategies, are empirically derived form interviews (adapted from Shure and 

Spicack, 1974) realized with 171 preschoolers (67 months). Multivariate hierarchical 

cluster analysis revealed 3 modes of social problem solving (prosocial, agonistic and 

divergent oriented).  Analyzes of variance revealed associations between modes of 

social problem solving and dimensions of preschool adaptation, as perceived by 

teachers (i.e. sociability, sociocognitive adaptation, externalized and internalized 

problems). In particular, the results showed that children with an agonistic mode of 

social problem solving are evaluated more negatively by their teachers.   

Results are discussed in terms of new knowledge coming from sociocognitive 

neuroscience and in terms of potential preschool educational intervention. We need 

early educational interventions that take into account the children’s sociocogntive 

developmental level and the diversity of developmental trajectories (Pagé, Gravel & 

Trudel, 1998).  Because sociocognitive neuroscience takes into account the complex 

relations between the bio-neuronal child and its socio-ecological environment, it is 

proposed that it may help design early educational interventions to overcome young 

children aggressive thinking and behaviors.   
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Abstract 

 

 In occidental culture, the “concept” of character education has generated much 

interest (Winton, 2007). The idea that we can “model” behaviors by education, especially 

as a person gets older, deserves careful analysis. In fact, many studies about character 

education programs claim to provide evidence that these programs work, while others 

provide less supportive ones. These contradictory conclusions are difficult to synthesize 

because of conceptual and methodological weaknesses common in this area of 

research (Was, Woltz & Drew, 2006).To this regard we may quote one of Kohn's 

argument (1997) : “More than specific practices that might be added, subtracted, or 

changed, a program to help children grow into good people begins with a commitment to 



change the way classrooms and schools are structured - and this brings us back to the 

idea of transcending a fix-the-kid approach. ”.		

 Discoveries in the emerging field of neuroeducation (Goswami, 2005; Hall, 2004; 

Campbell, 2008) also indicate that even though brain plasticity exists, the bodily 

inscription of character is rooted in early childhood. When we speak of adaptation 

equaling competence and social success, we often forget the motor of human 

intelligence which is learning how to love and be loved in return. Thus we often neglect 

or misunderstand the neuro-biological and emotional dimensions of character 

construction (Davis, 2003).  

The presentation will address these important issues by focusing on their 

potential implications in early childhood education. 
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Abstract 

 

The present study explores developmental risk in the perspective of a 

person/context approach (Cairns et al., 1995) and in accordance with a dynamic and 

systemic view of persons psychosocial ontogeny in their specific historico-cultural 

context (Bronfenbrenner & Evans, 2000).  Within the opportunities and constraints that 

characterized children socio-eco-systems, notably the ones that are present in the family 

microsystem, the child  co-construct her diverse competencies.  A bidirectional 

orientation to parent-child relationships stresses the importance of considering 

simultaneously characteristics of parents and children to better understand 

developmental outcomes.  

 



Hierarchical cluster analysis conducted on two dimensions of mothers child-

rearing practices (restrictiveness and nurturance) and two dimensions of children's 

psychosocial characteristics (sociocognitive maturity and externalized problems as 

evaluated by the mothers), with a sample of 253 preschool children, revealed four 

person/context configurations: (1) Permissive/Competent, (2) Permissive/Difficult, (3) 

Authoritarian/Difficult, and (4) Authoritative/Average. The influences of gender and the 

four person/context configurations on dimensions of preschool adaptation, derived from 

teachers’ evaluations at the beginning and end of kindergarten (i.e. sociability, 

sociocognitive adaptation, externalized and internalized problems), were evaluated 

using analyses of variance, but also through non parametric analysis. Results showed 

that girls were judged to be more sociocognitively adapted and showed less internalized 

and externalized problems than boys. Furthermore, children associated with the 

Authoritarian/Difficult configuration showed less sociocognitive maturity and more 

internalized and externalized problems than other children.  

 

In line with a person/context approach (Cairns, 1995), results are discussed in 

terms of the synergistic processes  between a given socius and the person in 

development to explain young children's adaptation to preschool settings in a French 

Canadian cultural environnement. 
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From Coal Miner to Pioneer Ethnician: 
Carter G. Woodson as a Fountainhead of Ethnic Studies  
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ABSTRACT  
 
This paper examines Carter G. Woodson as a pioneer ethnician during the first half of the 
20th century.  The late Charles Irby has used the term ethnician to refer to scholars who 
“organize, clarify, and propagate meaningful solutions to the continuing problems 
confronting ethnic studies and ethnic communities.”  The case study is employed as the 
methodology in this paper.  This paper shows that Woodson exemplified a pioneer 
ethnician by founding the Association for the Study of Negro Life and History, Journal 
of Negro History, Associated Publishers, Inc., Negro History Week, and Negro History 
Bulletin.  This paper also shows that Woodson exemplified a pioneer ethnician by 
institutionalizing Black history courses in collegiate curricula and authoring books and 
articles related to Black people in the United States of America and abroad.   
 
 

INTRODUCTION 

During the 1960s, two very important developments took place in California 

regarding ethnic studies.  In one development, Nathan Hare became the first department 

chairman of the first Black Studies Department at a predominately White four-year 

college or university in the United States of America (USA).  Another important 

development was the coining of the term ethnic studies by Hare while he was chairman 

of the Black Studies Department at San Francisco State.  When he took those social 

actions, Hare stood on the shoulders of Carter G. Woodson among others (Cromartie, 

1993; Whitson, 1999).   

Woodson’s life and work have been examined by various scholars and writers in a 

number of books, articles, doctoral dissertations, and master’s theses.   Books on 
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Woodson have been written by Scally (1985, 1993), Goggin (1993), Greene (1989, 

1996), Burkett, McDaniels, and Gleason (2006), and Dagbovie (2003, 2007).  Some of 

the most important articles on Woodson before 1960 were written by Stratton (1940), 

Bethune (1950, 1951), Du Bois (1950), Franklin (1950), Hughes (1950), Lindsay (1950), 

Logan (1945, 1950, 1973, 1982), Reddick (1950, 1953), Taylor (1950), Thompson 

(1950), Wesley (1950, 1951),  

Some of the most important articles on Woodson after 1960 have been written by 

Greene (1965), Roy (1965), Stamps (1965), Turner (1965), Wesley (1965), Cobb (1970), 

Logan (1973, 1982), Martin (1977), Scally (1977, 1981), Meier and Rudwick (1984), 

Goggin (1983a, 1985), Hine (1986), Johnson (1987), and Pyne (1994).   Romero (1971), 

Young (1977), Goggin (1983b), Dozier (1985), and Cromartie (1993) have written 

doctoral dissertations that have focused solely or in part on Woodson.  Master’s theses on 

Woodson have been written by Hale (1969) and Thomas (1971).  

This paper will examine Carter G. Woodson as a pioneer ethnician who helped to 

lay the foundation for ethnic studies departments and programs in academia.  Following 

the late Charles Irby (1978), the term ethnician refers to those who “organize, clarify, and 

propagate meaningful solutions to the continuing problems confronting ethnic studies and 

ethnic communities” (p. 2).  This paper will argue that Woodson did so by founding the 

Association for the Study of Negro Life and History, Journal of Negro History, 

Associated Publishers, Inc., Negro History Week, and Negro History Bulletin.  This 

paper will also argue that Woodson did so by institutionalizing Black history courses in 

collegiate curricula and authoring books and articles related to Black people in the USA 

and abroad.  The case study method will be employed in this paper.   
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EVOLUTION OF WOODSON FROM COAL MINER TO ETHNICIAN  

Carter G. Woodson was born into a working-class family on December 19, 1875 

in New Canton, Virginia.  He was the son of James Henry Woodson, a sharecropper, and 

Anne Eliza (Riddle) Woodson.  Under the slave system, Woodson’s father and 

grandfather had become skilled carpenters.  However, after the Civil War, the two were 

forced into sharecropping.  Eventually, the Woodson family managed to purchase some 

land in Virginia and began to eke out a meager living between the late 1870s and the 

mid-1880s.  As one of nine children in a poor family, Woodson worked on the family 

farm as a small child.  During his teenage years, he worked as an agricultural day laborer 

(Goggin, 1993; Logan, 1982).   

In the late 1880s, the Woodson family made a move to Fayette County, West 

Virginia.  His father found work in railroad construction while he himself worked as a 

coal miner.  Along with high morality and strong character, Woodson’s mother instilled 

in him a thirst for education.  At the age of 20 in 1895, Woodson entered Frederick 

Douglass High School.  He proceeded to complete four years of course work in two years 

(Goggin, 1993; Logan, 1982).   

After graduating with his high school diploma in 1897, Woodson entered 

Kentucky’s Berea College, an institution founded by abolitionist John Gee in 1855 with 

the expressed purpose of educating ex-slaves.  The land for Berea College was donated 

by Cassius Clay.  During his stint at Berea College from Fall 1897 to 1903, the institution 

was thoroughly integrated.  Woodson earned his bachelor’s degree from Berea College in 

1903.  The following year, in 1904, the Day Law was passed by the Kentucky state 
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legislature.  It specifically directed that Berea College could no longer educate Black 

students (Goggin, 1993; Logan, 1982).     

While at Berea College, Woodson took courses in history, sociology, literature, 

rhetoric, science, economics, and international law.  Prior to earning his degree from 

Berea College, Woodson also attended the University of Chicago in the summer of 1902.  

Another institution he attended before he earned his first degree was Lincoln University.  

(Goggin, 1993, 2008).   

In 1907, Woodson enrolled as a full-time student at the University of Chicago.  

That institution considered his degree from Berea College to be inferior and made him 

complete a second degree before his official acceptance into the graduate program.  

Woodson was somewhat discouraged, but he proceeded to simultaneously take 

undergraduate and graduate courses.  In March 1908, Woodson received a bachelor’s 

degree from the University of Chicago.  By August 1908, Woodson also earned a M. A. 

degree in history and Romance languages and literature (Goggin, 1993, 2008; Logan, 

1982; Thorpe, 1969).  The title of his M. A. thesis was The German Policy of France in 

the Austrian War of Succession (Woodson, 1908).  As Goggin (1993) has noted, 

Woodson’s M. A. thesis covers “the corrupt administration of Louis XV, French efforts 

to partition Austria during the war of the Austrian Succession, 1740-1748, and the origins 

of the French revolution” (p. 19).  Goggin has also pointed out that Woodson made his 

analysis with the use of French diplomatic correspondence, personal papers of Louis XV, 

and secondary sources.        

Four years later, in 1912, Woodson became the second known Black person to 

earn a Ph.D. from Harvard University.  He received his degree in history and the title of 
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his Ph.D. dissertation was The Disruption of Virginia (Woodson, 1912).  His Ph.D. 

dissertation examined the events which created West Virginia after the emergence of the 

Civil War.  Woodson had initially enrolled in Harvard University in 1909 (Goggin, 1993, 

2008; Thorpe, 1969).  

Both before and after receiving his doctorate, Woodson served as a teacher or 

principal in this country’s secondary schools.  Woodson’s first teaching post was in 

Winona, West Virginia.  He taught at a school created by Black coal miners for their 

children.  Woodson worked there from 1898 to 1900.  In 1900, he took a post in 

Huntington, West Virginia at Frederick Douglass High School, which happened to be his 

alma mater.  Woodson was hired as a history teacher and principal at Frederick Douglass 

High School just some five years after he graduated from that school (Goggin, 1993; 

Logan, 1982).   

While employed at that school, Woodson lived at home with his parents and 

became deeply interested in learning about the Civil War from actual participants.  Those 

participants included his father James Henry Woodson and George T. Prosser.  Whereas 

Woodson’s father had served as a runaway or fugitive ex-slave with Union Army forces 

under the command of General Philip H. Sheridan and General George A. Custer, Prosser 

did his service with the Massachusetts Fifty-Fourth Regiment under the command of 

Robert Gould Shaw.  Woodson was greatly impressed with their stories about the Civil 

War and they subsequently influenced his views about history (Woodson, 1944b; 

Goggin, 1993). 

In 1898, the Spanish-American War was ended by the Treaty of Paris.  The 

Philippines were brought under American jurisdiction by the treaty.  That same year the 
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government of the USA began to recruit teachers from this country with the expressed 

purpose of training the people of the Philippines to govern themselves.  Woodson was 

one of the teachers who volunteered for the assignment (Scally, 1991, 1993).  Scally 

(1993) has explained that Woodson went to the Philippines for three reasons: (1) he 

believed in the uplifting power of education; (2) he had an opportunity to travel to 

another country and observe and experience the culture firsthand; and (3) he was 

attracted to the high salary.   

Eventually, Woodson served as an educator in the Philippines from 1903 to 1907.  

While en route to the Philippines on a ship, Woodson met a White missionary who 

advised him to get immersed in the language, culture, and history of the people and to not 

try to Americanize them.  His first teaching post was a school in San Isidro, which was a 

small town in the province of Nueva Ecija.  San Isidro was also located close to Manila.  

Although he could not speak Spanish when he first arrived, Woodson quickly learned that 

language to enhance communication with his students.  Woodson did so by enrolling in 

Spanish and French correspondence courses with the University of Chicago.  Within a 

year, Woodson had become fluent in both Spanish and French.  In terms of his teaching, 

Woodson taught English, health, and some agricultural skills (Goggin, 1993;  Logan, 

1982; Reddick, 1953)).     

By June 1904, he had received a promotion and transfer to the province of 

Pangasinan.  There he served as supervisor of schools and was placed in charge of 

teacher-training.  There were also other Black teachers who volunteered to go to the 

Philippines, including John Henry Manning Butler.  The latter worked in the Philippines 
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from 1902 to 1933.  Butler also served as superintendent of schools in the province of 

Isabella (Goggin, 1993). 

 In December 1905, Woodson signed up for two more years of educational work in 

the Philippines.  However, in 1906, took a leave of absence to visit family and friends.  

While in the USA, he became gravely ill and could not return to the Philippines.  With 

great reluctance he resigned from his position in February 1907 and began a long 

recovery at home.  After his recovery, Woodson went on a six-month tour to Africa, 

Asia, and Europe.  Among the places he visited were Egypt, India, Malaysia, Palestine, 

Italy, Greece, and France.  During his trip, Woodson spent a semester at the University of 

Paris where he studied European history.  He also conducted research at the Bibliotheque 

Nationale in Paris.  Upon his return to the USA, Woodson enrolled as a full-time student 

in history at the University of Chicago (Goggin, 1993).           

 In 1909, Woodson took a teaching post in the Washington, DC public school 

system.  After teaching 8th grade for about a month at Thaddeus Stevens School, 

Woodson received a transfer to Armstrong Manual Training High School.  In 1911, he 

was transferred to the M Street High School where he taught until 1917.  Woodson taught 

history, English, French, and Spanish at that school.  In 1918, Woodson became the 

principal of Armstrong High School.  A year later, in 1919, Woodson resigned from 

Armstrong High School to become a professor of history at Howard University (Goggin, 

1993).  

 Between 1919 and 1920, Woodson served professor of history, dean of arts and 

sciences, and/or head of the graduate program in history.  After the arrival of Woodson at 

Howard University, the institution offered its first courses in Black history.  Under 
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Woodson’s leadership, the faculty members teaching history were placed in one 

department and the number of history courses was expanded from four to 22.  Woodson 

also supervised the first M.A. thesis in history approved by Howard’s graduate faculty.  

However, Woodson was fired by the board of trustees because of a conflict with J. 

Stanley Durkee, the White president of Howard University.  Woodson felt that Durkee 

was incompetent and should be replaced by a competent Black president.  Woodson took 

the position that there should be Black control over Black colleges and universities.  

Eventually, Durkee was fired in 1926 and replaced by Mordecai Johnson, the first Black 

president of Howard University.  By that time, the autocratic Durkee had experienced 

conflict with professors Ernest Everett Just, Kelly Miller, Alain Locke, and Thomas W. 

Turner (Goggin, 1993; Logan, 1982; Thorpe, 1971; Cromartie, 1993). 

 From 1920 to 1922, Woodson served as dean of West Virginia Collegiate Institute 

(later West Virginia State College) where he reorganized the curriculum.  During his 

stint, the college expanded its course offerings in history, political science, psychology, 

economics, English, mathematics, natural sciences, philosophy, Latin, and Greek.  After 

receiving several grants for ASNLH and creating Associated Publishers, Woodson retired 

from college administration and teaching in 1922 and devoted the rest of his life to 

writing, editing, and promoting both scholarship and popular interest in Black history 

(Goggin, 1993; Logan, 1982; Reddick, 1953). 

WOODSON AND SOLUTIONS FOR ETHINC STUDIES 

Woodson sought to organize, clarify, and propagate meaningful solutions to the 

continuing problems confronting ethnic studies by founding the ASLNH, Journal of 

Negro History, Associated Publishers, Negro History Week, and Negro History Bulletin.  
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Woodson also sought to organize, clarify, and propagate meaningful solutions to the 

continuing problems confronting ethnic studies by writing and publishing books and 

articles related to Black people in the USA and abroad. 

During the summer of 1915, Woodson set out to create an organization which 

would preserve and disseminate historical and sociological information pertaining to 

Black people.  His goal was to found an organization that would promote Black history 

and educate Black people and others about Black achievement.  In June of that year, 

Woodson went to participate in the Exposition of Negro Progress and to conduct research 

and write.  While in Chicago, he stayed at the YMCA on Wabash Avenue and interacted 

with fellow boarders like Monroe Nathan Work and William B. Hartgrove (Woodson, 

1940; Goggin, 1993).   

Along with George Cleveland Hall, Alexander L. Jackson, and James E. Stamps, 

the three engaged in nightly discussions pertaining to Black history.  The discussions 

helped to persuade Woodson to create an organization like the ASNLH.  Eventually he 

met with a host of Black and White people as he sought to garner support for the 

proposed organization.  On September 9, 1915, ASNLH was officially founded at the 

YMCA on Wabash Avenue during a meeting attended by Woodson, Hall, Stamps, and 

Jackson.  The organization was incorporated in Washington, DC on October 3, 1915 

when Woodson, Jesse E. Moorland, and J. A. Bigham went to the Recorder of Deeds 

Office to process the required paperwork (Woodson, 1940; Jackson, 1965; Logan, 1973; 

Savage, 1935; Stamps, 1965; Goggin, 1993).   

Ten years later, Woodson (1925) recalled that the organization proclaimed the 

following as its objective: 
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The collection of sociological and historical data on the Negro, the study of 
peoples of African blood, the publishing of books in this field, and the promotion 
of harmony between the races by acquainting the one with the other. (p. 598)  

 
In addition, Woodson (1925) recalled that, “All persons intelligently interested in the 

Negro were asked to cooperate, and a goodly number of them accordingly responded”  

(p. 598). 

After ASNLH emerged as an organization, Woodson recruited both Black people 

and White people to serve on the Board of Directors.  Four months after establishing 

ASNLH, Woodson launched the Journal of Negro History.  Woodson appears to have 

taken that action without prior knowledge of all board members.  Sophonisba P. 

Breckinridge, a sociologist and one of the White people on the board was so alarmed by 

his actions that she resigned and cut all ties with ASNLH.  She seems to be the only 

person who vehemently objected to Woodson’s actions and he continued in his quest for 

ASLNH to publish a scholarly journal.    

In 1920, Woodson established a publishing agency named Associated Publishers, 

Inc.  Woodson organized Associated Publishers because, as Logan (1950a) pointed out, 

he recognized that, “Publishers were most reluctant to put their imprimatur upon books 

that did not present the Negro in the unfavorable light that Southern Revisionist 

historians had made acceptable even in New York and Boston (p. 346).  Within two years 

of its establishment, Associated Publishers put in print Woodson’s own The Negro in Our 

History (1922).  For many years, The Negro in Our History (1922) was the most widely 

used Black history text in universities, colleges, and universities.   At the time of his 

death, the Associated Published had a list of 14 books authored or co-authored by 
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Woodson and more than 50 others by writers born in this country as well as Europe and 

Latin American (Logan, 1950a; Thorpe, 1971).   

In 1926, Woodson inaugurated Negro History Week under the auspices of the 

ASNLH.  The purpose of Negro History Week was to popularize the study of Black 

history and emphasize: 

The importance of the African background, the Negro in the discovery and 
exploration of America, the laborer, the inventor, the soldier, the poet, the artist, 
the spokesman, the press, the business man, the professional class, the educator, 
and the minister. (Woodson, 1926, p. 241) 
   

Initially, Negro History Week was held about the second week in February in order to 

include both February 12th and 14th, which are the respective birthdays of Abraham 

Lincoln and Frederick Douglass (Logan, 1950a, 1950b; Thorpe, 1971; Woodson, 1940). 

 Around two months after the first Negro History Week, Woodson (1926) reported 

that the observance was an immediate success and “one of the most fortunate steps ever 

taken by the Association” (p. 238).  Woodson noted that the observance was readily 

supported by ministers, teachers, social workers, businessmen, and several state and city 

departments of education.  Woodson (1926) also noted the positive responses he received 

regarding the benefits derived from the celebration: 

A head of a university said; “We celebrated Negro History Week with most 
gratifying results.”  One high school principal said that as a result of the effort the 
pupils of his schools were showing unusual interest in their background.  A 
teacher said:  “The celebration improved my children a hundred percent.  I wish 
we could have Negro History Week throughout the year.  Let the good work go 
on.  Under your leadership we shall some day appreciate our interesting past and 
be thereby stimulated to greater endeavor.” (p. 242) 
 

 Approximately ten years after Negro History Week was established, Woodson 

(1935) stated, “this annual celebration must be recorded as the most popular effort ever 

made by the Association” (p. 369).  During the first 20 or so observances, Woodson and 
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other organization representatives spoke at meetings in large cities and mayors issued 

positive proclamations.  Preceding each Negro History Week campaign, there was 

extensive planning involving the participation of prominent community leaders.  Before 

the annual event, Woodson would usually issue a circular containing a denunciation of 

the bias of some historians, a summary of achievements of Black people, and suggestions 

of ways and means for various types of organizations, social welfare and literary societies 

(Logan, 1982; Wesley, 1951; Woodson, 1926, 1927). 

 Spurred on by the headquarters and branch offices of the Association for the 

Study of Negro Life and History, Negro History Week became a nationally recognized 

observance through book exhibits, lectures, pamphlets, news stories, and editorials.  

Negro History Week was one of the most significant popular movements in the 

development of race consciousness among Black people.  Also, Negro History Week 

contributed to increasing knowledge among Whites and others of the contributions of 

Black people to the development of society in this country and throughout the world 

(Logan, 1982; Woodson, 1935). 

 The weekly celebration was continued annually and in 1976 was changed to 

National Afro-American History Month, which is also known as Black History Month 

and observed throughout February each year (Perry, 1976; Picott, 1979; Scally, 1985).  

Although his greatest influence upon scholars come through The Journal of Negro 

History and his research books, Woodson’s greatest direct influence upon the public 

mind came through this annual celebration which has earned him the title “the father of 

Black history” (Picott, 1976, p. 518; Reddick, 1950, p. 178; Thompson, 1950, p.185; 

Thorpe, 1971, p. 108). 
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 In October of 1937, The Negro History Bulletin was launched by Woodson’s 

organization.  The purpose of the periodical was to satisfy the popular demand for 

simplification of the data collected and published in scientific form.  It initially appeared 

nine times a year during the school months, beginning with October and closing with 

June.  As a periodical, The Negro History Bulletin was intended to be nearer to the level 

of the average reader than The Journal of Negro History and was aimed at high school 

students and the general public.  Writing three years after the founding of The Negro 

History Bulletin, Woodson (1940) said: 

This magazine has been most widely welcomed.  Nothing started by the 
Association, with the exception of the inauguration of Negro History Week, has 
accomplished so much in extending the work of the Association and convincing 
the country of its usefulness. The circulation is now about 5,000 and it is 
increasing.  (p.430) 
 
By its tenth year of existence, Woodson’s organization was publishing two 

periodicals, researching in Black history, directing studies in clubs and schools, 

promoting the home study of Black people by mail, producing tests on Black people for 

schools and colleges, collecting and preserving valuable documents of Black history, 

supplying libraries with special collections of rare books on Black people, and educating 

promising and enterprising young men and women for service in historical research.  

Woodson had also authored or co-authored a number of important books and articles 

(L.P. Jackson, 1940; Scally, 1985; Thorpe, 1971; Woodson, 1925, 1940). 

 In terms of his books, Woodson’s works include The Education of the Negro 

Prior to 1861 (1915), The History of the Negro Church (1921), The Negro in Our History 

(1922), Free Negro Owners of Slaves in the United States of America in 1830; Together 

with Absentee Ownership of Slaves in the United States (1924); Free Negro Heads of 
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Families in the United States of America in 1830; Together with a Brief Treatment of the 

Free Negro (1925); The Negro as a Businessman (with John H. Harmon, Jr. and Arnett 

C. Lindsay, 1929), The Negro Wage Earner (with Lorenzo Greene, 1930), The Mis-

Education of the Negro (1933), The Negro Professional Man and the Community, With 

Special Emphasis on the Physician and the Lawyer (1934), and The African Background 

Outlined; or Handbook for the Study of the Negro (1936).   A posthumous book by 

Woodson is Woodson’s Appeal (2008), which is edited by Daryl T. Scott.    

With regard to articles, Woodson published an essay titled “Negro Slaver” in Eyre 

(1939).  He also published in the Journal of Negro History, Negro History Bulletin, West 

Virginia Collegiate Institute Bulletin, and the Mississippi Valley Historical Review.  In 

addition, Woodson also engaged in what can be called public history or public sociology 

and published in the Negro World, Crisis, Baltimore Afro-American, Washington 

Tribune, Washington Bee, Christian Education, Chicago Defender,  New York Age, and 

Pittsburgh Courier (Goggin, 1993).         

WOODSON AND SOLUTIONS FOR BLACK FOLK  

AND THEIR SOCIAL PROBLEMS 

 Woodson sought to organize, clarify, and propagate meaningful solutions to the 

continuing problems confronting Black people by developing innovations in organization 

and leadership.  In terms of organization, Woodson was the catalyst behind the 

establishment of the ASNLH and Associated Publishers, Inc.  By doing so, Woodson was 

willing to take a stand without consensus from the full board of ASNLH.   

With regard to leadership, Woodson used his writings to identify the social action 

he believed that Black folk should take to enhance their quest for freedom, justice, and 
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equality in the USA.  Woodson’s writings indicate that he was a proponent of both Black 

nationalism and structural integration.  On the one hand, Woodson advocated the position 

that Black people should have racial solidarity around cultural matters, political matters, 

and economic matters.  On the other hand, Woodson advocated the position that Black 

people should be able to pursue any job, contract, or educational slot they are interested 

in and qualified for.       

IMPLICATIONS OF WOODSON’S LIFE  

FOR ETHNIC STUDIES AND BLACK FOLK  

Woodson’s solutions for ethnic studies and Black folk have a number of 

implications.  In terms of ethnic studies, one consequence of Woodson’s solution is that 

he was responsible for the organization of one of the largest Black scholarly 

organizations in the USA.  Through its annual meetings and publications, ASLNH played 

a paramount role in fueling interest in the development of Black studies as an area of 

ethnic studies.  

A second consequence of Woodson’s solution is that he was responsible for the 

institutionalization of the Journal of Negro History.  The journal founded by Woodson is 

one of the oldest, if not the oldest, Black scholarly journal in the USA or elsewhere.  It 

never missed an issue in his lifetime.  The same cannot be said after Woodson’s death.  A 

third consequence of Woodson’s solution is that he is responsible for the 

institutionalization of Associated Publishers, Inc.  The imprint founded by Woodson 

helped to develop a body of literature for Black studies as an area of ethnic studies.  It 

also demonstrated that a Black man had the expertise to develop a publishing concern.     
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A fourth consequence of Woodson’s solution is that he was responsible for the 

institutionalization of the Negro History Week, which later morphed into Black History 

Month.  Both Negro History Week and Black History Month have helped to fuel interest 

in Black studies as an area of ethnic studies.  During Woodson’s lifetime, Negro History 

Week helped Black children and Black college students to become more aware of the 

Black experience in the USA and elsewhere.   A fifth consequence of Woodson’s 

solution is that he was responsible for the institutionalization of Negro History Bulletin.   

He used Negro History Bulletin to conduct special outreach to Black high school students 

and the general public.  Woodson used the periodical as a forum to promote the study of 

Black history among Black high school students and the general public.  In Negro 

History Bulletin, Woodson also published many of his own short articles on 

contemporary social problems affecting the Black population and offered collective 

solutions.      

A sixth consequence of Woodson’s solution is that he was responsible for the first 

Black history courses being taught at Howard University, one of the leading historically 

Black colleges in the USA.  Although Charles Wesley had developed some Black history 

courses at Howard University, he did not get to teach those courses until Woodson began 

his short stint as a dean.  It is clear that Woodson believed that Black history deserved to 

have a presence within the collegiate curriculum.   

SUMMARY AND CONCLUSION  

This paper has examined Carter G. Woodson as a pioneer ethnician who helped to 

lay the foundation for ethnic studies departments and programs in academia.  This paper 

has used Irby’s concept of the ethnician to refer to Woodson because he certainly 



 18

organized, clarified, and propagated meaningful solutions to the continuing problems 

confronting ethnic studies and ethnic communities.  This paper has presented the 

argument that Woodson did so by founding the Association for the Study of Negro Life 

and History, Journal of Negro History, Associated Publishers, Inc., Negro History Week, 

and Negro History Bulletin.  This paper has also presented the argument that Woodson 

did so by institutionalizing Black history courses in collegiate curricula and authoring 

books and articles on Black people in the USA and abroad.  The case study method has 

been employed in this paper.   

Upon Woodson’s death in 1950, Du Bois wrote a summation of his life.  Du Bois 

(1950) credited Woodson with being “indefatigable in research” (p. 25).   In regard to 

Woodson, Du Bois (1950) also said that, “Indeed his service to history was not so much 

his books as his editorship of the Journal, which brought into print some of the best 

scholars in this branch of history” (p. 25).  Du Bois further stated that the crowning 

achievement of Woodson was his establishment of Negro History Week which made 

people “recognize and celebrate each year, a week in which it studied the effect which the 

American Negro has upon life, thought and action in the United States.  I know of no one 

man who in a lifetime has, unaided, built up such a national celebration” (p. 24).    

However, Du Bois surmised that Woodson might have done even more if he had 

been willing to co-operate with people inside and outside of ASNLH.  Du Bois (1950) 

recalled: 

Even his colored friends and admirers encountered refusal to co-opreate or take 
counsel.  Twice, alarmed because of his meager income, and his overwork, I 
ventured to propose alliance and help; I offered to incorporate The Journal into 
the Department of Publications and Research of the N. A. A. C. P., with promise 
of as much autonomy as was allowed me.  He considered, but refused, unless an 
entirely separate department was set up for him.  This the Board refused as I knew 
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they would.  Then I suggested incorporation of his work into that of Howard 
University; but after trial, this also fell through, and his friends concluded that he 
must be left to carry on his great work without interference in any way from 
others.  Several times he took in assistants and helpers, but never gave them 
authority or permanent tenure.  He was always the lone pioneer and remained this 
until his death.  (p. 23)     
 
In his summation, Du Bois expressed regret that he and Woodson never 

collaborated on an encyclopedia of Black people.1  Nevertheless, the record is clear that 

the coal miner turned ethnician made lasting contributions to the development of ethnic 

studies in general and Black studies in particular.   

 
                                                 
1 For evidence that he highly respected the work of Woodson and recommended him for 
a Spingarn Medal in 1926 from the NAACP, see Du Bois’s (1973a) letter to John Hope 
dated March 25, 1925.  For evidence that he sought to work with Woodson on a research 
project regarding the role of Black men in World War I and “issue a history under our 
joint names,” see Du Bois’s (1973b, p. 366) letter to Raymond B. Fosdick dated 
November 18, 1927.  For evidence that he sought to work with Woodson on an 
encyclopedia of Black people, see Du Bois’s (1973b) letter to Carter G. Woodson dated 
January 29, 1932.  Also, see the response of Woodson (1973) dated February 11, 1932 
and Du Bois’s letter to Charles H. Wesley dated October 22, 1956.       
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Abstract:  A screening instrument addressing the areas of phonology, morphology, 
syntax, semantics, and pragmatic along with quantitative, qualitative and 
bilingual/multicultural considerations in screening preschool children was 
developed for early identification children with communication disorders.   The 
screening instrument is short and inexpensive relative to a full evalution.  The 
screening identifies children with problems that are within normal limits and 
those that should go on to the more extensive full evaluation that may or may not 
result in recommendations for therapy.  The screener is statistically significant in 
identifying children that need to be referred for full speech and language 
evaluations and in identifying those children that passed the screening and did not 
need to have further testing in the area of speech, language, or communication.  
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Early Identification of Speech/Language/Communication Disorders in 
Children: Effective Utilization of a Preschool Screener 

 

Introduction 
 Early detection of children with communication, speech and language problems 
(including autism), is the first step in providing children with necessary and early 
intervention.  The earlier a child is identified with a problem, the sooner the intervention 
can begin, and progress can be made.  Research indicates the outcomes for academic 
success is significantly enhanced by early intervention (National Research Council, 
2001).  
 
 The prognosis for a child with a disorder is tremendously improved with 
“accurate” early identification followed by “appropriate” intervention.  Research has 
shown that many children have been found to be misdiagnosed or have been missed in 
receiving a diagnosis; therefore, early appropriate and accurate detection is the key to 
decrease later academic and literacy difficulties, and experience success in the school 
setting (Reynolds, Want, & Wahlberg, 2003).   
 
 This has been a special problem with bilingual and/or multilingual children who 
have been inappropriately referred for special services when they are going through the 
normal acquisition of a second language and not exhibiting a language disorder.  The 
child’s behavior may also be influenced by personal and cultural factors as well.  
Therefore, the interpretation of any results should take cultural and linguistic factors into 
consideration before an evaluation referral is made.  
 
 In addition to the above concerns, many times children see various health care 
providers that do not identify or diagnosis their speech/language/communication 
disorders in a timely manner.   Consequently, a significant lag exists between the parents’ 
first concerns regarding their child and the eventual diagnosis, which in turn postpones 
the onset of appropriate treatment and precious time is lost.  On the other hand, 
sometimes health care professionals refer for a full speech/language/ communication 
evaluation that may not be necessary and may be very costly, as these children may not 
need to have a complete evaluation.  
 
 Speech/language/communication screenings, therefore, should be considered as 
the first level of evaluation for early detection of speech/language/communication 
difficulties (Brady, Marquis, Fleming, & McLean, 2004), similar to the hearing 
screenings that are given to children in order to determine if an audiological referral is 
necessary.  Children showing “red flag” symptoms or those that fail the screening could 
then be referred immediately for a full diagnostic battery (Paul, 2007).  Based on 
developmental information and behavioral observations, along with parent and teacher 
interviews, an accurate screening of the child’s communicative abilities and disabilities 
can be made. Recommendations and referrals to other health professionals (i.e. 
audiologist, psychologist, occupational therapist, special educator, and/or 
neurodevelopmental pediatrician) should also be considered. 
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The utilization of a speech/language/communication preschool screening has been 
suggested as a way to address some of the concerns related to early identification, in 
addition to the considerations discussed above, and before a referral is made for a 
complete evaluation (Paul, 2007). However, screening instruments that currently exist, do 
not address some of the components of speech, language, and communication, especially 
in the area of pragmatic communication skills and narrative discourse. As a result, these 
screeners may miss some of the children that would need to have a complete 
speech/language/communication evaluation or referral to another professional.  

 
A screening instrument was devised to address the areas of phonology, 

morphology, syntax, semantics, and pragmatic along with quantitative, qualitative and 
bilingual/multicultural considerations in screening preschool children for early 
identification of children with communication disorders.   In addition to a sensitive 
screening tool it is important to consider training health care professionals as well as 
regular education teachers in being able to identify the ‘red flag’ symptoms in order to 
know when an appropriate referral is needed.  Finally, recommendations to parents, 
teachers, and other professionals should be included in the process of early identification.  

 
Methodology 

 
This project studied the effectiveness of using a preschool screener that was 

adapted from a standardized preschool language test to identify children with speech, 
language, and communication problems. Two types of results were of primary interest in 
this study.  First of all, did results within normal limits (WNL) screening correspond to 
results WNL found in a full evaluation?  Secondly, did screening recommendations for a 
full evaluation correspond to a recommendation for therapy in the full evaluation?  Also 
of interest was whether an identification of other problems in the screening corresponded 
to a similar identification of other problems in a full evaluation.  This could be considered 
as a recommendation for a full evaluation by the screening test.  

 
The data was consolidated into the categories of WNL (including developmental 

errors) and recommendations for a full evaluation by the screening instrument or for 
therapy by the ful evaluation.  With other problems also considered, two options were 
assembled for analysis.  Option A included only screenings WNL and failed screenings 
compared to full evaluations results for WNL and therapy recommendations.  Option B 
consolidated a comparison of other possible problems observed and identified for further 
evaluation in the screening.  The data was presented as binary (0, 1) indicator values both 
in the independent variables, representing screening results, and dependent binary results 
for the full evaluation.  The recommendations for full evaluation or therapy were valued 
as 1’s, while WNL results were valued as 0’s. 
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The Chi-Square test was attempted initially; however, the small sample size lead 
to expected value in cells for a Chi-Square analysis that was less than 4.  Therefore, the 
validity of the test could be called into question (Moore & McCabe, 1993). 

 
An alternative analytic approach was to apply a variation of regression analysis in 

which binary independent indicators representing the screening results are associated 
with binary dependent variables representing the true state given by the full evaluation 
examination.  (Neter, Wasserman, & Kutner, 1989). (Sutts,  1957).   This is a departure 
from the standard regression model since the error distribution of the predicted dependent 
variable is not normal.  The actual sample data points overlap at (0, 0), (1, 1), or (1, 0). 
The mathematics used in performing the statical analysis follows, in effect, that of 
analysis of variance (ANOVA).  Figure 1 shows the results for Option A and Figure 2 
shows them for Option 2.  Both options show results that are statistically highly 
significant (p < 0.001). 
 

Figure 1. Option A Analysis Plot and ANOVA: 
 
 
 
 
 

 
 

Figure 2. Option B Analysis Plot: 
 
 
 
 
 
 
 
 

 
The interpretation of Figure 1 can be that the probability of a “miss” or false negative, i.e. 
a preschooler is identified for further evaluation, is zero and the probability of a true 
negative, i. e. a correct rejection for full evaluation, is one.  In other words, preschoolers 
that do not need a full evaluation are correctly identified.  The probability of a “hit” or 
true positive, i.e. a preschooler is correctly chosen for full evaluation, is 0.75.  

 
 

ANOVA 

  df SS MS F Significance F 

Regression 1 1.959677419 1.959677419 75.77419355 1.39069E-09 
Residual 29 0.75 0.025862069 

Total 30 2.709677419       
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Figure 2. Option B Analysis Plot and ANOVA: 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

    
ANOVA 

  df SS MS F Significance F 
Regression 1 0.995391705 0.995391705 16.83870968 0.000301838 
Residual 29 1.714285714 0.0591133 
Total 30 2.709677419       

 
Similarly, the interpretation of Figure 2 can be that the probability of a “miss” or false 
negative, i.e. a preschooler is identified for further evaluation for communication and 
other possible problems under Option B, is zero and the probability of a true negative, i. 
e. a correct rejection for full evaluation, is one.  In other words, preschoolers that do not 
need a full evaluation are correctly identified.  The probability of a “hit” or true positive, 
i.e. a preschooler is correctly chosen for full evaluation for communication and other 
possible problems under Option B, is 0.43.  

 
Conclusion 

 
The results indicated statistical significant results (p<0.001) on the sensitivity of 

the screener to identify children that needed to be referred for full speech and language 
evaluations and the screener being able to identify those children that passed the 
screening and did not need to have further testing in the area of speech, language, or 
communication. Overall, the importance of early identification and cost effectiveness 
considerations when screening children without needing to have a full evaluation to 
determine communication problems should be considered. 
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Abstract 

This paper sets out to conduct a preliminary investigation into the impact of different 

genres of instructional materials on English as a Foreign Language (EFL) learning 

motivation in Japanese engineering students. To ascertain the motivational impact of 

specific instructional materials data was collected using a questionnaire consisting of 

Keller’s (1987a) Instructional Materials Motivation Survey (IMMS), and open-ended 

survey items. Several statistically significant differences were found in the IMMS items 

measuring the two types of materials. The findings were complimented and expanded 

upon by results of the open-ended items which indicated that the study participants were 

generally more motivated by English mathematics materials than general 

science-themed EFL reading materials. The reasons for such preferences included the 

self-efficacy engendered by the math materials, their increased cognitive and visual 

appeal, as well as the increased post-task satisfaction they provided.  

 



1. Introduction 

Within language learning motivation research, a number of important motivational 

variables have been identified as contributing to successful language learning and 

acquisition. One such area is classroom variables. In particular, factors related to 

instructors and instruction have been shown to have an important role in motivating and 

demotivaing language learners (Chambers, 1998; Falout & Maruyama, 2004; Gorham 

& Millette, 1997; Sakui & Gaeis, 1999). The need to more explicitly examine classroom 

L2 (second language) motivational factors emerged in the early 1990s as a corollary of a 

generally pushback against established social psychological approaches (Crookes & 

Schmidt, 1991; Skehan, 1990). These authors called for more focused attention on the 

motivational influence of specific classroom factors including curriculum and 

instructional materials. The shift toward more classroom- and learner-centered 

components of language learning motivation has seen these features taking on important 

roles in more comprehensive motivational models. One example is Dornyei’s (1994) 

framework of L2 motivation, which integrates micro and macro factors of motivation 

into a three-tired framework consisting of a language level (consisting of integrative and 

instrumental subsystems), a learner level (consisting of learner needs and 

self-confidence), and a learning situation level (consisting of course-, teacher-, 

group-specific motivational components) (p.279-280). The course-specific motivational 

components concern the syllabus, teaching materials, teaching methods, and the 

learning task, and like Crookes and Schmidt (1991), Dornyei sees these classroom 

components as being comprised of four conditions: interest, relevance, expectancy and 

satisfaction.  

 These four conditions of classroom motivation have been adopted into L2 

motivational research from educational and instructional design theory, specifically the 

work of Keller (1983, 1987b, 1987c). Keller’s (1987c) ARCS Model of motivation 

describes students’ motivation to learn in terms of four characteristics: attention (for 

arousing and sustaining curiosity and interest), relevance (strategies that link learners’ 

needs, interests and motives), confidence (strategies that help students develop a 

positive expectation for successful achievement), and satisfaction (strategies that 



provide extrinsic and intrinsic reinforcement for effort) (Keller, 1987c; Small, 1997). 

Using this model as a base, Keller developed the Instructional Materials Motivational 

Survey (IMMS) (Keller, 1987a), a thirty-six item Likert scale survey measuring the 

attention, relevance, confidence and satisfaction components of instructional materials. 

Providing a systemic means for evaluating the variety of cognitive areas now targeted in 

language learning motivation research, it represents an ideal means for assessing 

instructional materials in the language learning classroom.  

 This paper’s goal is to draw upon established motivational theory and methods 

in examining the effects of different genres of instructional materials on foreign 

language learning motivation. More specifically, it aims to measure the motivational 

influence of two different types of reading materials: general science-themed EFL 

reading materials, and problem-based English math readings. These materials will be 

examined in an experimental context with a cohort of Japanese engineering majors 

enrolled in a sophomore English reading course. The purpose of the class is to promote 

extensive and engaged reading through assigned and guided readings in a variety of 

themes. These two thematic areas were chosen for several reasons. First, as engineering 

majors it was thought that students might have an interest in science-related readings. 

Secondly, as these students generally like math, and are good at it, it was thought that 

the more logic oriented problem-solving readings might promote student engagement. 

Overall, the focus of this study was to ascertain insights into the types of reading 

materials preferred by this population of learners, and to better understand reasons for 

student preferences. In order to guide this inquiry the following two research questions 

have been created. 

RQ1: Is there a difference in learners’ motivational responses to general science-themed 

EFL reading materials and English problem-based math readings? 

RQ2: What reasons do students attribute to preferences in different genres of reading 

materials? 

2. Methods 

2.1 Participants 



Participants in this study consisted of 57 undergraduate engineering students at a 

national public university in northern Japan. All were second year students majoring in 

mechanical, systems, and civil engineering as well as applied chemistry. All students 

were enrolled in a mandatory intermediate English reading class, one of eight English 

classes required as undergraduate foreign language breadth requirements at the 

institution where this study took place. 

2.2 Data Collection Instruments 

Data was collected through a questionnaire consisting of two parts. The first section 

consisted of Keller’s IMMS (1987a), a closed-item Likert style questionnaire consisting 

of four scales measuring major motivational variables related to instructional materials. 

The first scale, Confidence (CONF), consists of nine items measuring the degree to 

which students felt they could successfully accomplish the goals and tasks laid out in 

the materials. The second scale, Attention (ATT), is comprised of twelve items 

measuring the degree to which the materials initiated and sustained learner motivation. 

The third scale, Satisfaction (SAT), consists of six items measuring feelings of 

accomplishment and intrinsic appeal of the materials. The final scale, Relevance 

(RELE), is made up of nine items examining the materials’ perceived value and utility 

to the learner. For each scale separate columns indicating degree of agreement along a 

five-point scale were provided under the headings Math Materials and Science Readings. 

Students were asked to provide responses for both sets of materials. The second section 

of the questionnaire consisted of open-ended items asking students about which genre 

of materials they preferred, and reasons for such preferences. Due to the exploratory 

nature of this study, and its goal to reveal the types of materials preferred by students, 

participants were also asked about the types of learning materials they generally 

preferred or disliked in their previous English learning educational experiences. 

2.3 Data Collection and Analysis 

The questionnaire was distributed to students at the end of the semester in the final 

session of their reading class. Students were provided with an explanation of the 

purpose of the study, and received instructions on how to fill out the questionnaire.  

Approximately 15 minutes was required to complete the questionnaire. Data from 



section one was input into PASW v.18 for descriptive and inferential analysis, while 

data collected from section two was coded and grouped thematically.  

3. Results 

3.1 IMMS Results 

In order to asses the internal reliability of the questionnaire Cronbach’s alpha was 

calculated on each of the IMMS scales in Section 1. Three of the four scales 

demonstrated acceptable levels of internal reliability in relation to the number of items 

in each scale (ATT a=.73, SAT a=.68 , RELE a=.65). However, the scale CONF 

showed an unacceptably low alpha of a=.45. Due to the exploratory nature of this study, 

the data from this scale was retained for analysis, but it should be noted that in 

subsequent administrations of this instrument, particularly with the same or similar 

populations of learners, that this scale would need to be revised to improve its internal 

reliability. 

In a general comparison of results across genres, the math materials were more highly 

endorsed across all scales (CONF m=3.64, ATT m=3.69, SAT m=3.78, and RELE 

m=3.77) than the science reading materials (CONF m=3.50, ATT m=3.52, SAT m=3.62, 

RELE m=3.60). Descriptive and inferential statistics for each item are summarized in 

Table 1. In terms of strength of endorsement, the top five items for the EFL science 

readings were CONF7 (m=4.21;sd=), RELE8 (4.17), CONF8 (m=4.07), ATT7 

(m=3.98), and SAT4 (m=3.96), while the top five items from the math materials were 

SAT4 (m=4.26), CONF7 (m=4.25), RELE8 (m=4.21), ATT9 (m=4.19), and ATT8 

(m=4.05).  

In order to determine the statistical significance between items, a one-way analysis of 

variance (ANOVA) was conducted. The results showed statistically significant 

differences at the p<.05 level in four items. In all four items the statistical difference 

indicated a stronger endorsement of the math materials. The first item, CONF1 (p=.000), 

stating “When I looked at the materials I had the impression they would be easy for me”, 

indicated the math materials engendered greater amount of initial confidence. The 

second item showing significant difference, ATT11 (p=0.009), is a negatively worded  



 

Table 1: Item summary statistics and p-values 

science readings  math materials     

item M SD Var M SD Var  f p 

CONF1 2.75 1.07 1.15 3.51 1.07 1.14  14.74 .000* 
CONF2 3.37 .85 .73 3.60 .77 .60  2.35 0.12 
CONF3 3.42 1.03 1.07 3.47 1.02 1.03  0.07 0.792 
CONF4 2.65 .89 .80 2.82 .98 .96  0.962 0.329 
CONF5 3.77 .88 .78 3.86 .78 .62  0.344 0.559 
CONF6 3.65 .83 .69 3.70 .90 .82  0.097 0.756 
CONF7 4.21 .72 .52 4.25 .73 .54  0.089 0.766 
CONF8 4.07 .99 .99 3.96 .90 .82  0.396 0.530 
CONF9 3.61 .70 .49 3.65 .79 .62  0.084 0.773 
ATT1 2.56 1.22 1.50 2.75 1.15 1.33  0.745 0.390 
ATT2 3.63 .87 .77 3.74 .83 .69  0.485 0.487 
ATT3 3.32 .92 .86 3.56 .90 .82  2.017 0.158 
ATT4 3.81 .81 .65 3.93 .77 .60  0.669 0.415 
ATT5 3.33 .85 .72 3.53 .98 .96  1.379 0.243 
ATT6 3.54 .86 .75 3.53 .92 .86  0.004 0.952 
ATT7 3.98 .76 .58 4 .70 .50  0.022 0.883 
ATT8 3.95 .93 .87 4.05 .89 .80  0.350 0.555 
ATT9 3.98 .87 .76 4.19 .63 .40  2.217 0.139 
ATT10 3.47 .96 .93 3.67 1.04 1.08  1.158 0.284 
ATT11 3.49 .73 .54 3.86 .76 .58  7.150 0.009* 
ATT12 3.25 .93 .86 3.58 .92 .85  3.691 0.057 
SAT1 3.35 .87 .76 3.37 .85 .73  0.015 0.901 
SAT2 3.60 .94 .88 3.56 .96 .92  0.051 0.821 
SAT3 3.70 .94 .89 3.79 .99 .99  0.252 0.617 
SAT4 3.96 .90 .82 4.26 .64 .41  4.28 0.041* 
SAT5 3.47 1.03 1.07 3.70 .96 .92  1.548 0.216 
SAT6 3.70 .75 .57 4.05 .69 .47  6.841 0.010* 
RELE1 3.12 1.08 1.18 3.35 1.04 1.08  1.365 0.245 
RELE2 3.44 .80 .64 3.51 .80 .64  0.222 0.638 
RELE3 3.61 .86 .74 3.86 .833 .69  2.538 0.114 
RELE4 3.68 .86 .75 3.89 .67 .45  2.152 0.145 
RELE5 3.81 .99 .98 3.56 .92 .85  1.985 0.162 
RELE6 3.35 .93 .87 3.58 .92 .85  1.793 0.183 
RELE7 3.72 .81 .67 3.93 .79 .63  1.998 0.160 
RELE8 4.11 .74 .56 4.21 .70 .49  0.559 0.456 
RELE9 3.79 .72 .52 4.04 .65 .42  3.261 0.074 

* the mean difference is significant at the 0.05 level 

 

item (values were reversed) which states “The style of writing is boring”, indicating that 

more students found math materials less boring (or more interesting). The third item of 

significance, SAT4 (p=0.004), stated “The feedback after the exercises, or other 



comments, made me feel rewarded for my efforts” which indicates greater post-task 

satisfaction with the math materials. Finally, SAT6 (p=0.010), which states “It was my 

pleasure to work on such well-designed lessons” indicated an overall greater feeling of 

satisfaction with the math materials.  

3.2 Open-Ended Survey Question Results 

In the second section of the questionnaire students were asked to respond to open-ended 

items. Students were first asked which genre of materials they preferred, and to provide 

reasons for such preferences. As indicated in Table 2, the math materials were preferred 

by 74 % of the students. The most commonly cited reason for this preference was  

Table 2: Preferred reading materials and stated reasons for preference 

math  (n=43 / 74%)    science (n=15 / 25.8%) 

learning appeal (12)    new and interesting (8) 

easy to understand (6)   utility (4) 

novelty (5)    like science (4) 

utility (5)     learning appeal (2) 

like math (5)    general interest (2) 

material’s visual/structural appeal (5)  

 

classified as the general “learning appeal” of the math materials. Learning appeal 

included how materials appealed to students learning preferences, promoted 

engagement, and agreed with students’ learning styles. Sample responses in this 

category include “I can visualize and solve the problems in English because its math” 

(S14) and “I enjoyed solving math problems in English, it’s very interesting” (S48). The 

second most frequent category was “easy to understand”, which describes learners’ 

perceived ease of comprehending material content. Interestingly, in some students their 

confidence in math seemed to carry over into their English studies, as student S32 

expressed, “I can check my English comprehension by checking my calculations, it’s 



good”. The novelty of doing math problems in English also appealed to some students, 

as evident in these two sample responses: “I’ve never thought of learning English like 

this before, it was enjoyable” (S11) and “It was interesting, I hadn’t done math in 

English before” (S39).  

While only a quarter of the students preferred the science reading materials, the 

stated reasons for their preference were revealing. The most frequent response category 

was “new and interesting”, meaning that the science content was not merely an English 

review of something they had learned previously, but rather introduced them to new 

science content knowledge. A sample response from S37 reflects this perspective, “I 

liked learning new things with the science materials, I liked learning about biology 

because I hadn’t studied it before”. Interestingly, in contrast a number of students (n=6) 

said that this was precisely why they did not like the science materials, as they felt 

uncomfortable studying something that they had yet to learn even in Japanese. This 

sentiment is reflected in a sample comment from S18, who wrote “I don’t even know 

biology words in Japanese, let alone English”. As the previous two examples indicate, 

the biology-themed materials appeared to promote conflicting reactions across 

participants. Other top categories describing reasons for science materials preference 

were “utility” and “like science”. The general usefulness of science vocabulary was 

cited by several students, as S34 wrote, “I liked it and I think the vocabulary will be 

useful”. A general interest in science also appeared to promote intrinsic appeal as the 

following two sample responses illustrate: “the science materials were really interesting, 

they had real meaning to me” (S28), and, “it makes me happy to study biology and 

science” (S6). 

3.3 English learning materials preferences 

To gain a broader indication of the types of English instructional materials preferred by 

this segment of learners, students were asked to describe the types of materials they 

preferred using in the past, as well as those they disliked using. The results for these 

items are summarized in Table 3. Participants appeared to like materials that 

engendered confidence, promoted active mental engagement and problem-solving, as 

well as those containing visual aids and realia. Instructional materials including popular 



media and practical or academic content were also popular. There was a strong dislike 

for many of the materials traditionally seen in the Japanese EFL classroom, such 

materials focusing primarily on grammar, long readings, and vocabulary-based 

exercises. Several students explicitly stated they disliked materials requiring rote 

memorization or that were purely test-focused. 

Table 3: Formerly used EFL instructional materials: preferences and dislikes 

preferred      disliked 

easy to understand (8)    grammar (14) 

puzzles, games (7)     long passages (11) 

with pictures (4)     difficult (9) 

TV shows/movies (4)    vocabulary (6) 

songs (3)      no pictures (4) 

academic (3)     rote memorization (4) 

useful/practical (3)     focused only on tests (2) 

interesting, enjoyable, variety (1 each)   speaking/listening (2) 

 

4. Discussion 

Motivation has been termed “…the process whereby goal-directed activity is instigated 

and sustained” (Pitrich and Schunk in Dornyei, 1998, p. 118). This definition provides a 

useful perspective from which the motivational implications of instructional materials 

can be examined. The significant difference in initial confidence revealed in the 

comparative results of CONF1 is important, as motivation must first be initiated before 

it can be sustained. If students feel more confident when first engaging a particular set 

of materials this provides them with a positive motivational foundation for subsequent 

learning tasks. Another important factor contributing to initiating motivation was the 

novelty factor of doing math problems in English. Students appeared to enjoy the 



challenge of applying their math skills in a foreign language, particularly as it was 

something that they had never considered before.  

Regarding characteristics of materials that contribute to sustaining motivation, 

the open-ended items in this study indicated that instructional materials that promote 

self-efficacy appear to promote ongoing motivation in learners, while overly difficult 

materials appear to be demotivating. The level of the math materials, and the fact that 

students could call upon their developed math abilities to conceptualize content and 

confirm English comprehension, resulted in a preference for this type of materials. 

Additionally, the results of ATT11 and SAT6 indicated that the math materials were 

perceived to be more interesting (less boring), and more satisfying in design to 

participants. These preferences reflected data from the open-ended items where students 

stated that they generally liked materials that engaged them visually and mentally, 

particularly those containing games and logic, as well as those supported by visual aids 

and media. This preference for a variety of engaging materials provides some 

explanations as to why students voiced a dislike for redundant or monotonous grammar 

and vocabulary-focused materials encountered in the past.  

 The results of SAT4 indicated that the math materials provided students with 

greater post-task satisfaction. This type of satisfaction contributes to ongoing motivation, 

or the feeling that students want to continue learning English. The role of a feedback 

function within instructional materials appears important in this regard. The math 

materials, due to their problem-based structure, appears to have provided a satisfying 

feeling of accomplishment in learners, as by solving problems participants confirmed 

both their comprehension of the English content, and their ability to solve math 

problems. Students’ preference for materials with utility value presents another 

important motivational feature for English instructional materials. Materials that 

provide utility value to learners, something worthwhile they can take away from the 

learning experience, serve to contribute a greater sense of satisfaction in learners. This 

evaluative function is an important part of Doryei and Otto’s (1998) conception of 

motivation, and while being essential to ongoing motivation, it additionally feeds back 



into initiating and sustaining motivation as the learner evaluates the value of initially 

engaging, then continuing through, a particular set of instructional materials. 

 

5. Conclusion 

The goal of this study was to examine students’ motivational response to two different 

genres of instructional materials. The data collected indicated that learners preferred the 

English math materials to the general EFL-themed science readings used in this study. 

Participants found the math materials to promote greater confidence, to be more 

engaging, and ultimately more satisfying. Due to the preliminary nature of this study, 

the findings discussed above require further corroborative inquiry. Further, the 

instruments used above, particularly the IMMS, would require refining if used again 

with this population of learners. Despite these limitations, the tentative findings 

presented here represent a starting point for investigating the motivational impact of 

instructional materials on foreign language learners. 
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Abstract 

Section 28(2) of South African Constitution states: ‘A child’s best interests are of paramount importance 

in every matter concerning the child’ and section 29(1) affirms: ‘Everyone has the right – (a) to a basic 

education, ...’ These two very important sections mandate the South African state to make provision for 

the education of a South African child in fulfilment of the child’s constitutional rights.  

Teacher Unions (TOs) and provincial Departments of Education (DoEs) have often promised South 

African society at large, including students, that the compensation of time lost during a teachers’ strike is 

duly accounted for during the implementation of subsequent ‘catch-up programmes’. The paper argues 

that, as long as compensatory ‘catch-up programmes’ remain voluntary for both educators and learners, 

without the backing of enforceable mandatory legislative instruments that would hold schools and DoEs 

to account, learners will continue losing valuable contact time, thereby jeopardising their chances of 

doing well in their academic school work and being denied their constitutional right to basic education in 

the process. 

Postpositivist qualitative interpretive phenomenological analysis (IPA) was to explore, in depth, how 

individuals experienced and ascribed meaning to the aftermath of school ‘catch-up programmes’ (Smith 

& Osborn 2008). The postpositivist paradigm was used to gather the views and experiences of high 

school principals, teachers and students on the efficacy of the so-called ‘catch-up programmes’ that are 

ostensibly implemented by individual provincial DoEs through their school systems.  
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Abstract 
 
This mixed methods  research  is  located  in  the  tertiary education sector where a group of 

student  teachers  studying  on  a  field  based  initial  teacher  education  programme  (Early 

Childhood Education) are about to set out on a peer coaching  journey.   Previous research 

has been undertaken around  the concept of peer coaching with  tertiary students but  this 

has predominately been situated  in pre‐service and postgraduate programmes  (Anderson, 

Barksdale, & Hite, 2005; Devenish, Dyer, Jefferson et al., 2009). Students undertaking a field 

based  programme  of  study  face  somewhat  different  pressures  to  their  pre‐service 

colleagues.   One of  the main differences  is  the  fact  that most  students undertaking  field 

based training in early childhood education also work in the early childhood settings where 

the complete their practicum’s (the practical competent of the training programme) for up 

to  four days per week  (Bell, 2004; Kane, 2005).   Being an employee as well as a  student 

provides unique challenges for these students. 

 

Over  the  past  25  years  peer  coaching  has  become  regarded  as  a  powerful  tool  for 

developing  and  maintaining  professional  relationships  and  supporting  ongoing  learning 

(Barron, Dawson & Yendol‐Hoppey, 2009; Fry & Hin, 2006). Peer coaching for the purpose of 

this study is loosely based on the definition of peer coaching given by Jan Robertson (2005).  

Robertson presents coaching as “a special, sometimes reciprocal, relationship between (at 

least) two people who work together to set professional goals and achieve them” (2005, p. 

24).    

 

The participant’s peer coaching stories are told through narrative stories as they embark on 

their peer  coaching  journeys,  continue on  these  journeys  as peer  coaching  in  action  and 

then reach the conclusion of this phase of their peer coaching partnerships.   The research 

investigates how  students are  supported at  tertiary  level when  involved  in peer  coaching 

partnerships and whether both partners  identify the same benefits.   The factors which the 

participants  believe  are  important  to maintain  successful  peer  coaching  partnerships  are 

also examined.   Previous studies have found many benefits of peer coaching.  These include 

being able to give something back, providing encouragement and support and learning from 

each other, and are well documented in the coaching literature as being consistent benefits 



of  peer  coaching  (Anderson  et  al.,  2005;  Donegan  et  al.,  2000).      This  study,  however, 

indicates that there are other benefits of being involved in a peer coaching partnership as a 

tertiary  student.    Having  someone  to  ask  the  ‘silly’  questions,  increased  communication 

skills,  the  importance of  training  and pairings  and  the use of  technology  to  enhance  the 

partnerships were all identified as benefits by the participants. 

 

This  study has highlighted  significant benefits  for  tertiary  students who are  involved  in  a 

peer coaching partnership, and that these relationships can contribute to successful study 

and  student  retention.     The participants  in  this  study all agreed  that peer coaching  is an 

effective support network for tertiary students  if the right training  is given,  if students are 

involved for the right reasons and if pairings are made thoughtfully by the facilitator. 
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ABSTRACT 
 
Research on student success indicates that parental involvement plays a decisive role in student learning 
outcomes and has a positive impact on the school environment. The No Child Left Behind Act of 2001, 
signed into law in 2002, imposed new guidelines for student performance as well as educational 
accountability on the nation’s school systems. During an era of globalization, declining tax revenues and 
ever present technological change, many school systems face challenges in “measuring up” to the 
mandate of No Child Left Behind. Too often educators and lawmakers are pitted against one another in 
the battle over student performance in our nation’s schools. Parental involvement is mentioned on the 
periphery of discussions concerning education policy.  
 
Different Levels of Parental Involvement (DLOPI) is designed to shift the paradigm of No Child Left 
Behind to No Parent Left Behind. Here you will find research based methods and strategies to engage 
parents and community leaders in successfully educating our children. The DLOPI program provides 
meaningful and fun ways to guarantee academic success for children and schools. 
 
(Keywords: parent, involvement, impact, school, accountability, student) 
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Introduction 
 
Different Levels of Parent Involvement (DLOPI) program was conceived during a summer of developing 
plans for the coming school term. It was originally an attempt to organize a parent program to help 
parents recognize their roles and a way to assist schools to involve parents, but more importantly, to 
take a serious look at how educators view parents and their involvement. Therefore, DLOPI evolved into 
a creative strategy for schools to use in a more comprehensive district-wide parent involvement 
program. Since its inception, extensive research and the inclusion of a data base accountability system 
creation measures parent participation in relationship to student performance. 
 
Parent and family involvement has been a priority since the founding of the National PTA. Nevertheless, 
more than forty years of research on parent involvement has constantly maintained the importance—
the need—and the positive effects on student behavior, grades, morale, and student achievement. In 
1996, the State of Florida, along with many other states recognized Family and Community Involvement 
as Goal 8 of the State of Florida Education Plan. Departments of Education in many states charged 
individual school districts to include this goal in their school improvement plans for student 
achievement. This was a monumental step forward to acknowledge parents in the success of schools 
and the students they serve. 
 
The PTA is one of the most organized associations that advocate for students, parents and educators. 
Recognition is given to the PTA as one of the driving forces of this new legislation for family and 
community involvement. In addition, it also assisted with supporting statutes to develop and include 
school advisory councils. To this day, this reform represents the cutting edge of what was the tip of the 
iceberg for parental choice, vouchers and leaving no child behind. Joyce Epstein (2005) nationally 
recognized as a pioneer in the area of parent involvement, created the six standards for National PTA 
while DLOPI was conceived. 
 
Overview 
 
Different Levels of Parent Involvement (DLOPI, pronounced de-low-pee) is a parent program with five 
modules designed to encourage parents to become and stay involved in their child’s education, whether 
at school or at home. This program provides teachers with a simple computerized formula for 
determining different levels of parental involvement by assessing the student’s classroom performance 
and behaviors as measured by the parent or guardian’s participation and interaction in their child’s 
education. The program further emphasizes literacy skills, leadership skills, mentoring, and volunteering. 
The character education component stresses the importance of students graduating from school and 
not becoming a drop out. Faith-based and community organizations are encouraged to “adopt a school, 
family or a child.” In addition, DLOPI program trainers offer incentives, such as DLOPI t-shirts, mugs, 
caps, and other rewards for parents and teachers to receive during trainings as promotional items. This 
serves as an awareness tool and a creative venue to generate conversation for future partnerships, 
increased parent involvement, and more parent participation. 
 
While DLOPI is a program to increase parental awareness and participation, the creation of an all-
inclusive district-wide model for parent involvement is the most effective approach to providing systemic 
structure and collaboration of all programs. Therefore, DLOPI offers a more comprehensive training on 
how to structure a district-wide framework for parent involvement and then, how to incorporate the 
DLOPI program as training modules. 
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District’s Commitment 
 
Providing the vision, leadership and commitment to DLOPI will increase your overall parental 
participation for the district and ultimately, student success. School boards, superintendent’s and the 
entire administrative leadership team of a school district play a pivotal role in making parent and family 
involvement a reality. Staff, teachers and parents will sense the level of priority administrators give to 
involving parents. The climate in schools is created largely by the tone set at the district level and in the 
office of the head administration of the school. If district administrators, directors of targeted programs 
and school principals take the stance of making “collaborating with parents” important, other educators 
will join in. 
 
The first standard of effective leadership is for the superintendent of schools to incorporate parent 
involvement into the district’s strategic plan. It is based not only on mandated policies, guidelines and 
procedures by federal and state legislative requirements for parent involvement, but it shows each 
school’s community the importance of the district’s involvement and partnership with parents and the 
community. With all of the new and changing requirements, accountability, academic standards of 
excellence, parental choice, educators and future teachers prerequisite to student success will be to 
view parent involvement differently.  
 
Therefore, it is logical, and makes common sense to begin with designing a successful District-wide 
Parent and Community Engagement Program; an inclusive plan on how to interact and positively 
communicate with stakeholders and the parents of the students we teach. 
 
The Instructional Leader—The Principal 
 
Administrative support is the key to the success of any parent organization, school advisory council or 
parent booster program. 
 
Principals can assist in charting the course of designing a successful plan by immediately creating an 
environment and philosophy of shifting the paradigm (way of thinking) of how their teachers view 
parental involvement. Even university professors at the college level are encouraging their students who 
are potential teachers to have a realistic plan in mind for parents. Parent involvement is becoming more 
and more integral in the “educational arena.” Therefore, continuous professional development to 
increase parent involvement and participation will always be necessary, especially at the school level. 
Principals set the tone and should model the attitude for teachers and other staff members to treat 
their clients with dignity and respect. 
 
Principal’s Commitment 
 
A principal’s commitment is the driving force for buy-in from teachers and staff. Initially, a principal’s 
commitment to parent involvement must be conveyed to their employees before staff and teachers are 
asked to join in the development of a school’s parent involvement plan. Even before teachers can 
become more knowledgeable of the DLOPI program, it is suggested that school principals communicate 
in a forum or at a faculty meeting their commitment to the DLOPI parent program and why. Principals 
may want to express that the benefits are even greater when encouraging parents to participate and 
will increase student achievement. In this way, teachers and parents will know and feel the principal is 
serious and sincere. Principals may promote and offer teachers incentives for their commitment to 
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implementing the program with in-service points, monetary awards, gift certificates, and flex or 
compensation time. 
 
Integrate the DLOPI components for teachers and strategies for parents into the school’s improvement 
plan. The Different Levels of Parent Involvement program is a parent program with five modules 
designed with parenting tips and training opportunities to encourage parents to become and stay 
involved in their child’s education at different levels, whether at school or home. For teachers, the 
DLOPI program provides teachers with professional development training, strategies for schools, and a 
simple computerized format for determining parents’ levels of participation and involvement with data 
results. 
 
Direction, Time and Funding 
 
The principal can provide (i) information and direction for targeted areas needing improvement and 
special attention; and (ii) information for contacting parents of minority and low performing (level one 
students) with relevant data (academic scores, discipline, climate surveys, and school performance 
areas). 
 
Principals can identify (i) funding sources to support the implementation of the DLOPI program into the 
parent involvement plan and provide facility accommodations for scheduled parent and community 
meetings on nights and weekends; (ii) a staff member to coordinate this initiative for parent 
involvement, allow the coordinator (a parent liaison, teacher or facilitator) compensation time for their 
efforts and flexible time to execute home visits, business partnerships and community outreach 
activities when needed; and (iii) encourage teachers to provide the designated parent liaison with 
supplemental academic information, resources, workshop dates, assessment resources, and 
benchmarks, practice materials for reading, mathematics, science and writing materials to distribute to 
parents. 
 
A Guide for Schools to Implement a Parent Involvement Program Using the DLOPI Model 
 
The Principal will (i) select a parent liaison—a person on staff as chairperson for the parent involvement 
program goals for your school improvement plan (remember this person will coordinate the committee 
for parent involvement activities and report to the principal); (ii) provide the parent liaison their specific 
role, duties and responsibilities; (iii) introduce the parent liaison to the faculty and staff; (iv) establish a 
parent care/parent committee as one of your school’s leadership teams (include all program 
representatives from each grade level and specific programs, such as Title I, Exceptional Student 
Education, Migrant, English Speakers of Other Languages), Pre-K, School Advisory Council Chairperson, 
and PTA; (v) encourage faculty members to volunteer to be on the parent involvement leadership 
commitment and the DLOPI program initiative; (vi) provide opportunities for professional development 
training for teachers and staff on the DLOPI program’s concept and components (train the trainer, data 
base training, and work shop trainings for parents); (vii) explore needed materials and supplies for 
parent involvement (computer, cameras, workshop materials, and incentives); and (viii) identify funding 
sources to support parental accountability areas (Title I-2% involvement; SAC, ESE, ESOL, Migrant, school 
improvement, special grants for literacy, technology, PTA and businesses.) NOTE: All grants usually have 
a line item specified for parent activities. Explore 21st CCLC and career academies, after school programs 
that have a line item budgeted specifically for parents. 
 
The DLOPI Curriculum 



 6 

 
Utilizing the Different Components of the Curriculum. Each of the five levels of the DLOPI program is 
exciting and fun filled. It provides parents the opportunity to assess their level of involvement. One 
component of the program assists educators with the skills needed through professional development 
and a data tracking system for measuring the correlation between parent involvement and student 
achievement. For others, the curriculum opens up the opportunity for communities and faith-based 
organizations to engage in training and critical conversations. 
 
The entire DLOPI curriculum and each workshop session for each level are interactive. It allows for an 
exchange of ideas and strategies for communicating with teachers, school administrators, universities, 
parents, faith-based community and peers. The first step and most efficient usages of the curriculum are 
to identify and decide the main priority or needs toward meeting your parental involvement goals. 
Remember, a parent’s participation level is a measure for comparison to student achievement results. 
 
One component of DLOPI developed for teachers is to track the percentage and/or number of parents 
involved at some level in their child’s education. Principals should ask teachers to rate the levels in 
which parents are involved throughout the school year using the DLOPI chart of parent activities. This 
rubric provides teachers with a system for measuring true parent participation by the student’s 
classroom performance and behaviors as determined by their parents’ participation. 
 
At the end of each grading period or semester, request teachers to identify their students’ parent’s 
levels of involvement under each category by using the DLOPI software system. This will yield calculated 
parent participation levels for each selected reporting period. 
 
By teachers and staff working together, implementing the DLOPI program, the entire school will 
accomplish success. Increased parent involvement can then be assessed based on data results. Solutions 
to address pertinent parental issues will be focused directly on parents’ levels of participation. Finally, 
using the results will reveal concrete data information regarding parent’s participation and their impact 
on increased student achievement. Your school can use this data and plan toward focusing on areas of 
weaknesses and build on areas of strength for success. 
 
Literature Review 
 
Hawley and Rosenholtz (1984) indicate that children have an advantage in school when their parents 
continuously support and encourage their school activities. Williams and Stallworth’s (1984) research at 
the Southwest Educational Development Laboratory, Texas, involving parents, teachers, principals, 
superintendents, and school board members showed total agreement that parental involvement is vital 
to a child’s success in school and that parents and teachers should communicate and cooperate 
frequently. He found that parents are eager to play a variety of roles at school, ranging from tutoring 
children or helping in the classroom, to sitting on committees that decide such matters as disciplinary 
policies or changes in curriculum. Generally, there is an aggregate effect on the performance of students 
and teachers when schools collaborate with parents. 
 
White (1982) says that parent participation in school generally brings about improvement in social 
development, effective management and teaching and learning outcomes. White believes that school 
and parent relationship allows government to preserve funds for more development projects, as 
competent people are involved in planning and decision-making. 
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Musaazi (1982) holds the view that the school, through the principal, staff and pupils could harmonize 
parents, school and community interests, resources, agencies, materials, and institutions for the benefit 
of both the pupil and the community. He further adds that education is an activity, which involves the 
cooperation of teachers, parents, children and the community as a whole. Parents are naturally 
interested in the education of their children and would want to know who is doing the teaching, what is 
being taught and how well it is being taught. 
 
Epstein (1986) surveyed parents of an elementary school located in Baltimore, Maryland where over 85 
percent of parents spent a quarter hour each day helping their children with assignments, which 
resulted in increased parent participation and student improvement. 
 
From kindergarten through High/Secondary School, children’s contact with teachers amounts to about 8 
percent of their time. Parents have access to their children for much of the 92 percent when children 
are not in school. It is therefore imperative that this 92 percent of the children’s time is judiciously used 
in helping them succeed at school. 
 
John Hopkins University Center for Research on Elementary and Middle Schools (1989) study on 
effective schools, found that students whose parents help them with homework do better in school and 
have a positive attitude towards education than students who do not receive such assistance. According 
to these studies, the "data are clear that the school's practices to inform and to involve parents are 
more important than parent education, family size, marital status and even grade levels in determining 
whether inner-city parents get involved with their children's education in elementary school and stay 
involved through middle school."  
 
Researcher Clark (1983) states that parent behavior influence the success of children in school when 
they: (i) establish frequent and initiate contact with the school; (ii) expect to play a major role in their 
children’s schooling; (iii) demonstrate that they value education; (iv) provide regular instructions and 
coaching; (v) monitor school work on a firm and consistent basis; (vi) give positive reinforcement of 
school work and other interests; and (vii) have regular routines, mealtime and encourage effective use 
of time and space. This study also strongly suggests that parent support and involvement is critical at the 
secondary level. It further states that students whose parents closely monitor their academic progress 
and general whereabouts perform significantly better in school. 
 
Becher (1984) reviewed literature on parent involvement in education and shared examples of programs 
in which low-income parents have been trained to work with their children. The outcome for students 
showed dramatic improvement in language skills, test performance and school behavior. Parents also 
developed better attitudes toward schools, became more active in community affairs and sought more 
education for them. Henderson (1987) asserts that parents should not be left on the periphery of the 
educational enterprise, that their involvement in the educational enterprise is neither a quick fix nor a 
luxury. It is absolutely fundamental to a health system of public education. Shaeffer (1994) points out 
that parents and school personnel need to stay in harmony in order to improve organizational and 
human relations between the school and parents, offer general advice to the school and concern 
themselves with teachers’ welfare in the teaching-learning processes as well as teaching activities. In 
this way, parents input directly leads to an improved learning environment, more proper or intensive 
teaching and improved quality. Fuller and Olsen (1998) state when parents, community members and 
teachers work together, children’s lives are improved. Children will see a variety of adults working to 
help them improve their school performance and respond positively, leading to increased achievement. 
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Several prominent sources to consider are the National Standards for Parent/Family Involvement 
Programs endorsed by nearly 100 education organizations and universities and are built around the 
PTA’s six types of parent involvement identified by Joyce L. Epstein, Ph.D., at Johns Hopkins University. 
Dr. John H. Wherry, President of The Parent Institute, published many researched-based materials, 
which are relevant to educators’ needs and is of the highest priority of interest (Wherry, 1996(a)(b)(c), 
Wherry, 2003(a)(b)(c), Wherry, 2007).  
 
Methodology 
 
Parental Involvement = Student Success. As profound as the studies on parental involvement have 
shown, years of research continues to indicate, that when parents are involved, students are successful. 
Now that the research is beyond dispute, and the results reveal this great truth, we must ask ourselves, 
have we really involved all parents from every lifestyle, race, culture, economic level or intellect, as it 
relates to student achievement? If we are to benefit from all students being successful, and we know 
that if their parents are involved, they will be successful. Let us take full advantage of this knowledge to 
encourage more parental involvement and participation. The question remains. Where do we as 
educators begin to ensure we give every parent an opportunity to assist and take responsibility for the 
education of our children? We balance the scales of education when both educators and parents share 
in the accountability. 
 
Decades of Research—Beyond Dispute. During the past several decades, the benefits of parents’ and 
other family members’ involvement in the children’s education have been well documented. Although it 
is not the only factor in improving student learning, decades of research has consistently linked family 
involvement to high student achievement, better attitudes toward school, lower dropout rates, 
increased attendance and many other positive outcomes for students, families and schools. Educational 
researchers, practitioners and policy makers consistently rank parent involvement in the education of 
their children high among the components of effective schools. The following data compiled by major 
researchers on parent involvement exhibits how important it is for parents to become and stay involved 
in the child’s education.  
 
DLOPI: Data Base and Tracking 
 
Initially, DLOPI was designed for parents to self-reflect on where they were within the stages of the 
different levels of involvement and where they would like to be. Consequently, after realizing that this 
tool could be helpful to school staff in understanding and tracking how parents help their children at 
home and in their schools, technical support was given to create an online DLOPI data tracking system. 
Any district staff can access the online system from the district’s website and access student listings for 
each class within each school.  
  

 The DLOPI for Educators program provides a concept and tool for teachers to address specific areas 
in which parents are most active and those areas where parents are least likely to become involved. 
To increase the likelihood that the parent or guardian of each student is evaluated, local school 
administrators are asked to select a single class period for which all teachers at the school would 
conduct the DLOPI assessment. A middle school or high school may select on specific class period for 
consistency throughout the school and/or the district. 
 

 The assessment tool identifies a common set of categories (program outcomes) for which every 
parent is assessed. Each category has a set of activities (program deliverables) of which parents will 
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be graded and assigned a parent participation level (program output). There are a total of twenty 
(20) activities among the five categories. Parents are given one deliverable point for each activity 
achieved. The degree of parent participation is rated from Level 1 to Level 5 and determined by the 
total number of deliverable points achieved. 

 
The rating scale is described below: 

 
1-4 Points  = Level 1 
5-7  Points  = Level 2 
8-12  Points  = Level 3 
13-16 Points  = Level 4 
17-20  Points  = Level 5 

 
The DLOPI database development purpose is to identify the parent’s participation levels for each 
teacher, each school and each school district. The data allows for developing improvement strategies 
and verifying the impact of parental involvement on student achievement. The data provides for the 
legitimacy for the DLOPI concept.  
 

 
Categories and Activities 

 

 
Responsibilities 
& Attendance 

 
Communication 

& Support 

Literacy & 
Tutorial 

Assistance 

 
Volunteering & 

Mentoring 

 
Leadership & 
Partnership 

Student attends 
school regularly 
and on time 

Met parent(s) at 
least once 

Student 
completes 
homework 
assignments 

Parent volunteers 
for classroom or 
school functions 

Parent attends 
open house, Parent 
Expo or PTA/PTSO 
meetings 

Student is 
equipped with 
necessary 
school supplies 

Communicated 
with parent via 
phone, open 
house, notes, 
home visit or 
teacher/parent 
conference 

Student has a 
public library 
card and/or 
access to a 
computer 

Parent provides 
materials or 
supplies for class 
or school 
function/activities 

Parent participates 
on the school 
advisory council 

Student displays 
good behavior 
during class and 
is respectful of 
others 

Parent visits 
classroom 

Student attends 
an after-school 
program 

Parent attends 
parent-teacher 
conferences 
and/or PTA 
parent meetings 

Parent is an officer 
of the 
PTSO/PTA/SAC or 
attends district 
advisory committee 
meetings as a 
school’s 
representative 

Parent-Teacher-
Student 
Compact is  
signed 

Parent is 
supportive of 
class discipline 
policies 

Student has a 
tutor, mentor 
or other 
significant adult 
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involved with 
their education 

Student attends 
school 
appropriately 
dressed 

Parent signs and 
returns all 
necessary forms 
and papers 

   

 
Teachers Assign Points. Teachers allocate parent participation points based on observations of their 
students’ performance in class, the direct interaction with their students’ parents or knowledge of a 
parent’s involvement in other school activities, such as serving as a volunteer, member of the PTA or a 
member on the school advisory committee. 
 
Conclusion—Paving the Way for Implementation 
 
Administrative support is paramount to the implementation of the DLOPI program. Once the results of 
the data is compiled and revealed to administrators, the integration of the DLOPI model in the school’s 
improvement plan then becomes a reality. Administrators can then see the benefits of using the results 
in a variety of ways, such as supporting data for the school accreditation process. Continuous learning is 
for the teacher as well as for the student. Teachers should be involved in DLOPI staff development 
training, offered individual and/or group technical assistance with the DLOPI training modules, the 
rubric and tabulation of assessing parent participation levels. Teachers will need to have some basic 
computer knowledge, although the DLOPI software will tabulate the data entered by the teacher. The 
DLOPI data base will calculate several reports. Ongoing support and assistance from a trained parent 
liaison or parent coordinator on DLOPI is vital. Parent coordinators can serve as the conduit between the 
parent and the teacher. This way a parent liaison can support the teacher in collecting the data and 
reporting the data to the school’s parent committee or school advisory council for integration in the 
school’s improvement plan. 
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Here Today Gone Tomorrow? Online Course Development that Sticks 

 Online learning is increasing exponentially. It is estimated that only one-half of students 

by 2020 will be enrolled as traditional full-time students (Allen & Seaman, 2010). Enrollment in 

fully online courses has expanded 21% compared to campus based enrollments in 2010 (Bates, 

2011). “The traditional model of college is changing, as demonstrated by the proliferation of 

colleges (particularly for-profit institutions), hybrid class schedules with night and weekend 

meetings, and, most significantly, online learning” (Van Der Wer and Sabatier, 2009, p. 3). 

 Since the online phenomenon seems only to be increasing in terms of delivery, access, 

and desirability, it is necessary to create sustainable models of course development that ensures 

quality. Although there is an overlap in course development guidelines between traditional and 

online formats, some authors suggest that online course construction needs to address additional 

factors (Lowe, 2008). Additional considerations to building a community (Lowe, 2008), student 

evaluation systems (Coppola, Hiltz, and Rotter 2002), and a multiplicity of 

interesting/motivating presentation formats are suggested. 

 Not only does the model have to take into consideration sound curriculum development, 

but also must address how to go about constructing a process of development that takes into 

consideration the necessary stakeholder components from conception to successful delivery and 

evaluation. Without stakeholder support, commitment, and follow-through, the model is likely to 

be less than desired and not be sustained over time. The stakeholder team must in the very least 

contain administration, instructional technicians, and faculty. Three stakeholder considerations 

follow: administrative buy-in; IT support; and faculty expertise (See Table 1).  
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Table 1: Three Stakeholder Groups 

_____________________________________________________________________ 

 Administration Buy-In 
o Resources 
o Fair-Effort 
o Technology Purchases 
o Policies and Procedures 
o Signing Documents 

 Drop/Add Forms 
 Degree Clearance 

o Consistent Adherence 
 Guidelines 
 Rules 

 IT Support 
o Access 
o Expertise (Tier III Level) 
o Just-in-Time Resolutions 

 Faculty Expertise 
o Content Knowledge 
o Technology Knowledge 
o Risk-Taking 

___________________________________________________________________ 
 

Each of these stakeholder groups must work together from conception to delivery and 

evaluation. A lot of planning must take place prior to design and development. The 

Postsecondary Technical Education Program offers the first online degree program at the 

University of Akron. The project team took time planning the process of putting the degrees on 

line with consideration to the necessary stakeholder efforts listed in Table 1. 

In terms of administration, there has to be enough buy-in for commitment to support 

resources (contacts with other resources within the organization/institution), faculty “fair-effort” 

(1.5 credit to teach 1 credit first time), technology purchases (acquire needed items to Beta test), 
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procedures for policies and signing of documents (signing off on add/drop forms, etc,), and 

consistent adherence (policies that are salient to staff and other departments) so faculty and 

students understand the process in a new environment so the process does not get bogged down 

and students nor faculty become frustrated. Without an administration that fully supports the 

complexities of developing online learning, or at least understands it, the success of the endeavor 

will not be as strong as it could be with that buy-in (Huang, Deggs, Jabor, Machtmes, 2011). 

IT (Instructional Technology) support is absolutely necessary when developing online 

courses. There has to be easy access to expertise. For example, calling a helpdesk and being put 

on hold does not work effectively. Support individuals have to be aware of and experts in the 

technology the faculty is using. Also, individuals have to be available for consultation to provide 

just-in-time support. Otherwise, faculty get frustrated and students pay the price for items not 

working in the course. IT professionals can assist faculty in trying new technologies and 

demonstrating how they can be effective in the classroom. 

Faculty needs to have certain characteristics to develop and support online course 

development (see Table 1). Unmistakable, content knowledge is of utmost importance. Faculty 

must also have a certain amount of technological knowledge and a personal attribute that 

includes risk-taking. Obtaining the most up-to-date technology includes some initiative on 

faculty’s part to become aware of new technologies. Conversations with IT professionals can be 

very beneficial. Also, beta testing items in a new environment can be trying because not all items 

will work the first time. Thus, being a risk taker and taking the consequences for failures, if it 

happens, is a necessity. The technology might need to be abandoned, or just tweaked to fit a 

different situation. Other technologies work beautifully the first time, and can be enhanced upon 
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after each session. Faculty have the skills to determine if the instruction is challenging while 

achieving academic standards. 

Without the three stakeholder groups participating fully in the process, the outcome could be 

disastrous. Without buy-in from administration and resources, there is little motivation from 

faculty. Without the IT support, faculty could get frustrated and leave the march for converting 

courses to the online format. And without the faculty expertise and willingness to Beta test, the 

curriculum would not be academically sound. 

The Postsecondary Technical Education Program at the University of Akron also took into 

consideration the following when developing the online degree(s): Pre-Planning, and planning 

agreement; Universal Design; Instructional Design; Assessments (Problem-Based/Performance-

Based; Learning Activities as Asynchronous and Synchronous Opportunities (use of module 

templates and Eluminate); Community Building Activities; and Review and Beta Testing of 

Instructional Technologies with a live class. 

Initially, the team of stakeholders needs to meet, plan, and review the current situation. A 

plan of action and model must be agreed upon especially since the stakeholders are from a 

diverse philosophical and geographical location within the organization. The audience 

demographics and needs should be taken into consideration. These initial meetings are essential 

to follow the ADDIE model of curriculum development (Analyze, Design, Develop, Implement, 

and Evaluate) (Bates, 2011). Skipping the first step could lead to the design and development of 

curriculum that could be ineffective. Although analysis does take time, the effort may well be 

worth it in the long run. 
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Developing curriculum initially from a Universal Design perspective (see Burgstahler, 

2011) that is learner-centered as opposed to teacher-centered will be advantageous to the 

learner’s palette. One aspect of developing entire degrees online is to be sure to follow a 

common course structure. This will assist students in feeling comfortable going through several 

courses so they can find, navigate through, and complete essential components of the current 

course and next course in the alignment. 

To keep courses up-to-date and running smoothly, “master protocol” courses should be 

developed. Each course in the degree has a “master protocol.” The “master protocol” is the most 

up to date course information. Keeping course formats similar for easy navigation can be 

beneficial to students (Mupinga, Nora, & Yaw, 2006). These courses can be shared with other 

faculty and part-time adjunct faculty to maintain consistency in the degree in terms of 

requirements and expectations. It does take time to keep these courses up to date, but it is worth 

it as faculty can rely on getting the most up to date course each time they teach it. One 

suggestion to keep the courses up to date is after the current semester is over; the current course 

is copied to the “master protocol.” 

Appreciation of the diversity of learners, and building community are two considerations 

when developing any course. Kanenetz (2010) author of DIYU (Do it Yourself University) 

predicts that the greatest growth for higher education in the next century will come from students 

who are non-traditional in some way and 80% will attend institutions that are more accessible. 

Because of diversity, different learning styles, and the need to build community within the online 

environment, several technological approaches and activities can be employed. There can be 

asynchronous and synchronous activities to assist faculty in addressing these essentials. Online 

learning can be asynchronous, and yet provide opportunities for community building (discussion 
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boards, modules with necessary information and links, narrated ppts, etc.) or synchronous (chat 

rooms, Elluminate virtual classrooms). Faculty can also request the “buddy system” where 

students provide a picture and introduction on the discussion board and students choose a buddy 

for the course that they can rely on for support and to review and discuss assignments. All these 

items help to provide the students with a community within the online course. 

An item not to be forgotten is the development and evaluation of “authentic” assessments 

of performance. Because a course is online, there might be a tendency for it to become reading 

and video oriented followed by an online quiz (knowledge-based). Faculty (sometimes with IT 

support) need to think of problem-oriented, critical-thinking, and performance-based 

activities/evaluations. This could take some creativity, but is worth it for student motivation and 

performance confirmation. 

A last consideration to be discussed in this paper, but not inclusive is that all stakeholders 

must be risk-takers. With technology changing minute by minute, awareness of, searching for, 

and beta testing with different technologies is essential. Administration has to be open to 

providing resources, IT professionals have to be willing to demonstrate, and faculty have to be 

agreeable to beta testing (with possibility of failing or needing to fine-tune) new technologies. 

Adkins (2011) predicts that by 2015, 25 million postsecondary students in the United 

States will be taking online classes. It is therefore necessary to follow a solid curriculum 

development process. Pre-planning, planning, and doing up-front-analysis with stakeholder 

agreement on the model before launching online courses crafts an environment with more 

likelihood of successful implementation of the online format. Some purposes of curriculum 

development are to ensure motivation, rigorousness, and quality…..ultimately to produce an 

environment for student success in achieving selected KSA’s (Knowledge, Skills and Attitudes) 
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for future exhibition. Maintaining a sound curriculum development process helps to build a 

sustainable model within the online environment. Without the necessary components, the process 

of developing online learning environments might be abandoned (Here Today Gone Tomorrow) 

because the process did not take into consideration the building of a sustainable model that 

“sticks” over time. 
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Abstract 

To be accepted into the teacher education program at Utah Valley University, a student 

must have achieved (1) a GPA of 3.0 or higher on a 4.0 scale, (2) a score of 150 out of 200 on 

the Praxis II (Elementary Education: Content Knowledge) test, (3) a rating of 3 or higher (on a 

scale of 1-6) in a group interview.  The GPA and Praxis II scores can be obtained from records of 

student performance. The group interview rating is obtained from the evaluation given by Utah 

Valley University faculty at the conclusion of the group interview.  In order for these scores to be 

helpful in the teacher candidate selection process, it is essential that evaluation criteria be 

consistently applied to all students. 

Introduction 

As students apply to the Utah Valley University (UVU) teacher education program, the 

Department of Elementary Education is anxious to select the very best candidates from the group 

of applicants.  The group interview is one element of this admission process (other requirements 

include GPA of 3.00 or higher and a Praxis II Elementary Education: Content Knowledge test 

score of 150 or higher). Education program faculty conduct the interview with the intent to 

determine, in their professional opinion, which individuals are likely to succeed in the 

professional program and graduate as competent, caring, and qualified individuals ready to 

assume the role of teacher in elementary schools. This interview, which focuses on 
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characteristics widely accepted as those demonstrated by effective teachers such as abilities in 

communication, human interaction, and transformational leadership, provides the department 

important information that is not reflected in the test score or grade point average. 

Some researchers suggest that obtaining high scores on an interview almost guarantees 

that a student will perform at a high level in a program (Byrnes, Kiger, & Shectman, 2003).  A 

related piece of research found that after a period of time enrolled in a teacher preparation 

program, there was no difference in preservice teaching performance between low and high 

scorers on the interview, while other research indicates that for teachers rated as acceptable, 

good, very good, and outstanding there was no significant correlation between their verbal ability 

scores and assessments of their teaching effectiveness (Farnsworth & Simmerman, 2007; 

Andrew, Cobb, & Giampietro, 2005).  Additional studies have found similar results and suggest 

that the communication skills and general knowledge scores on the National Teacher 

Examinations were not found to be strongly enough related to performance in teacher education 

programs, as measured by GPA, to merit their use as requirements for program admission 

(Williams, 1993). Others suggest that the interview is a vital part of admission to a teacher 

education program but there needs to be continued work to determine consistent validity and 

reliability of these measures (Harrison, Smithey, & McAffee, 2006). For some institutions, 

evaluations of teaching related dispositions have been used in the admissions process (Ginsberg 

& Whaley, 2003).  

Since good teaching is a complex interaction of many contributing factors, admissions to 

a teacher education program should be based on a system of multiple measures. In addition to the 

traditional use of GPA and test scores, we feel that the interview provides an additional measure 

to predict the success of candidates in a professional program for several reasons.  First, the 



3 
 

interview helps to determine a student’s ability to communicate and use language appropriately.  

Second, it provides opportunity to observe skills that would support student learning. Third, the 

interview provides insight into a student’s relationship with others since it is felt that a teacher 

should exhibit attributes of transformational leadership in that he/she is caring and should seek to 

support and build others.  These leadership skills are not the type that would be expected from a 

manager or principal, but rather the interest lies in the candidate’s ability to build and lift others.  

It has been suggested that strengths in these three areas are particularly important characteristics 

for a teacher (Byrnes, Kiger, & Shectman, 2003). 

Problem 

Group interviews are conducted as one of three elements in the acceptance process into 

UVU’s professional elementary education program. The interview consists of a variety of tasks 

including discussion of a controversial topic and a problem solving activity. The purpose is to 

determine if applicants have acquired those skills felt to be important in the teaching process.  

The skills reflected in the interview include appropriate communication, interpersonal 

relationships, and leadership that supports student learning.   

A concern surfaced when we reviewed ratings for applicant interview groups where it 

appeared that there was a lack of consistency of faculty rating from one group to another. 

Obviously one would not expect that ratings for all groups would be identical. But, since all 

applicants must meet the GPA (3.00 or higher) and Praxis II (150/200) test score requirements 

before they can participate in the group interview, many similar ratings would be expected, at 

least within significant levels. 
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Method 

Instructions for conducting the group interview are provided to faculty who participate in 

the interviews.  It is important that faculty are consistent in closely embracing each element to 

assure that results will be valid and reliable in determining the actual quality of teacher 

candidates who are accepted into the program. The instructions are as follows. 

Application  

Individuals may apply for admission to the professional program twice. Applicants must 

meet all entrance requirements prior to participating in the interview process. 

Interview Format 

The 60 minute interview consists of a variety of questions and group tasks.  It involves 

approximately eight applicants with two School of Education interviewers (full-time faculty and 

partnership principals). The advising office manages appointments, sets up and assigns rooms for 

the interview, establishes interview groups, maintains documents, and records interview scores. 

Interview Guidelines 

Room arrangement:  

Generally, chairs are arranged in a circle, interviewers sit opposite each other. 

Timing:  

The interview should last approximately 60 minutes. Please begin and end on time. 

Structure:  

Before participants arrive, the interview team should decide who will take the main 

responsibility for the session. An advisor will provide a folder for the team containing all 

documents needed for the interview. During the interview it is suggested that each interviewer 

use the Group Assessment Evaluation Score Sheet to note how applicants perform in regards to 
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the expected criteria.  Following the interview, the interview team meets to complete the scoring 

submission form. A consensus should be reached for each applicant’s score.  Please provide a 

single score for each applicant.  Return the completed Summary Group Assessment Data form 

and all other materials to the School of Education advisement office. 

Scoring: 

Applicants are scored on a range from 1-6.  Please use only whole numbers; do not use 

any fractions or decimal places for the final consensus score. Applicants receiving a score of 2 or 

below are not admitted to the program. Likewise, it will be very uncommon to have applicants 

score a 6, since this would indicate unusually high preparation and extensive experience in the 

education system. It is expected that most applicants will receive a score between 3 and 5. Please 

be diligent when scoring applicants and understand that education may not be the right fit for 

some. 

Faculty determine a formative score for each applicant independently and then meet 

following the group interview to council together to determine the final ratings.  The formative 

scores should be guidelines to help determine the final ratings, but the formative scores should 

not be added and then divided for an average score for each individual. The final rating should be 

determined as a result of carefully evaluating each element of the interview.  Since the 

determination of the final score is not a mathematical average, interviewers must discuss each 

applicant and their perception of the person’s likely success in the program and as a teacher. The 

final score could possibly be the same or different from any of the formative scores. 

Getting Started  

1. Introduction:   
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Introduce yourself and set the participants at ease. Assure them that the group interview is 

designed to help you get to know each person better as individuals. Let them know you will 

be taking notes so that you can better remember each person.  Minimize your own speaking 

during the interview process.  However, if an interviewer notices that an individual is not 

participating, it may be advisable to elicit responses from the person. This does not mean that 

the interviewer prompts every person; use this technique only if you feel that the results of 

the interview will be more accurate if an individual participates at a higher level.   

2. TASK 1: Participant Introduction (time: 10 minutes) 

Ask each person to introduce himself/herself. Encourage responses that go beyond superficial 

introductions. 

3. TASK 2: Leaderless Discussion – Controversial Topic (time:  15 minutes) 

Choose one topic from the list you will find in the outline (not listed in this paper) and have 

the group discuss it for 15 minutes. Do not create additional topics/questions. Use only items 

included in the interview outline. 

4. TASK 3:  Leaderless Group Decision Making (time: 20 minutes)  

Please choose a scenario from the four attached situations for this group activity. (Not 

included in this paper.) 

 Explain that the group has only 20 minutes to come to a consensus on the proposed 

problem.  Read the problem to the group, then, hold the paper with the list of choices in a 

manner that makes it unclear as to who is to take charge, or place the paper on the floor in 

the center of the group.  Allow the group to proceed. 

 Be aware of responses and interactions during the activity. 

 Give the participants a warning when time is almost complete. 
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 Ask the group to provide the results.  

5. TASK 4:  Feedback (time: 10 minutes) 

 Ask participants if they feel they have portrayed themselves honestly and in a way 

consistent with their true selves.  Make certain each participant responds. 

 Ask if anyone has questions. 

6. Thank participants.  Assure them that you enjoyed meeting them. 

Results and Discussion 

In reviewing the scoring for interviews, it was determined that scoring for various groups 

was not always reliable.  Each interview group of students was selected randomly for a group.  

Also, each student in a group had met similar admission criteria and therefore we would expect 

each student to be somewhat comparable in performance during the interview.  Obviously, no 

one would expect that the average for each group would be identical but generally you would 

expect little variance in averages from one group of participants to another.  

In the case under consideration, there is a wide variance which would suggest a problem 

of inter rater reliability.  Even though there is some training before the faculty participates in 

interviews, it appears that faculty raters are responding differently to the responses from the 

actual interview.  In viewing Table 1, the averages for interview groups range from 6 to 3.4.  

This is a large range considering that the most common scores given will usually be 4 or 5 and 

that students ought to be very similar in performance.  
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Table 1.  Interview Groups of Applicants for the Elementary Education Professional Program 

Interview Groups 

1  2  3  4  5  6  7  8  9  10  11  12  13  14  15  16  17  18  19  20  21 

6  6  6  6  6  5  5  6  6  5  6  5  5  5  6  5  5  5  5  4  4 

6  6  6  6  6  5  5  5  5  5  5  5  5  5  5  4  5  5  5  4  4 

6  6  6  5  5  5  5  5  5  5  5  5  4  5  4  4  4  5  4  4  4 

6  6  6  5  5  5  5  5  5  5  4  4  4  5  4  4  4  4  4  4  4 

6  6  6  5  5  5  5  5  5  5  4  4  4  4  4  4  4  3  4  4  3 

6  5  5  5  5  5  5  5  4  4  4  4  4  4  4  4  4  3  4  3.5  3 

6  5  5  5  5  5  5  4  4  4  4  4  3  4  4  3  3  4  3.5  3 

6  5  5  4  5  5  4  4  4  4  4  4  3  4  3  3  3  3  3  3 

6  4  4  4  4  4  4  3  3  2  3  4  3  3  2  3  2.5 

4  2 

3 

Ave 

6.0  5.8  5.4  5.1  5.0  4.9  4.9  4.9  4.8  4.4  4.3  4.1  4.1  4.3  4.2  4.0  3.9  3.8  3.7  3.7  3.4 

Mean                                                             

4.5 

 

Statistical methods were applied to averages obtained from each of the 21 groups of 

students being interviewed.  Z-scores were calculated for each of the groups making it possible 

to observe the potential of groups spreading away from the mean as central tendency is 

considered (See Table 2).   

Data from Table 2 demonstrates that to obtain a group average of 5.1 or higher would 

normally be unlikely because the chance would be for 5.1- 20%, for 5.4 – 10%, for 5.8 – 3.5%, 

and for 6 – 1.8%.  When looking at the opposite end of the spectrum, to obtain a group average 

of 3.9 – 19%, for 3.8 – 15%, for 3.7 – 12%, and for 3.4 – 5.9%.  Consequently, out of 21 group 

scores there are nine scores where there would be a 20% or lower chance to achieve the 

designated score. 
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For the various considerations noted, it is not likely for so many scores to exist that are so 

distant from the mean.  Again, this would strongly suggest that inter rater reliability is weak.  In 

this condition, it makes it difficult to use the data for student selection.  

 

Table 2.  Calculation of z scores from Group Interview Rating Scores with Analysis 

Group 

Mean  Proportion

z‐Score Calculation  Interview  Proportion   Proportion  Between 

Rating  in Body  in Tail  Mean & z 

Score  z score 

Column1  6.00 2.098591549 0.9817  0.0183  0.4817

5.80 1.816901408 0.9649  0.0351  0.4649

Mean  4.509524  5.40 1.253521127 0.8944  0.1056  0.3944

Standard Error  0.154443  5.10 0.830985915 0.7967  0.2033  0.2967

Median  4.3  5.00 0.690140845 0.7549  0.2451  0.2549

Mode  4.9  4.90 0.549295775 0.7054  0.2946  0.2054

Standard Deviation  0.707746  4.90 0.549295775 0.7054  0.2946  0.2054

Sample Variance  0.500905  4.90 0.549295775 0.7054  0.2946  0.2054

Kurtosis  ‐0.41399  4.80 0.408450704 0.6554  0.3446  0.1554

Skewness  0.524357  4.40 ‐0.154929577 0.5596  0.4404  0.0596

Range  2.6  4.30 ‐0.295774648 0.6141  0.3859  0.1141

Minimum  3.4  4.30 ‐0.295774648 0.6141  0.3859  0.1141

Maximum  6  4.20 ‐0.436619718 0.6664  0.3336  0.1664

Sum  94.7  4.10 ‐0.577464789 0.7157  0.2843  0.2157

Count  21  4.10 ‐0.577464789 0.7157  0.2843  0.2157

4.00 ‐0.718309859 0.7611  0.2389  0.2611

3.90 ‐0.85915493 0.8023  0.1977  0.3023

3.80 ‐1 0.8413  0.1587  0.3413

3.70 ‐1.14084507 0.8729  0.1271  0.3729

3.70 ‐1.14084507 0.8729  0.1271  0.3729

3.40 ‐1.563380282 0.9406  0.0594  0.4406
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Conclusions and Recommendations 

Data would suggest that inter rater reliability is low for faculty rating groups of students 

in a program entrance group interview.  This can be determined from z-scores obtained using the 

averages of the 21 groups of students that were interviewed.  Using the scoring data for entrance 

in the program will give a distorted view of a student’s potential to succeed based on the three 

critical elements being consider in the interview: (1) abilities in communication, (2) human 

interaction, and (3) transformational leadership. 

It would appear that professional development needs to be organized at a higher level to 

help faculty conducting the interview to score the responses observed during the group interview 

more consistently. The results obtained would then serve as a more reliable tool for selection of 

students into the elementary education professional program. 
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4) Abstract:  

Teachers are challenged to find environmental education curricula that are placed-based 
and relevant to working with students outdoors. “From Salmonberry to Sagebrush: 
Exploring Oregon’s Native Plants” is an innovative framework model that can be 
applied nationwide. 
Designed to be ecoregionally-based, the curriculum gives teachers the tools to customize 
lessons for the place they teach, while still meeting state and national education 
standards. The workshop session will lead teachers through history and guidelines for 
developing native plant curriculum.  Teachers will be given hands on exploration of 
sample lessons followed by guidelines for adapting the curriculum to their region.  All 
participants will be given a free copy of the curriculum.   

The book includes seven chapters: Plant Identification; Ecoregions; Ecology of Native 
Plants and pollinators, Natives/non native plants, Ethnobotany, Climate Change/Native 
Plants; and The Future of Native Plants. The chapters explore interactions between 
plants, soil, animals, people, and climate change. The curriculum works to connect 
teachers to resources in their ecoregion leading to meaningful community service, and 
engage students in citizen science projects that are relevant to both the learner and the 
community. Lessons introduce students to the skills needed to work on local conservation 
projects and encourage building agency partnerships. 

The curriculum gives teachers the tools to customize lessons for the place they teach, 
while still meeting state and national education standards. Lessons encourage exploration 



of the natural world through science, cultural studies, mathematics, civic action, arts, and 
reflection.  

Join us to explore the design and implementation of an ecoregionally-based native plant 
curriculum. From Salmonberry to Sagebrush: An Exploration of Native Plants, is an 
innovative framework model that can be applied nationwide. Investigate this curriculum; 
learn how to use it, and how to create one for your region. 
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Abstract 

Pedagogical Content Knowledge [PCK] is essential to career development for teachers. 
Competencies that science teachers must master represent the blending of content and pedagogy 
which should result in increased understanding for students. Therefore, the purpose of the study is to 
enhance elementary science teachers’ pedagogical content knowledge through a Co-Teaching Model 
[CTM]. In addition, the researcher aims to develop the effective characteristics of co-teaching model 
supporting science teachers’ changes to their PCK. Three volunteer science teachers in grade 4-6 at 
the same school participated in this study for 1 year. A CTM was used as a professional development 
[PD] program. Data sources throughout the research project consisted of classroom observations, 
individual interviews, questionnaires and document analysis. Inductive analysis was used to analyze 
the data into more general outcomes in which were presented in three case studies and a cross-case 
analysis. 

Findings indicate that before the three teachers were engaged with CTM they experienced 
some problems regarding: articulating the purposes for teaching science, designing appropriate 
instructional and assessment activities, understanding the science content, and how their students 
approached the learning of the science content in the curriculum reform. Even though the three 
teachers realized that many aspects of their teaching practice needed to be altered to address the 
curriculum reform in science teaching, the areas of greatest need were to develop a better 
understanding of articulating the purposes for teaching science, the curriculum content and broaden 
their teaching approaches. After the three teachers participated in CTM, the results showed that their 
performances in developing PCK, as assessed by the design of their inquiry-based lesson plans and as 
observed in their classroom practices, shifted from teacher-centered to student-centered teaching and 
learning practices. The sustained production of inquiry-based lesson plans and practices demonstrates 
that teachers gradually accepted the CTM as method of PCK development. They changed their 
understandings and practices about subject matter knowledge, pedagogical knowledge and knowledge 
of context gradually. Evidence from this study indicates that the incorporation of the CTM within a 
professional development program is useful for promoting the teachers’ understandings and practices 
of PCK in classroom settings. Further, this study found that the main factor affecting teacher’s 
development of their PCK was institutional support. The implication of this study are that institutions 
responsible for producing and developing science teacher should create and provide a long-term PD 
program for enhancing the teacher’s PCK by encouraging them to share, discuss, and reflect their 
knowledge. The present study did not focus on the role of administrator; therefore, further research is 
needed to understand how school and district administrators can promote effective PD program for 
elementary science teachers. 
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From decades of research on teaching and student learning we now know that one of 

the most important school-based factors affecting a child’s academic success is the 

classroom teacher and the relationship they build with the student. It is paramount that 

each teacher learn to utilize the biology of learning (research on the brain and learning) 

to increase student learning and begin incorporating innovative instructional methods 

and classroom strategies that will build positive relationships and model excellence in 

their teaching. This workshop will provide a fun and interactive way to utilize brain 

research to validate effective strategies and innovative techniques for instruction you 

can immediately implement and examine how the physical classroom environment 

should be set up to enhance learning. Participant will leave with a “new bag of tricks” for 

building relationships necessary for excellence in the classroom (successful students).  
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ABSTRACT:  
 

Every child has the right to learn and reach his fullest potential. It is in this 
premise that schools in the Philippines and schools anywhere else in the world have 
the obligation to ensure that the needs of the learners are met regardless of disabilities. 
Children with Special Needs have always been the legitimate beneficiaries of the 
Philippine Government reforms, particularly in the Basic Education. Hence, the task of 
educating every Filipino child and the appropriate education for Children with Special 
Needs within the stream of Basic Education (BED) collectively remains to be an 
earnest mission of Philippine schools. This descriptive study ventured to assess the 
level of compliance of the participating BED schools offering Special Education (SPED) 
Program in the Philippines to the mandated regulations framework of the Department 
of Education (DepEd) in the Philippines as regards the 7 Dimensions of the Special 
Education Program namely: Philosophy/ Goals/ Objectives, Instructional Program and 
Curriculum, Personnel, School Plant, Buildings and Classroom, Facilities, Pupil 
Services and Personnel Services. There were 6 participating BED schools coming from 
public and private schools  offering Special Education Programs in the Southern 
Tagalog Region- Philippines. This study was conceptualized with the end in view of 
presenting the realities of SPED programs in both categories of schools in the 
Philippines. And with the earnest intention to benchmark for the better, from the results 
of the study, the researcher, a SPED Teacher 3, through this research forward 
customized recommendations for the enhancement of SPED programs in the different 
schools under study. 
 
 
 
 
INTRODUCTION: 

 
In a developing country such as the Philippines, Filipinos view education 

as the key to uplifting their lives out of the drench realities of poverty. Despite of 
budget constraints education remains a primary priority of the country ensuring 
maximum self realization for all citizens including children and youth with 
special needs/disabilities, ensuring their rights to learn, accordingly develop 
their fullest capacities and potentials. It is in this premise that schools have 
obligations that the needs of the learners are met. In the case of special 
education schools in the Philippines, the same obligations apply. Children with 



special needs have always been the legitimate beneficiaries of the Philippine 
government’s reforms particularly in Basic Education. The philosophy, concepts 
and commitment required for the realization of the demands of said aspirations 
are all embodied in the Philippine legislation which include among others,  
education and allied services for all children and youth with special needs. 

 
In SY 2004-2005 as per Department of Education Report, there were 

156,270 children with special needs enrolled in schools. It is therefore 
imperative that the needs of the special children be provided by schools 
handling them. The issue on the level of compliance of Special Education 
Schools/Centers to Special Education policies and standards set by the 
Department of Education along with their mandated framework collectively is 
the primary concern of this study. With this purpose, the policies of Special 
Education Program were revisited and further analyzed to attain the objectives 
of the study. 

 
As proven by time, more and more Filipino children are born with special 

needs. Schools and other Government and Non-government sectors in the 
Philippines through collaborative efforts [no matter how adequate or 
inadequate] address the growing demands and complexities of the special 
education sector in the Philippines. In the same vein, if this growing sector will 
be unattended the rights of these children to live in an environment permissive 
to their development, is violated. If the differentiated needs are ignored, then 
the more serious the disabilities may become. It is along this context that this 
study was conceptualized with the end in mind of presenting the realities of 
SPED programs in both private and public schools in the Philippines. The 
earnest intention is to benchmark for the better, from the results of the study, 
the researcher, a SPED Teacher 3 in the oldest Special Education Schools in 
the Philippines-The Philippine School for the Deaf [since 1907], forward 
customized recommendations for the enhancement of SPED programs in the 
different schools under study. 

 

STATEMENT OF OBJECTIVES 
 
General Objective: 
 

The main objective of this study was to assess the Mandated 
Regulations Framework for Special Education Program of the Department of 
Education for Basic Education Schools in Southern Tagalog Region Philippines. 
The paper is a reality check on the status of Special Education Program in the 6 
Basic Education schools in terms of the 7 dimensions of the program. 
 
 
 



Specific Objectives: 
 The following specific objectives were attained in the study: 
 
 1. Discuss the mandate of the Department of Education regarding 
Special Education Program in terms of:  

1.1. Regulations 
1.1.1. Policy 
1.1.2. Goal 
1.1.3. Objectives 

 
2. Determine the level of compliance of the participating schools offering 

Special Education (SPED) Program  in terms of the seven (7) dimensions 
of the SPED program namely:  

2.1.Philosophy/ Goals/ Objectives;  
2.2. Instructional Program and Curriculum;  
2.3. Personnel;  
2.4. School Plant;  
2.5. Buildings and Classroom;  
2.6. Facilities; and 
2.7. Personnel Services?  
 
3. Determine the level of effectiveness of the participating schools 

offering Special Education (SPED) Program in terms of the seven (7) 
Dimensions of the SPED Framework namely:  

3.1. SPED Program;  
3.2. Curriculum;  
3.3. SPED Teachers;  
3.4. Administrators;  
3.5. Parental Support;   
3.6. Community Support; and  
3.7. Other Agencies’ Support? 
4. Based on the findings of the study what may be proposed to enhance 

the Mandated Regulations Framework for Special Education Program of the 
Department of Education for Basic Education Schools in Southern Tagalog 
Region Philippines. 

 
SCOPE AND LIMITATIONS 
  

This study was limited to the quantitative and qualitative assessment on 
the Mandated Framework for Special Education Program by the primary 
members of the special education unit, the teacher, the principal and the 
parents in the special education schools both public and private in Southern 
Tagalog Philippines in the light of the 7 dimensions of the program. Interviews 
and conversations with parents and hands- on observation of the researcher 



together with video and photo documentation were made part of the data 
gathering procedure. 

 
The following inclusive criteria were considered in the selection of the 

138 respondents: (a) the school/ sped center must be operating for more than 5 
years; (b) principals should be legitimate leader/ heads of the participating 
school; (c) sped teachers should be rendering their service to the participating 
school (d) parents should have a special child enrolled in the participating 
school.   

 
The research instrument was validated by Sped specialists consisted of 

questions derived from the DepED Mandates and policies for special education 
schools in Southern Tagalog Region, Philippines considering 7 dimensions 
namely: (1) Philosophy/ Goals/ Objectives; (2) Instructional Program and 
Curriculum; (3) Sped Teachers; (4) School Plant; (5) Administrators; (6) 
Parental Support; and (7) community support. After which,  free flowing 
questions regarding the respondents’ assessments on the current status of 
special education in respective schools under study were asked and later 
correlated to the actual observations of the researcher. 

SIGNIFICANCE OF THE STUDY 

 In view of the great task of enhancing the special education program, this 
study was primarily conducted to bring into light the level of compliance of the 
Special Education program in the public and private schools in the Southern 
Tagalog Region- as to the SPED mandated government regulations and SPED 
framework particularly, the Department of Education in the Philippines. 
Inasmuch as the study is a reality check, humbly the result of the study would 
be of importance to the following; To the Department of Education, the study 
would be an eye- opener considering other aspects of the SPED program that 
are still needing enhancement; To the school Administrators, the information 
obtained would serve as significant input in the effective implementation of the 
SPED program as to operation and management; To the Teachers the findings 
of this study would serve as a measure of teachers’ competencies in delivering 
or teaching the special education curriculum relevant to the guidelines, 
standards and objectives set by the Department of Education in terms of 
instruction. Also, the study would help identify the soundness and effectiveness 
of their teaching strategies and instructional materials, specifically Individual 
Education Plans (IEPs) used supporting the full development of students with 
special needs; To the Parents, the result of the study would serve as gauge of 
the parent’s level of commitment and involvement as partners of the school in 
the educational development of their children. Since the study determined the 
awareness of parents on the program mandated frameworks, they would be 
enlightened on the significant roles they played in the education of their children 
more so, for children with special needs; To the Students, they maybe the 



passive recipients of the study but the output of the study would serve as 
significant contributions to the enhancement of the SPED program which are 
dedicated to them. Hence, the thrust of attaining the purpose of the study that 
would assist them in the development of their fullest potentials and meeting 
their academic needs relentlessly served; To the Community and Other 
Agencies, the results of the study would be a Reality Check for them on how 
the members of the community or other concerned agencies can share their 
potentials to help the least served sector of society, the Children with Special 
Needs; and finally, Other Researchers, the study being limited to the 7 
dimensions analyzed in the study marked a valid contention that there are other 
significant aspects in the SPED program and Mandated regulations as well as 
Management Framework that may serve as prospective topics of future 
researches.  

 The results may serve as indicators of how much more effort should be 
exerted by school administrators of both public and private schools in the 
Philippines to further improve some aspects of the program needing 
enhancement.  

METHODOLOGY 

The descriptive qualitative research design was used in the study to 
determine the level of compliance of the Special Education Program of the 
Public and Private SPED Schools to the Government mandated regulations 
framework in Southern Tagalog Region,Philippines. According to Best and 
Khan (2003), descriptive research involves the “description, interpretation, 
recording and analysis of the present nature or composition or process of a 
certain phenomena.” Moreover, the study explored the prevailing condition on 
how the 7 particular dimensions of the Special Education Program was 
assessed and determined. Likewise, the information gathered was interpreted 
through textual description. The assessment of the SPED program was 
determined/assessed by utilizing a self-structured questionnaire validated by 
experts in the field of Special Education and further analyzed using qualitative 
analysis.  

        On the other hand Documentary or content analysis was utilized to 
describe pertinent documents that are related to the current study. This method  
required revisiting of the schools, the physical facilities for the SPED program, 
IEPs, Teachers’ qualifications and their performance evaluation ratings, 
administration support and other documents on the regulations, policies and 
guidelines in the implementation of the program and the participation and 
involvement of the 7 dimensions of the SPED Framework. 

Direct or face-to-face interview was conducted to gather vital 
information needed to clarify some responses found vague in the study. As 
documents would serve as references or proofs to strengthen the findings of the 



study, responses to the direct interview could help sustain the needed 
clarifications of the data. Some photo documentation presented further 
described the findings and lend support to clarify results. 

Direct observation or Naturalistic Observation was part of the data 
collection of which in the discussion process helped clarify some data or 
concerns of the study.  

RESULTS AND DISCUSSION  

1.  In terms of Mandated Frameworks of  Regulations: The mandate 
of the Department of Education (DepEd) in terms of general policy clearly 
stipulates the provision for appropriate education to Children with Special 
Needs as part of their overall education system. In terms of Goal,  DepEd  
further supports  the policy of the department to provide Children with Special 
Needs appropriate educational services within the mainstream of Basic 
Education or put more simply there should be  equal opportunity to education 
regardless of disability/ies; and in terms of Objectives, the Special Education 
Program  clearly explains the need for  individualized support services for CSN, 
as much as possible  provision for a learning environment closest to their  
homes. The support services include work trainings, vocational programs that 
would provide work- training employment for community /or independent living 
for Children with disabilities providing them equal opportunities for productive, 
full and happy life and if possible preparation for college.       

2.  In terms of  Level of compliance of the participating schools 
offering Special Education (SPED) Program in terms of the 7 Dimensions 
of the SPED program the following findings were found: 

2.1.  Philosophy/ Goals/ Objectives.  In terms of Philosophy, Goals 
and Objectives, the 6 participating schools Complied with the mandates set-
forth by the Department of Education with a mean rating of 3.92, verbally 
interpreted as Very Evident,  relative to the thrusts of Special Education. 

2.2 Instructional Program and Curriculum. This dimension had an 
average mean rating of 3.24  verbally interpreted  as Evident hence, Fairly 
Complied.  

2.3. Personnel. Since not all items under this category were answered/ 
rated by the respondents, this dimension was found Not Complied. 

2.4. School Plant. This dimension had a mean rating of 3.17 with a 
verbal interpretation of Evident ,hence, only Fairly Complied.  

2.4. Buildings and Classrooms. For public schools this dimension was 
Not at all Complied however for private schools this dimension was 



satisfactorily Complied only with a mean rating of 2.31 and 3.24  respectively  
meaning Not Complied and Evidently Complied 

2.5. Facilities.  This dimension is Not Complied by both categories of 
participating schools to the fullest. 

2.6. Pupil Services. This dimension was rated Not Complied by the 
respondents of both category of participating schools. 

2.7 Personnel Services.  This dimension had a mean rating of 3.41 
verbally interpreted as Evident hence, only at the Complied level.  

3. On the Level of Effectiveness of the participating schools offering 
Special Education (SPED  public schools) were found borderline Effective 
only while the private schools were effective in some dimensions;  

3.1. SPED Program.  This dimension was rated by the private schools 
Effective with a mean ratings of 3.39 and for the public schools 3.25  also 
interpreted as Effective/Complied.   

3.2. Curriculum. This dimension was rated by both private and public 
schools as Highly Effective with a mean ratings of 3.58 and 3 61 
respectively.   

3.3. Special Education Teacher This dimension was rated Highly 
Effective with a mean ratings of 3.98 for the private schools but only 2.56  
which meant  Fairly Effective and Fairly Complied.   

3.4.  Administrative Support This dimension was rated by both private 
and public schools as Effective with a mean ratings of 3.12 and 3.03 
respectively.   

3.5. Parental Support This dimension was rated Highly Effective with 
a mean rating of 4.12 for the private school-parents and Fairly Effective 
only.   

3.6. Community Support This dimension was rated by both private and 
public schools Not Effective with a mean rating of 1.20.   

3.7. Other Agencies Support This dimension was rated   Not Effective 
with mean ratings of 1.25.  and 1.42 respectively.  

4. The study strongly recommends for a revisit the SPED Program and 
the Sped Mandated Regulations Framework and proposed Recommendations 
for enhancement. 
 

 



CONCLUSIONS 

 The following conclusions were elicited in the study:  

1. The Philosophy Goals and Objectives of the Special Education 
Program is clearly stipulated and explained in the Policies and Guidelines of 
Special Education set forth by the Department of Education, hence there are 
mandated policies. 

2. The level of compliance to the Special Education Program in 7 
dimensions namely: Philosophy/Goals/Objectives; Instructional Program/ 
Curriculum; Personnel; Personnel Services; School Plant; Buildings and 
Classroom, Facilities and Pupil Services were not fully complied by both 
categories of Basic Education Schools in Southern Tagalog Region, 
Philippines.  

3. The level of effectiveness to the SPED Framework in the 7 dimensions 
namely; SPED Program; Curriculum; Special Education Teacher; Administrator 
Support; Parental Support; Community Support; and Other Agencies Support 
were found not all effective  

4. There were strong recommendations forwarded on specific areas of 
the SPED Mandated Regulations Framework Program and SPED Framework 
that would help enhance the weak points/ areas of the SPED programs in the 
schools under study. 

Recommendations 

 1.  On SPED Program in terms of Level of Compliance 

 1.1. On Personnel.  There should be at least a SPED teacher with 
the appropriate educational preparations should have a Teacher Aide to 
fill in Special Education classrooms.  The current need for thousands of 
teachers of mainstream classes may also be a factor that may not sustain the 
compliance to this dimension. However, the government through the 
Department of Education is doing their part as to training and development of 
regular teachers to have enough background and training in Special Education. 
Likewise, the current situation of the great demand for SPED teachers abroad 
drain our pool of resources in SPED to serve in the local settings or Philippine 
classrooms. 

 1.2. On Facilities. Special Education schools should provide 
transportation and Communication facilities that would aid CSN in terms 
of mobility and accessibility to information. This dimension requires a lot of 
budget that special education schools specially Public Schools must find ways 
to source-out needed funds.  



1.3. Pupils Services. The school shall provide diagnostic services 
like screening, identification diagnosis and evaluation for CSN to be 
properly assessed to identify their varying needs to be appropriately 
addressed by the school. This dimension would require the school to have 
SPED Support Team composed of Doctors, PT/OT, Sped Teacher and a 
functional guidance counsellor with training in special education among others. 
However, due to budget constraints the idea of having Sped support team 
during IEP meetings or for placement purposes is for now unattainable and 
students at times are accepted to class without proper psychological or neuro-
developmental assessment.   

2.  On SPED Framework- Effectiveness 

2.1. SPED Program 

The Special Education Program must address specific disabilities of 
CSN. This dimension would require highly specialized teacher to attend to 
specific needs of diversified learners. Workload of Special Education teachers 
and number of students per class must provide the teachers quality time to 
attend to IEPs development and meetings/ conferences with parents of CSN for 
continuity and sustainability of special education for CSN. To date the ratio is 
1:15, 1 SPED teacher to 15 students while in mainstreamed classes and 
inclusive settings the ratio is 1: 80 and the teachers are not trained in handling 
students with special needs.  

2. 2. Administration Support  
Special Education Schools must be handled by competent administrators 

with training in Special Education so that they can address the needs of the 
program. Policies and guidelines implemented should as much as possible 
include the concerns of the SPEDCenters/Schools, not merely having this 
center as part of the general policy.  

 
2. 3. Community Support 
 The local government unit must provide functional programs that 

could immerse CSN with capabilities of work employment. However, if not 
totally address hightened the level of awareness and respect for children with 
special needs must be practiced by the people of the community as part of their 
being people of service to their fellowmen. 

  
2. 4. Other Agencies Support 
 Non-Government Organizations/ Agencies and Government 

Organizations must provide trained manpower varied plans of reaching out to 
schools with SPED Centers considering their varied needs, not sticking to usual 
routine projects like feeding programs, gift giving and the like. They should also 
be innovative and resourceful to adapt to the needs of CSN and really be of 



help to provide holistic development of CSN as well as provision for productive 
and full happy life. 

 The Special Education Program must address specific disabilities of 
CSN. This dimension would require highly specialized teachers to attend to 
specific needs of diversified learners. Work load of Special Education teachers 
and number of students per class must provide the teachers quality time to 
attend to IEPs development and meetings/ conferences with parents of CSN for 
continuity and sustainability of special education for CSN regardless of being 
public or private entities. 

 
3. 2. Administration Support  
Special Education Schools must be handled by administrators with 

training in Special Education for them to address the needs of the program. 
Policies and guidelines implemented should as much as possible include the 
concerns of the SPED Centers, not merely having this center as part of the 
general policy.  

 
 
3. 3. Community Support 
 The local government unit must provide functional programs that 

could immerse CSN with capabilities of work employment. However, if not 
totally address hightened level of awareness and respect for children with 
special needs must be practiced by the people of the community as part of their 
being people of service for fellowmen. 

 
3. 4. Other Agencies Support 
 Non-Government Organizations/ Agencies and Government 

Organizations must provide varied plans of reaching out to schools with SPED 
Centers considering their varied needs, not sticking to usual routine projects like 
feeding programs, gift giving and the like. They should also be innovative and 
resourceful to adapt to the needs of CSN and really be of help to provide 
holistic development of CSN as well as provision for productive and full happy 
life.  

 
 4. The administrators, teachers and all concerned should revisit the 

weak points or areas found in the study and find feasible ways to address them 
and through collective and collaborative efforts forward to the GOs and NGOs 
the needs of the least and underserved society- Children with Special Need. 
Discuss the need piece by piece to create a better impact on the heart of the 
Government. 

 



5. Results of the study suggest that further studies may be undertaken 
by future researchers focusing on the effective management of the SPED 
Schools and their SPED programs. 
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Abstract	
The  five  quantities  of  interest  in  elementary  finance  problems  are  present  value,  future  value, 
amount of periodic payment, number of periods and  the  rate of compound  interest per period. A 
recursive approach to computing each of these five quantities in a modern version of Excel, for the 
case  of  ordinary  annuities,  is  described.  The  aim  is  to  increase  student  understanding  and  build 
confidence  in the answer obtained, and this may be achieved with only  linear relationships and  in 
cases where  student  knowledge  of  algebra  is  essentially  zero.  Annuity  problems may  be  solved 
without  use  of  logarithms  and  black‐box  intrinsic  functions;  these  being  used  only  as  check 
mechanisms. The author has had success with the method at Bond University and surrounding high 
schools in Queensland, Australia. 

Introduction	
Knowledge of basic principles of finance is a very important and useful skill for life, even if a career in 

finance is not the ultimate goal. Traditional approaches to teaching this material to young people at 

school or university made use of algebra (geometric sequences and their sums).  In many cases, an 

answer  was  obtained  by  substitution  of  numbers  into  canned  formulas,  often  with  little 

understanding of the structure of the problem or with much  inkling of what the answer might be. 

The  overuse  of  calculators,  including  the  much‐overrated  graphics  calculators,  has,  if  anything, 

exacerbated  this  problem,  with  much  thoughtless  substitution  of  numbers  into  formulas  and 

pushing of buttons,  then  simply believing whatever emerges  from  the  calculator or  computer. By 

contrast,  spreadsheets  require  the  user  to  create  a  model  and  to  express  relationships,  thus 

supporting  the  transition  from  arithmetic  to  algebra  (Haspekian,  2003),  (Wilson,  Ainley,  &  Bills, 

2005),  (Sutherland & Rojano, 1993),  (Wood & d'Souza, 2001),  (Friedlander, 1998). The models of 

students beginning with  this  approach may  initially be  crude, but  as  competence develops, best‐

practice spreadsheet modeling for mathematics as taught by suitably trained teachers will strongly 

encourage students to use spreadsheet names. In this manner, relationships are created which look 

very much  like the corresponding algebraic ones  from the textbook. Many years ago,  I  formed the 

view that the modern electronic spreadsheet, as exemplified by Microsoft Excel 2007 or 2010, is the 

ideal computational and modelling environment  for elementary  finance problems. The passage of 

time has only strengthened this view. 

Armed with  the modern  electronic  spreadsheet,  it  is  now  not  only  possible,  but  rather  easy  to 

improve drastically on  the outmoded approach of  teaching of basic  finance via calculators.  In  the 

spreadsheet environment, we advocate an approach in which the algebraic formulas are supported 

by  (linear)  recurrences,  and  also  Excel’s  intrinsic  financial  functions.  It  is  tacit  that  all  three 



2 
 

approaches must yield the same result for any given problem. In summary, we use, in the following 

order: 

1. Linear recursive schedule, sometimes augmented with Goal Seek 
2. Traditional algebraic formulas, also sometimes supplemented with Goal Seek 
3. Excel intrinsic financial functions 

Student	problems	with	algebra	
What has motivated our method? From the standpoint of student  learning,  it  is  important to note 

that traditional algebraic approach has,  in the majority of cases, and for several reasons, been  less 

than adequate (Sutherland R. , 2003). Put bluntly, many students have trouble with algebra. Further, 

an algebraic approach  to even  some elementary  finance problems  requires  the use of  logarithms 

(when the unknown  is the number of periods), or even  finding a zero of a high‐degree polynomial 

(simple annuity when the unknown  is the rate of  interest). Student difficulties with  logarithms are 

well‐known  (Berezovski,  2004)  and  in  my  view,  it  is  not  reasonable  to  expect  those  learning 

elementary finance to be able to find zeroes of a polynomial of high degree. In Australia in 2011, the 

mathematical  knowledge of  students entering university  is,  in  general, woeful. This has been  the 

case for many years, and according to the literature (Belward, Mullamphy, Read, & Sneddon, 2007) 

and personal  experience of  the  author,  appears  to be worsening.  In  the USA,  the  situation  is no 

better  (Carlson & Rasmussen, 2008).  Just one  example:  I  set  the  following  question  for  the mid‐

semester  paper  in  Business Mathematics  (a  first‐year  tertiary  unit)  at  Bond  in  2011:  “Solve  the 

equation 12 2 5x x   for  x ”. A correct and lucid solution employing logarithms is possible in three 

or four  lines of simple, grade‐10 algebra, however only  four students  from approximately 75 were 

able to answer this question correctly. These are students who are learning the basics of geometric 

sequences and finance (among other topics)  in this subject. Since there  is no time to re‐teach  logs, 

another approach is called for. Many years ago, I decided to enlist the power of recurrence relations 

in the spreadsheet environment in an effort to help students lacking fundamental skills of algebra. 

The	use	of	linear	recurrences	
The  power  of  spreadsheet  recurrences  in  the  service  of  pedagogy  has  yet  to  be  fully  exploited. 

Spreadsheets  lend  themselves  naturally  to  this  form  of  expression  of  algebraic  relationships, 

especially where  there  is a natural underlying  sequence, e.g.  sequential periods of  time as  in our 

present application  to  finance. With  the use of  linear  recurrences  in Excel,  inherently exponential 

relationships suddenly become linear relationships, and the logs or exponential disappear! Our first 

method, as  listed above, requires only the use of a  linear recurrence. This  is easily  implemented  in 

Excel,  once  students  are  comfortable with  simple  arithmetic  expressions  (formulas)  in  Excel. No 

logarithms or exponentials are  required  in  this method, but  the  intrinsic power of  the  recurrence 

relation  is harnessed to produce the same effect. As mature teachers of mathematics, we know to 

expect exponential growth or decay  from  linear  recurrences. On  the other hand,  the students, by 

and  large, have no such knowledge. Recurrences are simple‐looking and much more  intuitive than 

exponentials or logs. Further, they are naturally expressed in Excel with only point‐and‐click plus the 

simple operations of arithmetic: “Take whatever you have and add 1% of it”, or “multiply what you 

currently  have  by  1.01”.  It  is  up  to  teachers  of  financial  mathematics  to  use  their  mature 
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mathematical understanding to exploit the easy expressions of linear recurrence in the friendly Excel 

environment. It really doesn’t get much simpler than this. 

A  side benefit of  the  recursive  approach  is  that  the  schedule  thus produced  can  also be used  to 

answer other finance questions, e.g., Peter has just  inherited a  large sum and wishes to pay off his 

mortgage  early,  so what would  the  payout  figure  be?  This  amount  can  simply  be  read  from  the 

schedule with no further modelling or algebra whatsoever. Another side benefit is that students gain 

experience  in  expressing  relationships  and build  their modelling  skills.  Such  skills,  coupled with  a 

knowledge of basic  finance, are highly‐regarded  in  the business world. Given  this,  it  is  somewhat 

surprising how  little emphasis many university business schools place on best‐practice spreadsheet 

modelling. 

The approach just outlined has been used with success by the author at both secondary and tertiary 

level, in Queensland, Australia. I have presented it at many local high‐schools, and even the students 

who study no algebra at all (so‐called Maths A in the Australian state of Queensland) can handle it. I 

submit  that with  the  spreadsheet‐based  approaches  described  in  this  paper,  even  students who 

struggle with elementary algebra are able to solve such problems and more with confidence, and a 

reasonable level of understanding. An example of the recursive method, as applied to a mortgage, is 

given  later  in the paper. Readers requiring more detail are referred to the paper (Sugden & Miller, 

2010)  at  the  fully  open  access  Spreadsheets  in  Education  ejournal  site.  This work  includes many 

examples and exercises, with solutions and spreadsheet models, plus advice on use of timelines and 

some introductory material on time value of money, etc. 

One  final  point,  noted  earlier, but worth  restating: when  constructing  the  spreadsheet models,  I 

strongly  advocate  the  liberal  use  of  names  rather  than  hard  cell  references.  This  facility,  now 

significantly expanded  in Excel 2007, allows our spreadsheet models to support cognitive  links with 

the algebraic notation as written down on paper (Abramovich, 1998), (Sutherland & Rojano, 1993). 

In short, the Excel formulas look, as much as possible, like the algebraic ones. 

The	basic	equation	
Before  looking  at  the  recursive method, we  first  give  a  general  relationship  between  quantities 

involved  in  loans  and  investments.  Compound  interest  is  used. We  consider  only  the  so‐called 

ordinary  annuity,  in which  payments  are made  at  the  end  of  each  period,  and  the  frequency  of 

payments matches that of compound interest updates. We write  P for the present value,  F for the 

future  value,  X for  the  periodic  payment,  n for  the  number  of  periods,  and  r for  the  rate  of 
compound interest per period. 

We choose to balance our “cash flows” at a so‐called pivot point  n . This means that all amounts not 

already  there must  be  brought  (i.e.,  accumulated  or  discounted)  to  that  point.  If we  apply  the 

principle that all monies must balance at any point in time, and choosing to "pivot" at  n , we obtain 

the equation: 

         1 2 1
1 1 1 1

n n
F P r X X r X r X r


        

 
(1) 

Summing the geometric series in equation (1) yields: 
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(2) 

If any four of the five quantities  , , , ,P F X r n are known, equation (2) may,  in principle at  least, be 

used to  find the  fifth. Except  in the case where  r is the unknown, no great difficulty arises.  In this 
case, the equation becomes rather difficult to solve algebraically, but an  iterative method, such as 

that of Newton may be normally used effectively. We do not consider that here, merely noting that 

the  same  effective  is  provided  by  the  Excel  feature  Goal  Seek.  Thus,  students  are  spared  the 

necessity of knowledge of calculus and can still solve  their basic  finance problems, even  the more 

difficult ones, with just linear recurrences in Excel. 

 Equation (2) gives us  F if the other four quantities are known. Except for the rate of interest  r , this 
equation may be  solved  for  each of  the other  four  variables  in  turn,  leaving  the difficult  case of 

solving for  r until last (it is not possible to algebraically solve for  r , in general). The results are: 

     1 1
1

n
n r

P F r X
r
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(5) 

          1
1 1 1 0

n n
P r X P r F r F X

        
 

(6) 

Excel’s	financial	functions	
Excel has a large collection of intrinsic financial functions. We are interested in the basic five: present 

value (PV), future value (FV), payment (PMT), rate (RATE)and number of periods (NPER). A general 

relationship between  these  five was  shown  in equation  (2).  For each one of  these  functions,  the 

inputs are values corresponding to the remaining four; for example, the  inputs to PMT are PV, FV, 

RATE, NPER.  Each  function  also  has  another  parameter1,  called  TYPE which  allows  us  to  specify 

whether payments are made at the end or beginning of each period;  in this paper, we always have 

payments at the end of each period2. 

                                                            
1
 RATE has an extra parameter, being the initial guess for an iterative calculation. It is not considered here, but see, for 
example, (Sugden & Miller, 2010). 
2 Some finance problems, e.g., those involving payment of rents or insurance premiums often require payment to be made 

at the beginning of each period. We do not consider such problems here. 
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Algebraic	method	using	standard	formulas	or	iteration	
This  is  the  traditional  approach,  and was used  before  the  advent of  electronic  spreadsheets  and 

financial/business calculators. We believe it is important to continue with this approach. However, in 

the  interests  of  building  student  confidence  in  both  the methods  themselves  and  the  answers 

obtained from them, we strongly recommend to supplement the algebraic approach with two other 

methods  in Excel. These are the  linear recurrence and  intrinsic  function methods, described  in the 

sections to follow. Our preference is to present the linear schedule (recurrence)  method first, as it is 

the most intuitive and involves no powers or logarithms. 

Linear	recurrence	(schedule)	method	
From  a mathematical  or  information‐theoretic  point  of  view,  recurrence  relations  pack  a  lot  of 

information  into  equations  which  are  often  very  simple‐looking.  For  example,  exponential 

relationships may be expressed in a linear fashion if we employ recurrences. If we need to invert the 

relation (e.g., solve for number of periods rather than net worth) then logarithms are also implicitly 

involved.  Since many  students  struggle with exponentials,  and  especially  logarithms,  this  alone  is 

reason enough for investigating the potential of linear recurrences to solve basic finance problems. 

Logs and exponentials may be avoided, and  relationships may be expressed  in  the  simplest of all 

possible mathematical models: the linear model. 

Example	
The example we  consider  is  that of a mortgage  (loan); also called present value annuity  (PVA).  In 

order  obtain  sufficient  cash  to  purchase  a  house,  a  young  couple  (the mortgagors)  enter  into  a 

mortgage  (long‐term  loan)  contact with  a bank or other  lending  institution  (the mortgagee). The 

amount of the loan is known ($300,000.00), as is its term (25 years) and nominal (per‐annum) rate of 

interest (6%).  Interest  is computed monthly and added to the current debt to the mortgagee. This 

means  that  the current amount owing  is  increased by  6% /12 0.5% at  the end of each month. 

Also at  the end of each month,  for 300 months, a payment of  $X is made by  the mortgagors  in 

order to reduce the balance, which must be zero at the end of month 300 (25 years). Our problem is 

to determine the amount of the monthly payment. 

We denote by ma the amount owing by the mortgagors at the end of monthm and by  r the rate of 

interest  per  month.  If  the  monthly  contribution  is  denoted  $X ,  then  the  basic  recurrence  is

  1a 1 r a Xm m   .  For  a mortgage, X  is  always negative. The prototypical  formula  in Excel  for

m 1  in A4 with  1a am  in B4 and  1 0a am  in B3 is =B3 + 0.5%*B3 + payment. This is the formula 

to be placed in B4 and then filled down to B303. See Figure 1. 

Once we have  filled down  to  row 303, we  invoke Goal  Seek  to give us  the payment. Notice  that 

payment  is  negative,  indicating  a  cash  flow  away  from  the mortgagor  to mortgagee.  The  Excel 

intrinsic PMT has   also been used  in D3 to verify the solution. This  is discussed  in the next section. 

One final comment: this model may also be used for superannuation, by simply making the payment 

positive instead of negative. 
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Figure 1 Portion of recursive mortgage model  in Excel 

Intrinsic	function	method	
Our final method is just to use Excel's inbuilt financial functions. This is generally simple enough, but 

there are some traps. Unless you are very experienced in using Excel's financial functions, we do not 

recommend this method by  itself, but only as a check on the first two methods (algebraic  formula 

and schedule). There are two principal reasons for this. 

1. Excel makes assumptions about some of the parameters, which, at first sight, may appear to 

be  somewhat peculiar. Payments are  sometimes expected  to be negative as  they may be 

regarded  as  cash outflows.  If  you use  the  functions without  knowing  this,  there  is  a  very 

good chance you will get the wrong answer (in some  instances, not even close to the right 

answer.  For  example,  for  the  problem  of  the  previous  section,  use  of  the  formula 

=PMT(0.5%,300,B3,0) will return  ‐$1,932.90 and this matches the value obtained using our 

recursive schedule approach. Our advice  is to play  it safe and use at  least one of the other 

two  techniques described here, and unless you are very experienced, only use  the  inbuilt 

functions for verification. 

2. Using a built‐in function  is a totally opaque, black‐box method,  i.e., there  is no  insight  into 

the  structure  of  the  problem.  You  cannot  see  how  these  functions  operate  except  by 

experiment. It is akin to pressing a few buttons on a pocket calculator, and simply believing 

that whatever  the machine  displays  is  the  correct  answer.  This method,  by  itself,  is  not 

recommended. 

Conclusion	
We have presented a unified approach to basic finance in the modern spreadsheet environment. It is 

a three‐pronged approach which emphasizes understanding of model structure over use of "black‐

box" functions. The principal  financial quantities: present value, payment, rate of  interest, number 

of periods, and  future value are  related via  fundamental equation  (2). With minimal algebra,  it  is 

shown  how  to  solve  for  each  of  the  quantities  and  to  develop  a  high  level  of  confidence  in  the 

answer obtained. This confidence is built via use of alternative methods for checking correctness of 

solutions. The power of the recurrence  is exploited  in  the spreadsheet environment, and students 

may operate with simple linear relationships only to solve their problems. Once confidence is built, 

alternative methods  which  require  knowledge  of  exponential  and  logarithmic  functions may  be 

introduced. Excel's  intrinsic  functions are used to compare and verify answer obtained by  the  first 

two approaches. We  claim  that  a  greater depth of understanding may be  reached,  and with  less 

effort than by using other technologies such as graphics calculators or financial/business calculators. 

Finally, the modern spreadsheet  is a ubiquitous tool  in daily  life. Students who develop a practical 

m a[m] X PMT

month amount owing at end of the month payment Intrinsic

0 300000 ‐1932.90420445652 =PMT(0.5%,A303,B3,0)

1 =B3 + 0.5%*B3 + payment

2 =B4 + 0.5%*B4 + payment

3 =B5 + 0.5%*B5 + payment

4 =B6 + 0.5%*B6 + payment
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working knowledge of  this  tool while at university  then have a  skill greatly valued  in  the business 

world: the ability to work competently with electronic spreadsheets. 

In both the author’s home country of Australia and the USA, mathematics education finds itself in a 

diabolical state. In Australia, university entry standards have gradually been lowered over the years. 

It cannot seriously be denied that this is done, at least in part, in order to attract student dollars on 

input to the university machine and also to graduate more students at the other end of the pipeline. 

Where basic math competence  is a degree requirement, university academics are then  faced with 

the task of teaching for example, calculus, to students who have not mastered basic algebra. In both 

countries,  students who  have  a  choice  are  turning  away  from math  in  droves  and,  also  in  both 

countries we  continue  to provide underprepared  schoolteachers:  those who do not have  a math 

discipline major3. So, why should we be surprised when our children develop a math‐phobia if they 

being taught by non‐experts, not a few of whom will have math‐phobia themselves? 

My own view is that when students arrive at university, it is too late to then be teaching them very 

basic  algebra.  Some  of  that may  be  possible  and  “bridging”  or  “catch‐up”  courses  do  exist,  but 

concepts which should have been assimilated over a period of three or four years cannot easily be 

fully understood and digested  in a short 12‐week semester, to use my own university (Bond) as an 

example. In order to make some progress, I have tried to harness the power of technology. I do not 

discount the importance of learning algebra, but pragmatics dictated that some other approach was 

needed  to  augment  the work with  algebra.  Thus,  there  is  no  suggestion  here  that we  abandon 

algebra,  logs,  exponentials  etc.  On  the  contrary,  we  re‐emphasize  their  importance,  but  first 

motivate  their  study by harnessing  the power of very  simple  recurrences  in Excel.  In  this paper,  I 

have  shown  how  linear  relationships  (there  is  nothing  simpler!)  may  be  used  to  solve  some 

elementary  finance problems.  In my view, the  ideal path  is  introduce exponentials and  logs to the 

students as compact ways to express an iterated linear growth as an exponential and its inverse as a 

logarithm,  after  they  have  seen  the  recursive  schedule method  first.  This  is  the  approach  that  I 

adopt, if I am given sufficient time. 

Teaching practice has informed and been informed by the methods over a period of fifteen years at 

Bond University, Australia. Finally, for those interested in applying these principles in the classroom, 

a much more detailed paper, along with  ready‐to‐use Excel models, plus detailed  instructions  for 

building them from scratch if that is desired, may be found at the Spreadsheets in Education website 

(Sugden & Miller, 2010). I submit that it's time to take Excel more seriously as a math education tool 

for the masses. Use it in primary school to get kids used to expression of relationships and formulas. 

Let  them  see  fundamental mathematical  structures, e.g., modular arithmetic multiplication  tables 

(Miller & Sugden, 2011) could be done  in early secondary or middle school. Put simply, we need to 

abandon calculators, including graphics calculators and move to spreadsheets. 

                                                            
3 "I think we have been for a long time caught in a vicious cycle. We've been unwilling to do the things that have been 
needed to have a high‐quality teaching force, including raising the entry standard for teacher preparation and requiring 
prospective teachers to major in a content area”, said Marc S. Tucker, the president of the NCEE (National Center on 
Education and the Economy). “We've been unwilling to pay teachers at the level of engineers. We've been solving our 
problems of teacher shortages by waiving the very low standards that we have. We have been frustrated by low student 
performance, and now, we're blaming our teachers for that, which makes it even harder to get good people." (Sawchuk, 
2011). 
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We now have the availability of extremely cheap, accessible computing hardware, plus the presence 

of  the  friendly  and  ubiquitous  spreadsheet  environment  on  essentially  every  desktop,  laptop  or 

netbook.  This,  coupled  with  the  obvious  willingness  of  students  to  embrace  technology,  it  is 

surprising,  to  say  the  least,  that  more  math  educators  are  not  already  using  this  or  similar 

approaches.  Given  suitably‐prepared  teachers,  I  recommend  the  use  of  spreadsheets  for  math 

education without reservation, and ideally, in very early grades. 
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Abstract 
 
Uplifting the learning package from a sterile vocational studies classroom and integrating it 
into an environment where students are socially engaged, has led to this pilot study. Four 
groups of students were surveyed to find out their responses to the use of Facebook within the 
learning environment. Using an open-ended questionnaire, students commented on aspects of 
their use of Facebook socially, and then their perceived relevance within the study course.  
 
From their answers it was obvious that they considered that Facebook had greatly contributed 
to their learning. 96% reported that Facebook was helpful within the vocational course and 
even the 18% who were initially opposed to the social networking concept found that it 
became highly successful as part of their learning. Using course-specific videos within the 
medium as a learning resource reinforced the fact that visual learning was relevant for the 
learners. Ease of communication between learner and facilitator was helped by the fact that 
both were actively interacting within the realms in which the learners are comfortable to ask 
questions. The flow-on effect enabled rapid feedback to flourish. Additionally, learners 
explained that they felt comfortable to engage educationally as they felt Facebook was their 
private sanctuary.  Due to the positive nature of these results, it is intended to expand this use 
of Facebook; examine ways to extend collaboration between students, and to utilise more 
tools within the Facebook interface. 
 
 
Introduction 
 
Today’s students socialise extensively with each other using a wealth of technological 
methods, the Internet being the hub of their interaction.   
 

“Students have not just changed incrementally from those of the past, nor simply 
changed their slang, clothes, body adornments, or styles, as has happened between 
generations previously.  A really big discontinuity has taken place. One might even 
call it a “singularity”– an event, which changes things so fundamentally that there is 
absolutely no going back. This so-called “singularity” is the arrival and rapid 
dissemination of digital technology in the last decades of the 20th century. 
Absolutely no going back.” (Prensky, 2001, p. 1).   

 
Constant development of technological innovations, coupled with the continual 
transformation of the cyber space environment, has led to a major paradigm shift within 
education. “Today’s teachers have to learn to communicate in the language and style of their 
students” (Prensky, 2001, p. 1).  Education as a whole is now required to incorporate and 
update digital learning packages and strategies to cater for students who are predominantly 
digital natives. Unitec Institute of Technology in New Zealand has adopted an approach to 



education where the curriculum is forever evolving; ensuring that what is taught is continually 
renewed to remain abreast with technological changes. It encourages both the learner and the 
teacher to engage collaboratively within and outside of the learning environment. 
“Embedding the ‘E’ in learning signals the direction proposed, which sees the utilisation of a 
range of learning technologies as integral parts of contemporary and engaging teaching and 
learning experiences”(Unitec, 2010).  E learning is now a recognised dimension of the Unitec 
‘Living Curriculum’ Strategy, a policy which embraces a curriculum that is not still but 
growing, and changes shape with each cohort of student  
 
The emphasis on student engagement and interaction, integrated with E learning, Facebook is 
an ideal platform to embed learning packages into the realm where the students are most 
actively engaged.  In 1994, Mark Zuckerberg created Facebook, for Harvard students to 
connect with each other. However, within 10 years Facebook had expanded to include 
members extending from high school students to corporate professionals (Boyd & Ellison, 
2007).  By July 2011 Facebook had 712.4 million users and a 12-month global growth rate of 
33.5% (Audience Growth on Facebook, 2011). Facebook now plays an integral role in how 
teenagers and young adults communicate amongst each other.  
 
Therefore in response to the ‘Living Curriculum’, Facebook was embedded in the Multiskills 
Construction programme. This paper explores Facebook’s teaching capacities based on a pilot 
study conducted within a Multiskills Construction programme at Unitec Institute of 
Technology New Zealand. 
 
Methodology, Analysis and Results 
 
A qualitative approach was selected using an open-ended questionnaire. This was conducted 
with 49 students who had used Facebook within a vocational study course in either 2010 or 
2011. 60% of those who had studied participated in this survey. It was found that 96% of 
these students had easy remote access to the internet away from Unitec.  
 
Prior to this study 84% had a Facebook account. The 16% that did not have a Facebook 
account viewed Facebook negatively. However when students were asked whether Facebook 
was useful within the Multiskills course, an overwhelming 96% agreed that it was useful. 
 

 
Figure 1: Students reflection on the helpfulness of Facebook within the Multiskills 

course 

 
Three main themes emerged from the students’ responses that confirm established literature in 
these areas. These were the value of Facebook within the learning environment, rapid 
feedback (summative and formative), and visual learning. These themes are analysed below. 
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1. Value of Facebook as a learning platform. 
Key elements to success, when trialing new teaching initiatives is having student ‘buy in’. 
The students were asked a range of questions to ascertain their perspectives about using 
Facebook in the class. It was evident when analysing the results students found Facebook was 
successful for them within the Multiskills programme.  
 
Being accessible to students who favour social networking over emailing helped keep in 
contact with them. A student commented. “I could contact my tutor easily if I expected to be 
late/absent, find out information on what was expected during the course as well as receive 
any help for difficulty understanding or completing assignments”.  
 
The Facebook profile page as an interactive message board helped students to work 
collaboratively by posting questions for either classmates or to the lecturer to answer. 
“Technology-supported cooperative learning exists when the instructional use of technology 
is combined with the use of cooperative learning groups”. (Johnson & Johnson, 1996, p. 787). 
The profile page was used to post relevant course information to help the students. This was 
evident within the following student’s comment. “Our tutor could post our work and any 
relevant links for our studies to his page and we can access them.” 
 

 
Figure 2 Relevant links to assist students 

 
Additionally Facebook notes was an application that enabled the students to submit their 
assessments online. Student feedback was very positive; “Good way of modernising posting 
and writing assignments” and “Facebook notes is an easy way to work”. The notes 
application worked effectively, allowing students to use the resources on the profile page to 
gather information before seamlessly switching to the notes application to write their 
assessments. This was reinforced by one student’s comment that Facebook Notes was “Easy 
to get info off the pages and do work in notes”. 
 



 
Figure 3 Facebook notes application 

 
Initially there were personal apprehensions around using Facebook within the education 
system. Would the context of Facebook be appropriate for the course? Students alleviated any 
concerns initially held by validating the appropriateness with their comments. ”Facebook 
gives enough options for privacy for all users to adjust what information they wish to see on 
their page or allow others to see” also “I had no issues while using Facebook in the duration 
of the course and found all content to be appropriate and relevant to the course”.  
 

 
Figure 4 Is Facebook used appropriately for the Multiskills course 

When students were questioned on what they found most useful about Facebook on the 
Multiskills course, some comments were as follows: 
 

“Many links to different websites of what I needed to research on if I had an 
assessment due”.  
“I could casually browse and communicate with friends/family while having easy 
access to the multiskills page to find out information for the following day or week 
(mainly the recorded sessions)”. 
“It was easy to use…websites and videos posted on facebook helped me with my 
assessments”.  

 
 
2. Benefit of Rapid Feedback 
The use of the comment box and live chat box provided a perfect platform for rapid feedback 
to flourish. “The mere anticipation of more rapid feedback improves performance”(Kettle & 
Häubl, 2010). Draft assessments were posted on Facebook notes allowing the provision of 
instantaneous feedback through either of these routes.  
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“This confirms the value of providing frequent and rapid feedback to students. We 
theorise that this provides the students with knowledge of their state of learning, 
allows them to make adjustments in their strategies for learning, and encourages 
immediate reflection on and practice in the concept or skill at hand” (Chen, 
Whittinghill, & Kadlowec, 2006, p. 17).  

 
Feedback can be viewed, as either summative or formative depending whether students were 
happy to submit drafts as they were, or use the feedback to make relevant changes to 
assessments. Students benefited immensely from the speed at which feedback was given. 
They commented “It was easy to submit work and get feedback from the tutor”, “the use of 
comments to make sure I was on the right track was helpful”. 
 
 
3. Effective Visual Learning 
With the use of smart phones, video recordings of class practical sessions were posted onto 
Facebook to assist students with assessments. Practical sessions are run to encourage an 
experiential and kinesthetic learning environment supplemented by the use of video 
recordings. These recordings allowed students to reflect and reinforce certain areas of 
processes that were carried out in the practical classes. This was confirmed by a student 
comment that ‘videos that were recorded during sessions were useful’.  
 

“Therefore, this methodology allows faculty, especially in technology related areas, 
to develop new teaching and learning strategies, adding a ... Thus, we can 
say that digital video adds a new dimension in audio-visual teaching aimed materials” 
(Simo, Fernandez, Algaba, Salan, Enache, Albareda-Sambola, Bravo, Sune, Garcia 
Amante, 2010 p. 2938). 
 

 
Conclusion  
 
E Learning plays an integral role in today’s digital environment. For today’s ‘digital native’ 
generation rapid feedback and visual learning supported by Facebook provided optimal 
learning opportunities for positive student engagement. Facebook’s value in the classroom 
was concussively successful, highlighted by the fact that accessibility between the student and 
tutor was seamless. Vocational education in particular needs to embrace these learning 
technologies to align with technology oriented students. Social networking sites present 
excellent modes for engaging students in trade focused disciplines. This research indicates 
that clever integration of social networking sites into learning and teaching is the way forward 
for today’s digital natives. Successful utilisation of Facebook’s capabilities in Unitec’s 
Multiskills programme provided students and staff with an e learning environment that 
allowed an interactive platform for both parties, individually and collaboratively, to 
educationally engage and connect with learning in a positive way. 
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Abstract 

The purposes of this study were: (1) to design an English course integrating motive 

regulation learning strategies and (2) to investigate the effects of the designed English 

course on college students’ English performance. In order to achieve these purposes, this 

study treated 100 college students as subjects. Students in the experimental group 

received an English course with motive regulation learning strategies; students in the 

control group received an ordinary English teaching course. The instruments utilized in 

this study included a scale of motive regulation learning strategies which is especially 

developed to elicit the frequency of self-regulated strategy use by EFL students, an 

English achievement test including listening, reading, and writing, and an experimental 

English course with motive regulation learning strategies. The collected data was 

analyzed by SPSS. At last, the researchers discussed the results of this study and made 

conclusions. 

 

 

 

 

 



Introduction 

With language proficiency, a person may approach a different world. The promotion 

of learning foreign languages, English in particular, means to open windows for students 

through languages. Thus, students will learn the past and present of the world and possess 

the ability to deal with future competition and challenge. However, the current efficacy of 

students’ English learning is questionable. According to the examination results of 

College Entrance Examination Center in recent years, the percentage of students who 

have received zero in English has been high every year, which is worrisome. Moreover, 

according to “statistics of Taiwanese students’ current English proficiency” of Global 

Education Association in Taiwan, 32.2% tested students acquired TOEFL score below 

410 (equal to the level of the third grade in junior high school). Among them, 8.8% 

university students even obtained scores lower than 350 (equal to the level of English 

beginners).  

According to 1111 Job Bank and the statistics of 2008 global TOEIC scores 

indicated by ETS in Taiwan, the average score of students in Taiwan is lower than those 

in China, South Korea and Malaysia, and way behind India, the Philippines, and Turkey. 

The educators should reflect on the declining English proficiency in Taiwan. How to 

enhance English education in Taiwan becomes urgent! People who concern about Taiwan 

also call for teaching students in accordance with their aptitude, as well as appropriate 

remedial teaching. However, current studies mostly focused on teaching methods 

regarding English listening, speaking, reading, and writing, and rarely mention about 

university or college students’ English learning process. Teaching and learning are 

closely related to each other; if university or college students’ English learning process 

could be recognized, it would help solve the problem. 



Chang and Wu (2010) mentioned that most of Taiwanese university of college 

students have obstacles in learning English because they think English is a difficult 

subject. According to the researchers’ teaching experiences for years, the majority of 

Taiwanese students do not have a sense of achievement in English learning. Some of 

them even resist learning English because of their previously frustrated learning 

experiences. Thus, they lack internal motivation. However, after attending universities or 

colleges, under the pressure of internationalization and competitiveness, they are 

expected to enhance their English proficiency. In order to acquire a job immediately after 

graduation and be competent at work, they should adjust their attitude and motivation 

towards English learning. However, since they are usually discouraged from past learning 

experiences and lack a sense of achievement and confidence, they should be assisted with 

their perception, and adjust their English learning motivation. 

In order to supplement the gap between theories and practices in the real life, this 

study treated university and college students as subjects and English as the field to probe 

into the effect of an experimental English course with motive regulation strategies on 

students’ learning. The purposes of this study included the following two points: 

1. To design an experimental English course with motive regulation strategies; and 

2. To examine the effect of the designed experimental course on university students’ 

English learning performance. 

 

Literature Review 

Hypotheses of Motive Regulation 

Self-regulated learning theory focuses on studying learners’ learning processes. 

Pintrich (2000a) integrated various self-regulated learning models and generalized four 



basic hypotheses of motive regulation: 

1. Learning is actively constructed by learners. In the learning process, learners can 

actively construct personal meanings, goals and strategies according to information in 

the internal and external environments instead of passively receive the knowledge. 

2. Learners can possibly monitor, control, and regulate their cognition, motives, 

affection, behaviors, and environments. 

3. A good motive regulation learner will set the goals and criteria, and further monitor 

and evaluate the accomplishment of the goals in order to adjust the learning process. 

4. Motive regulation learning is the mediating variable of influence of individual and 

situational traits on actual achievements.  

Based on the aforementioned four hypotheses, it can be summed up that motive 

regulation is an active learning process. In order to accomplished learning goals, learners 

know when and how to monitor, control, and adjust their learning process with motive 

regulation strategies. 

Affection/Motive Regulation 

Current research found that the lack of learning motivation would negatively 

influence English learning. Without learning motivation, interests, positive affection and 

attitude would lead to poor learning performance. This study constructed a theoretical 

framework of affection/motive regulation, including positive affection, values, 

expectations, and self-efficacy based on value-expectation theories (e.g. Eccles, 1983; 

Pintrich, 1989; Wigfield & Eccles, 2000) and self-efficacy theories (e.g. Bandura 1986, 

1997; Wolters, 2004). Positive affection means in learning, learners enjoy the learning 

content and process, and are satisfied with their learning results. Value means the reason 



of learners to do some works, including internal values, interests, and practicability 

evaluation of learning works. Expectation means learners’ belief in the success of certain 

works. Self-efficacy means learners ensure that they have high degree of efficacy in 

dealing with works and evaluate their competence. 

Willpower Regulation 

The concept of willpower control regulation derived from the motive regulation 

learning theory. Researchers have different views on willpower regulation strategies. 

According to Pintrich (2000a), willpower and proper strategy use can enhance learners’ 

learning. Pintrich proposed a set of willpower control strategies. This study treated 

Pintrich’s (1999, 2000b) classification of willpower control strategies and Wolters’ (1999) 

views as the basic framework, which includes behavior regulation strategies, affection 

regulation strategies, others regulation strategies, and environment regulation strategies. 

Behavior regulation strategies were used to monitor, regulate, and control actual 

behaviors. The strategies were further divided into the control of selected behavior, the 

control of efforts and persistence, the control of adaptive assistance, and the control of 

time use.  

Affection regulation strategies were the strategies (e.g. positive self-dialogue and 

self-identification strategies) that people used to control and regulate their motivation. 

Affection regulation strategies also included the strategies to respond to negative 

emotions (e.g. anxiety and fear). People control their negative emotions and anxiety by 

self-handicapping to protect their self-value.  

Others regulation strategies are supportive strategies. When encountering learning 



obstacles, learners actively consult with adults, experts, or others for suggestions or 

solutions. 

Environment regulation strategies were used by learners to accomplish goals and 

works. Particularly, in universities, students have more freedom to construct their 

learning environment; thus, students must be able to control and regulate their learning 

environment.  

 

Methodology 

Subjects and Data Analysis 

This study treated 100 university students as subjects. Students in the experimental 

group receive an experimental English course with motive regulation learning strategies; 

students in the control group receive an ordinary English course. SPSS was used to 

analyze to collected data. 

Instruments 

The instruments include a motive regulation learning strategy scale, an English 

achievement test, and an experimental English course. 

Motive Regulation Strategy Scale 

This study designed the motive regulation strategy scale suitable for university and 

college students based on Volet’s (1997) and Midgley, Arunkumar, and Urdan’s 

(1996) theories. This scale was based on English as the field and included three 

constructs, affection/motive, willpower, and cognition. Each construct respectively 

included four, four, and two sub-scales: positive affection, expectations, values, and 

self-efficacy of affection/motive; behavior, affection, others, and environment regulation 



strategies of willpower; information dealing strategies and meta cognition strategies of 

cognition. 

English Achievement Test 

Learning achievement test is the most direct approach to measure students’ learning 

performance. This study designed teaching plans according to the Basic English course 

for freshmen. It measured students’ performance by listening, reading, and writing.  

Experimental English Course 

The experimental English course includes motive regulation strategies and English 

teaching materials. The experiment lasted one semester and included three classes every 

week. Regarding the English course, the teaching materials were based on freshmen 

English used in the subject school. Motive regulation learning strategies included 

affection/motive regulation strategies and willpower regulation strategies. 

The characteristics of the experimental English course included: 

1. Emphasizing the construction of English learning situation 

The course focused on meaningful learning through daily life combined with 

previous concepts and experiences, and tried to construct life situational context to 

help learners’ leaning and apply what they’ve learned to the real world. 

2. Adopting willpower regulation to maintain learners’ learning intention 

Regarding willpower regulation, this course allowed students to observe, record, 

and classify their distractions of English learning. Learners then had a team 

discussion and practiced the willpower control strategies to avoid their distractions. 

Finally, they reviewed the disadvantages, discussed effective willpower control 

strategies and applied them in English learning. 

3. Encouraging students’ active participation to enhance their learning motivation and 



affection 

The course emphasized on active participation and allowed students to 

recognize the meaning and values of learning to trigger students’ internal learning 

motivation and interests so that they would continue making efforts on their learning. 

4. Focusing on using learner-centered instruction 

The course was mostly based on team discussion which reduced a person’s fear 

and stress, and drew on collective wisdom. Moreover, before the course, students’ 

learning situations were carefully analyzed. Learners’ reactions were observed in 

order to adjust the speed and strategies at any time. Learner-centered instruction 

aimed to fulfill student-based learning and guide them to have more effective learning 

according to their needs. 

 

Findings and Conclusions 

Significant findings and conclusions were shown below:  

1. After the experimental English course, it was found that “motive regulation strategies 

in the designed English teaching experiment course” could trigger students’ learning 

motivation, protect and maintain their learning motivation, as well as enhance 

students’ effective learning. 

2. The experimental group received an experimental English course with motive 

regulation strategies and the control group received an ordinary English course 

performed differently regarding English affection/motive regulation (the mean of the 

experimental group = 22.04; the mean of the control group = 18.04), willpower 

regulation (the mean of the experimental group = 11.29; the mean of the control 

group = 8.04), and English achievement (the mean of the experimental group = 20.52; 



the mean of the control group = 16.73). 

3. Learning is an integrated activity and thus cannot only focus on affection/motivation, 

willpower regulation, or learning performance. Only the combination of three aspects 

will result in a maximum learning benefit of students. 

    This study concluded that students obtained a positive learning effect under the 

conditions that the courses were diverse, and English affection/motivation, willpower 

regulation, and English learning performance were all valued. Therefore, it is suggested 

that when teaching English, teachers may consider include affection/motive or willpower 

regulation strategies into their teaching. It also suggested that there should have more 

researches to probe into motive regulation strategies used by learners in different stages. 
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Abstract 

All public schools need to ensure that all who enter their doors are treated fairly and ethically.  Mutual 

respect and trust must be the overall guidelines for the survival and success of our institutions and 

systems.  Michael Fullan stated in The Moral Imperative of School Leadership (2003), 

The best case for public education has always been the common good.  Everyone ultimately, has a 

stake in the caliber of schools, and education is everyone’s business.  The quality of the public 

education system relates directly to the quality of life that people enjoy (whether as parents, 

employers or citizens), with a strong public education system as the cornerstone of a civil, 

prosperous, and democratic society.  (p. 3)  

With this framework in mind, the authors have attempted to discern the legal foundations of ethical 

standards at the federal, state, and local levels and to equate them to the professional standards that 

guide California’s public school educators.  Specific court cases, data and personal narratives are 

examined to reinforce and focus on specific incidences of misconduct and on the possible consequences 

that may result when educators fail to adhere to guidelines. The pragmatics – an educator’s personal 

and professional future may be subject to the somewhat definitive and occasionally fickle world of the 

courtroom. 
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Abstract 
 
Vocational training in an educational institute is often based on teaching theory first, 
followed by practice. This paper explores the integration of both techniques in a far 
more flexible environment where technology resources, including Web 2.0 tools, are 
available to students working within the Institute’s construction site. This allows the 
facilitation of interactive smart- class sessions, the use of iPods and Quick Response 
codes (QR codes) during the building process. In this preliminary study a survey was 
conducted with 4 classes to gather the students’ views about the value of this 
technology. The results showed that although students favoured a practical learning 
environment, they also rated highly the importance of proximity integration of theoretical 
aspects, that is, the flexibility of instant engagement in both theory and practical. With a 
continued study we hope to assess the qualitative value of this new teaching technique. 
We are interested in evaluating the full educational potential of Wireless Devices, and 
hope to learn more about the implications of integrating an interactive smart- class into 
a traditional practical learning environment. This backs up a theory quoted by Voogt and 
Knezek (2008) who wrote “Technology in itself does not support learning. It can play out 
its full potential only when it is well integrated into learning environment”. The results of 
my findings have the potential to maximise academic training in a realistic trades 
environment; then progressively cement fundamental values for a successful use of 
technology that students can self manage in the real world. 
 
 
Introduction 
 
Traditionally, Vocational Education has focused on teaching theory first followed by 
practice.  This learning environment supports single loop learning, but an environment 
that integrates both could substantially enhance the value of student learning by 
transforming it into double loop learning. Argyris and Schön (1978) use a simple 
analogy to differentiate between single loop and double loop learning.   
 

“Single-loop learning is like a thermostat that learns when it is too hot or too cold 
and turns the heat on or off. The thermostat can perform this task because it can 
receive information (the temperature of the room) and take corrective action. 
Double-loop learning occurs when error is detected and corrected in ways that 
involve the modification of an organizationʼs underlying norms, policies and 
objectives (P. 2)”  
 

For optimum double loop learning in vocational education a balance between teaching 
and practical classes is essential.  Therefore a new concept was devised for an on-site 
classroom based within a building environment to determine whether a theory and 
practice blended teaching style was appropriate for trade-focused students. 
 
Traditional vocational training is conducted either in a theory-based classroom or 
delivered separately on the building site.  However this paper reports on the perceptions 



of a class working outdoors while using an interactive whiteboard connected to the 
Internet via fibre optic. This structure is known as the Smart Class and is directly located 
on the building site allowing the learner to stay engaged in the current environment 
creating more opportunities for double loop learning.   
 
 
Research method 
 
Eighty-one full time students participated in this research.  These students were 
enrolled into a 32-week programme entitled Certificate in Applied Technology for 
Carpentry.  The programme is designed to staircase students into a Diploma of Applied 
Technology.  A qualitative research approach was employed and questionnaires were 
used for data collection.  The questionnaires were administered on two occasions as 
the programme progressed.  Five different groups participating in the same Carpentry 
programme were surveyed after the first use of the Smart Class.  The second survey 
was conducted after the students had been exposed to the new environment on 6 
occasions.  From the 81 participants, 99% responded.  The majority of the participants 
were male, aged between 17 to 43 years, although two females aged 24 and 19 also 
participated. 
 
 
Results 
 
After the results were analysed two major themes emerged:  

• Proximity integration of theory and practice.  
• Accommodating for varying learning styles.  

 
 
1.    Proximity integration of theory and practice  
Analysis indicated that students were enthused with the proximity of theory and 
practice, and the convenience of being on the building site when learning theory.  A 
student explains this in two separate statements that highlight this well.   It “Was good to 
be on the site already, do some practical, then have some more info which was relevant 
to our practical straight away” and also “Would be good to do more theory on the site, 
when tutor is explaining top plates, braces etc they can actually show you exactly what 
they are talking about instead of a diagram.”   
 

 
(Figure 1). Participants views on the usefulness of the Smart Class. 

 
Students who found the Smart Class useful also rated highly the importance of 
integrating theory and practice on the building site.  Further analysis showed that 



students who rated proximity highly also commented on the importance of integration of 
theory onsite. Sixty-three students agreed that joining theory and practice on the 
building site was helpful.   Students commented “It would be easier for us as students to 
see the work we are doing on both theory notes and actual house, a lot easier” and it 
would also be “Useful to go through things we need to do, during practical.  Good to 
show examples of things that are needed and required during or before practical” 
 
 
2.    Accommodating for varying learning styles. 
 
The Smart Class could potentially equip educators with the necessary tools to better 
accommodate for individual learning styles.  In several comments students felt it was 
important to watch a video, be given direct instructions, view a presentation from the 
tutor and be shown images.  The same 62 students also agreed on the importance of 
having a flexible learning environment, and felt engaged when using the Smart Class.  It 
is worth noting that although current pedagogy suggests we should move away from 
transmission learning, it emerged as a form of delivery that students felt they needed. 
 
 
Discussion 
 
Harland (2003) mentions the importance of allowing for a genuine environment that is 
relevant, realistic and engaging rather then one created by the tutor.  Students involved 
in this research physically build a house that is eventually sold to a client creating an 
ideal situation that forms a “real” learning environment.  However we still need to 
expose them to all the key elements that make it “real”, such as direct responsibility for 
the project and allowing them freedom to make error in judgment.  Integrating proximity 
of theory within a “real” learning environment offers more opportunities to engage in 
instant review and deeper inquiry.  The Smart Class increases learning opportunities by 
creating an environment that is flexible and responsive to student inquiry. It removes 
restrictions associated with time and place for both theoretical and practical learning.  
Past learning experiences must be considered when designing an engaging approach 
that incorporates the physical, mental, and social domains of the learner.  This research 
shows transmission learning is still evident and contributes to individuals’ preference.  It 
may also play an important role in shaping the beginnings of a holistic approach.   
 
Learning styles are measured by the preference or habit of how an individual may learn 
best and is not to be confused with an individualʼs ability. Ervine & York (1995) discuss 
the ways in which learning styles can be defined as the cognitive, affective and 
physiological characteristics that influence how a person learns. Further, they also 
promote the view that learning styles are not a measure of potential, but rather 
propensities.  The presence of the tutor and the need for instructional information and 
presentations featured in the results highlight the importance of the different learning 
styles with some learners reliant on instructional feedback.  The new environment 
created by the Smart Class can enhance student-teacher interactions and enable 
teachers to better accommodate for different learning styles by their current activities 
and relating new with old information as mentioned by Bonk and Reynolds (1997). 
 Images can be used to discuss, debate and reflect on actual experiences and 
challenge students to be critical and analytical, thus eliminating restrictions between 
when and how many times theoretical engagement occurs.   
 
 
Conclusion 
 



In conclusion the Smart Class supported by technology has proven to offer new 
pedagogical approaches to how teachers can interact with students in an integrated 
environment of both theory and practice.  It is important that we continuously look for 
new and innovative pedagogical approaches. Benson, Lawler and Whitworth (2008) talk 
about innovation and being exposed to new concepts, and not staying in the same 
place.  With the vast amount of technology available it can be difficult to determine what 
is relevant, engaging, and useful to benefit the learner, and this experiment has proven 
a positive experience for the participants.  Bonk and Reynolds (1997) mention that it is 
not the technology itself that offers quality learning rather it is the manner in which it 
presents strategies for the learner to develop.  In this respect, we are offering a package 
of integration and proximity that allows facilitation for learning and empowering the 
learner.  The Smart Class is a tool that is built around a concept that is adaptive offering 
a range of flexible learning opportunities that suit our current learners.   
 
Finally, this research has shown that the students valued the use of the Smart Class 
and enjoyed participating in a new concept that has allowed the learner immediacy to 
review and engage.  The results of this initial research will help further develop the 
investigation on the use of wireless devices in a vocational training environment that 
may potentially scaffold social and reflective learning patterns.    
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Powerful Words and Pens: Developing Critical Stance in Pre-Service Teacher Education 

This qualitative research investigated how the context of literature circles with the 

infusion of strategic practices in critical literacy provided opportunities for pre-service teachers 

to read with a more critical eye and develop a greater understanding of how their attitudes and 

beliefs are shaped by what they read by engaging in dialogic discourse that centers on 

discussions of diverse literature and multiple perspectives. Subsequently, this study recognized 

the cognitive processes associated with constructing meaning from print, but expanded this view 

of reading to also include sociocultural and critical perspectives of literacy, highlighting that 

interaction between learners, the use of multicultural texts, and the literacy context were crucial 

factors when considering how pre-service teachers begin to engage in criticality.   

 This natural inquiry was methodologically eclectic, having made use of full participant 

observation as professor and grounded theory development (Spradley, 1980; Strauss & Corbin, 

1997), using an ethnographic perspective to describe the literacy events, the collection of data, 

and the narrative findings. To achieve this purpose, this research study was framed by two 

research traditions (social constructivism and critical theory), each with a set of assumptions 

about the nature of reality, knowledge, and the goals and aims of the research process. 

Transactional reading theories, as well as empirical research on multicultural literacy further 

informed this study. Within this context, data were collected and analyzed pursuant to the 

following research questions: (1) How does the context of literature circles provide opportunities 

for pre-service teachers to read with a more critical eye? And (2) What types of new texts and 

identities do pre-service teachers create from participation in literature circles? 

The study was conducted over the course of one university semester in which fifteen pre- 



service teachers who attended a university in the Southeastern region of the United States were 

enrolled in a Language Arts and Social Studies instructional methods class. The class met twice a 

week for a three hour period each class meeting. During class meetings, the students participated 

in literature circle book discussions in order to put research into practice. The goal was for the 

pre-service teachers to become familiar with literature circle enactment in order to understand 

the power of literature circles to engage their future students in meaningful collaborative 

discussions. Research has shown that collaborative book discussions provide the opportunity to 

develop literacy skills that lead to thoughtful, competent, and critical readers (Sandman & 

Gruhler, 2007). Further research evidence has found (Kucan & Beck, 2003) that small-group 

discussion supports intellectual engagement with text, are ways to connect students’ life 

experiences to texts, view multiple perspectives, shape subjectivities, and build communities of 

learners (Broughton, 2002; Daniels, 2002; Lewis, 2001; Soares, 2010).  

Data collection was accomplished through a number of procedures. These procedures 

included: (1) participant observation, (2) field notes, (3) anecdotal records, (4) formal and 

informal conversations with the student participants through interviews, (4) videotaping and 

audiotaping, and (5) analyses of student-produced artifacts, such as student journal entries, 

surveys, and questionnaires.  

In order to understand how the interaction between learners, the use of multicultural 

texts, and the literacy context with the infusion of critical literacy practices enabled pre-service 

teachers to enter into criticality, the researcher utilized a hybrid of qualitative research 

approaches to analyze the data. First, an ethnographic theme analysis (Leininger, 1985) informed 

by grounded theory (Strauss & Corbin, 1997) was conducted to analyze how the environment of 

literature circles provided opportunities for the research participants to read with a critical eye.  



Focusing on everyday activity and classroom discourse, the researcher then conducted a 

discourse analysis (Gee & Green, 1998) to determine what types of new texts were created from 

participation in literature circle discussions, followed by a microanalysis of a “telling case” 

(Mitchell, 1984) to make visible theoretically what had not been visible before.    

From data analysis, this study found that the social context of literature circles became 

sites for explicit critical conversations. Additionally, the study found that discussion that 

centered on multicultural issues offered a powerful vehicle for incorporating critical literacy 

practices. As the students engaged in texts, heavily-laden with issues of democracy, freedom, 

equity, and social justice, critical conversations about silenced voices and marginalized groups 

grew into sharper focus. From this perspective, both the texts and the social contexts were found 

to be cultural tools for establishing critical conversations. As a result, this study found that three 

opportunity structures emerged as core domains or major categories to support this finding. The 

researcher found: (1) that student-led discussion, (2) dialogue journaling, and (3) third spaces 

provided the opportunity structures for students to engage in private critical conversations.  

Based on the findings that the context of literature circles became sites of explicit critical 

conversations, the findings consistently showed that as the students learned to speak from 

marginalized groups’ points-of-view, they learned to restructure their knowledge base by 

challenging and creating alternatives to transform issues of social injustice. Specifically, the 

students produced counter texts by using their voice through dialogue and their pen through 

written personal narratives by becoming agents of social change. This finding parallels other 

research which found that critical literacy is about interrogating textual ideologies and assuming 

alternative reading positions (Bean & Moni, 2003), engaging in multiple voices (Edelsky, 2006), 



and moving towards a criticism of social issues (Green, 2001), as well as creating texts to make 

the world better for people (Campano, Leland, & Harste, 2004).  
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Abstract 

In today’s global world, an international experience is vital to engineering and technology 
student’s undergraduate or graduate education. The authors of “The Engineers of 2020,” 
indicated in their report that future engineers must be able to work in a dynamic global economy 
(Committee on the Engineer 2020, 2004). We as educators need to help our students take the 
measures necessary to adjust to a changing global world.  Providing students with a variety of 
options for achieving an international experience is the key to getting our students closer to this 
goal. The main goal and objectives of an international experience are:  to provide students with 
an international experience relating to their degree; to encourage students to learn a foreign 
language or improve their language skills in order to be better prepared for global 
competitiveness; to introduce students to business and industrial practices different from their 
home country; and to help students understand and appreciate cultural differences, abroad and at 
home. 

One option for students is the study abroad opportunity; these can range from a semester long 
term to one week course, with a variety of courses offered in between. Another one is an 
international internship, these are popular with students who have studied a foreign language in 
high school and continue to take language courses in higher education. International internships 
can be very valuable to engineering and technology students. These internships give students 
technical experience, knowledge of a foreign culture, and improvement in their foreign language 
skills. There are also short study abroad courses, which focused on service learning.  

This paper will give examples of several types of international experiences available to students, 
how programs were established, how the programs are run, how the programs can be duplicated 
and the programs strengths, weaknesses, opportunities, and threats.  

1.  Study Abroad with Service Learning Component 

The study abroad, service-based program described herein is set beneath an umbrella 
organization known as Global Design Students (GDS). This student-run organization primarily 
operates through the dedication of students and faculty in Engineering Technology at Indiana 



University Purdue University Indianapolis (IUPUI) within the specific disciplines of 
Architectural Technology, Interior Design, Computer Graphics Technology, Construction 
Engineering Management Technology and Organizational Leadership and Supervision. 
However, it should be noted that it encourages the participation of students in all disciplines 
across campus as well as participation from sister institutes and countries tied to local chapters of 
GDS. 

GDS operates on the principle of establishing service learning and community-based educational 
opportunities at local, national and international levels. This allows students to become active in 
this organization depending upon their availability and financial status. Projects are typically 
design- based and have involved the entire spectrum of the design continuum from conceptual 
design to actual construction, depending upon the specific problem at hand.  

Relative to this discussion, the GDS locale is in Thailand and involves partnership with two host 
universities.  Most importantly, and in reference to what has already been noted about GDS, this 
study abroad program (that has evolved from many GDS projects in S.E. Asia) can also reach out 
to all of the institutions within the GDS community. Thus students from several universities and 
countries are encouraged to participate, making this more of a global, cross-cultural experience 
than is typically experienced abroad. 

Additionally, this study abroad, service-based program operates under the model of what 
Chisholm in Jones, Steinberg (2011, p. 93) refers to as a “sandwich structure” in which the in-
country component of the course is wedged in between two segments that are offered at the 
home institution.  Several sessions related to an introduction to the culture and language of the 
host country typically precede travel and are followed by reflective and summary sessions upon 
return. The in-country component in this instance is not lengthy, primarily due to expense, 
sensitivity to the burden upon the host institution, and the overload of new experiences faced by 
students and faculty. It has proven to be a perfect length of time for first-time travelers and 
consists of two one-week sessions at each host university. The experience involves a time-honed 
mixture of community design projects; cultural immersion and unstructured time that allows 
students to rest, reflect and explore the country at their own pace relative to their specific 
interests.  

The design workshop at each institution is focused upon in-country environmental and 
sustainable design concerns and is developed and primarily taught by the host institution. This 
immediately immerses the visiting students into the language and local environment and, as well, 
into teaching pedagogies that may be unfamiliar to them.  However, as noted by Chisholm in 
Jones, Steinberg (2011, p. 90-91):  

…faculty from host-country institutions are likely to be more knowledgeable about the local 
culture and current events and that students' learning will be enhanced by employing host-



country expertise. Studies at a host institution can also provide students with exposure to a 
different type of educational system.  

Chisholm also warns (p. 91): “avoiding the use of host-country faculty may unintentionally 
suggest home-country superiority to students.”  This is a particularly sensitive issue when 
visiting third world countries that are often initially viewed by students as lagging behind their 
own country on many levels. 

The strengths of this program lie in its ability to combine experiential design knowledge with 
hands on leadership skills.  Its international, community centered focus also serves to strengthen 
student resumes and, as I have been told by several participants, these international experiences 
have often served as key talking points within an job interview.  Employers often see this as a 
platform and opportunity to discuss multiple skill sets and the personal interests of applicants. 

Immersion within a local community also helps to engage students within the local wisdom and 
to see the new climate and culture beyond “… the fog of our own cultural lenses (Moore, 2007, 
p. 28).”  This author goes on to note that (p. 28): “Placing service learning in a global context 
assists with providing the types of international experiences that transcend tourism or travel-
study experiences.” Sutton (2011, p.126) adds to this with this well-stated statement: “…one 
comes to understand how life is lived from the perspective of those living it.” 

The focus upon environmental stewardship is also in keeping with what  Musil (2006, p. 3) 
emphasizes as having been identified as a problem within current models of study abroad: 
“Global education is overwhelmingly approached in cultural terms rather than through a focus on 
such issues as economic disparities, environmental sustainability, health and HIV/AIDS, 
security, human rights.” Not only is a focus upon sustainability a topical global issue, it also 
bodes well for improving a student’s collective sensibility on how to take care of the parts of the 
planet  that are far removed from their home turf. 

The threats and weaknesses to and of any program like this primarily lie in the affordability of 
this experience and the possibility that the host institutions may determine that they can no 
longer accommodate this type of program.  Each university considering adopting such a model 
of study abroad should also carefully consider the number of these opportunities posed to 
students so that each study abroad program does not cannibalize the other. As programs of 
different types surface the owner of the new program should take the initiative to see that this 
will not happen as well as determine if new partnerships may enhance programs that currently 
exist. 

This model of international experience has proven to be successful as it incorporates many 
hands-on learning skills that are embedded within a foreign country and culture. Communication 
, team work, organization, diplomacy, professionalism are all new skill sets (above and beyond 
discipline specific skills) that arise within this environment and that so adeptly mirror the type of 
industry experiences that the graduates of our institutions will face within their future 



professional lives. We owe this valuable opportunity to engineering technology students (and 
others) and should strive to build and maintain more of these types of transformative and rich 
educational experiences 

2.  Study Abroad - Engineers Without Borders Club Program 

IUPUI has an initiative to more deeply engage student in service learning, experiential learning, 
and to include international experience with the goal of inspiring lifelong learning as well as 
intellectual and professional development. One method of implementing the goal was to start a 
local chapter of Engineers Without Borders (EWB), a national and international organization that 
acts as a clearinghouse for grass roots, community developed project ideas. EWB-IUPUI is a 
multidisciplinary Club, with members from Interior Design, Architecture, Mechanical 
Engineering, Electrical Engineering Technology, and many others.  The Study Abroad Program 
was initially setup for the international element of the goal but with plans to also provide classes 
(so it meets the service learning definition set forth by Bringle) that will be part of a sustainable 
technology certificate/degree (2010). As a first step, the faculty and club selected a project in 
Santo Domingo, Ecuador to design and build a community center and educational facility for 
Luz y Sombra, the local association for the blind. We are still working on developing the holistic 
approach discussed by Rollins (Lewin, 2009).  

The EWB Club Study Abroad Program will allow a small portion of the clubs members to travel 
to Ecuador, for needs assessments and implementation trips, while the majority of students 
remain in the US to work on the design aspects. To date, thirty-nine students have been involved 
with the project and three have traveled to Ecuador. In order for students to qualify for the trip, 
they must be very involved in the project design, attend cultural awareness seminars, attend skills 
training workshops, and help raise funds for the project. The cultural awareness seminars have 
been conducted by students from South America, academic/business volunteers with experience 
in Ecuador, and a volunteer architect from Chile. The skills workshops are directly coupled to 
the project requirements, in this case designing and building a community center and educational 
building means working with soils, concrete, block masonry, etc. and have been conducted 
locally with experts from experts engineering and construction firms (some are involved with 
EWB-USA professional chapters and others are interested individuals and companies). These 
interactions help the intellectual and linguistic student development, as discussed in the holistic 
model, which are further enhanced for the students actually travelling abroad (Lewin, 2009). 

The plan to use EWB within the university structure has several pros and cons. EWB has already 
developed relationships with numerous communities around the world, as well as local non-
government organizations that typically write the project proposals, so they provide instant 
access to international projects. They also have setup review boards to verify that projects are 
developed with safety, security, good engineering design practice, and appreciation for the needs 
and desires of the local community. They provide a network of experts in all project facets that 
are accessible and willing to volunteer for international projects, which requires mentoring 



students, good design practice that is appropriate to the location, and a willingness to travel on 
assessment, communication, and implementation trips. However there are some obstacles such 
as: dues and fees associated with joining a club and having projects reviewed, duplication of 
paperwork for EWB and the Study Abroad office, time consuming process to acquire projects, 
duplication of effort to obtain permission for travel, and many more forms, proposals, and 
reports for the pre/post trip. The pros and cons must be weighed at each institution with an eye 
on resources and risks. In fact we have and continue to do projects with and without EWB 
depending on resources (knowledge, finances, etc.), project scope, and risks (legal, safety, etc.). 

Finally a little about the assessment trip, our current project involves designing a community 
center and educational facility Santo Domingo, Ecuador. The first team was composed of a 
medical doctor, an architect, a structural engineer, an electrical engineer (professor and faculty 
advisor), one student from interior design and two students from mechanical engineering. The 
purpose of the first visit was to conduct a needs assessment to determine what the community 
(both the association for the blind and the larger community) needed, wanted, and expected from 
the project, to determine in collaboration with the community what should be the priority for the 
needs. In this case, the community’s needs were in line with their wants so the next step involved 
collecting data (soil samples, site measurement, grades, etc.) about the proposed site for the 
structure, determining what the community would provide and what the club would provide, and 
educating each other about realistic expectations for the project timeline, resource availability, 
etc. We met with most of the Luz y Sombra members in both cultural and technical meetings as 
well as with various municipal leaders, local professionals (soils, architecture) and important 
groups from the wider community (radio and television interviews, and participation in a festival 
with the local ‘Colorado’ native tribe). We toured local construction sites, visited local stores 
(hardware, equipment rental) to determine local resources for a sustainable design. After 
exchanging gifts with Luz y Sombra at a parting festival, we spent another day touring the 
countryside, crossing the equator, seeing parks and monuments, and exploring regional foods 
and markets. We left exhausted and inspired. A year later, we have preliminary designs ready 
and plan to return to Ecuador to receive community feedback. 

3. Study Abroad with University-Industry Cooperative Learning 

Ten years ago, a course titled, GO GREEN (Green Organizations: Global Responsibility for 
Economic and Environmental Responsibility) was developed to teach engineering and 
technology students at IUPUI about sustainability in business and industry in Germany. GO 
GREEN represents an excellent example of an international, university-industry cooperative 
learning experience for students. And, it is one approach to integrating sustainability into the 
engineering curriculum, primarily through an experiential, interdisciplinary, international 
approach.  

The Accrediting Board for Engineering Technology (ABET) has identified several program-level 
learning outcomes to which both sustainability and international/cross-cultural learning apply, 



including an understanding of professional and ethical responsibility; the broad education 
necessary to understand the impact of engineering solutions in a global societal context; a 
knowledge of contemporary issues; and an ability to use the techniques, skill, and modern 
engineering tools necessary for engineering practice (ABET, 2009). 

Upon completion of the GO GREEN course students will have:  

 acquired knowledge of issues in sustainability as they relate to business and industry 
internationally and nationally; 

 examined and evaluated case studies of sustainable practices in business and industry; 
 visited international organizations that practice sustainability to gain firsthand knowledge 

of operations; 
 identified trends and business practices in various sustainable organizations; 
 utilized information from course to apply sustainable knowledge in the workplace upon 

return; 
 acquired some knowledge of German culture and language; and 
 understood and analyzed the interconnectivity of global concerns. 

 

For over thirty five years, Germany has been considered an expert in sustainability, with 
numerous laws and regulations concerning environmental issues and practices in business and 
industry. Sustainability is so entrenched in Germany that it is even part of the German culture. 
There are three legs of sustainability, they are –the environment, economics and society. Almost 
all German organizations look at all three when making a decision and they are generally 
weighed equally.  This is sometimes called the “triple bottom line.”  

The GO GREEN course was designed to be affordable in time and money. Students travel and 
stay in Mannheim, Germany for approximately seven days. The class visits German businesses, 
industries or municipalities to view and hear about the sustainable practices. Examples of the 
kinds of industry visited in the past are Daimler, Roche, MVV Energie, BASF, Bayer,  and 
Volkswagen to name a few. In addition, solar research facilities, a solar factory, solar cities, wind 
turbines, solar boats and other various renewable energy related industries or facilities have also 
been included in the week as well.   

For the GO GREEN course, students purchase their own airline tickets and make their own 
accommodation reservations. This was set up this way, for a number of reasons, one of which 
was to teach students responsibility and to learn how to get around on their own. Most of the 
students who enroll in this course are first time visitors to a foreign country.  With a well 
documented pre-departure class, students are prepared to find their way through Frankfurt airport 
to the train station then to Mannheim. In ten years of teaching the course, no student ever got lost 
on their way to Mannheim. In addition, these processes allow the students to acquire the ability 
to move around the country on their own; so they begin to feel comfortable in their surroundings. 
This also allows the students to start interacting with Germans immediately upon their arrival.  



GO GREEN students do not have to know any German language to participate in the course. 
Some language and culture is taught prior in the pre-departure course. Once students experience 
the German culture and finish this course almost all of them will say, that they want to go back. 
IUPUI offers a summer internship program with the Duale Hochschule Baden-Württemberg 
Mannheim. Engineering and technology students with 5 credit hours of German language can 
apply for a 10 week summer internship in or around Mannheim, Germany. . Engineering 
students can take it one step further by earning the dual degree of German and Engineering at 
IUPUI. Generally these students will spend a semester internship in Heilbronn, Germany which 
is facilitated by our partners at the Heilbronn University of Applied Sciences. They can also 
spend an additional semester taking courses at the University. Several graduates who went 
through this program were hired by International Companies and to work in Germany. 

For duplication of study abroad opportunities like GO GREEN, Curriculum issues include the 
identification of sustainability as a teachable concept and its relationship to other engineering 
and technology curriculum concepts Thus, for courses in sustainability such as GO GREEN, care 
must be made to link assignments, readings, and activities to existing assessment processes 
designed to document student learning outcomes. Equally important is the need to explicitly, 
intentionally, and continually stress the integration and application of sustainability to other 
engineering and technology courses and concepts.  

Student issues include the identification, selection, and preparation of students to participate in a 
course such as GO GREEN. Finding students with an interest in environmental aspects of 
engineering and technology and equipping them with knowledge of sustainability is paramount if 
their learning is to be maximized.  Additionally, adequate preparation for international travel and 
cross-cultural experiences must be provided, and funding and other logistical issues must be 
reconciled. For students interested in studying sustainability in-depth, how to sufficiently engage 
in undergraduate, field-based research must be determined.  

Partner issues are most important, since so many activities in a course like GO GREEN would 
simply be impossible without the support and interest of companies and organizations involved 
in sustainability. Clearly, IUPUI has benefited from the use of a host-country academic 
affiliation with Duale Hochschule Baden-Württemberg Mannheim, Heilbronn University of 
Applied Sciences, and University of Kaiserslautern, and the forging and expansion of those 
relationships which have occurred over several years. Such in-country affiliations have been 
useful in the identification of partners and in handling some of the minor logistics on-the-ground. 
In the experience of GO GREEN faculty, most industry and business partners have been eager to 
showcase best practices, educate students about sustainability, and, in many instances, permit 
undergraduate students to be involved in field-based research. Flexibility – on both sides – 
concerning dates, times, activities, etc., can go a long way toward maintaining and enhancing an 
ongoing relationship.  Finally, any issues such as proprietary information, security clearances, 
accommodations for individuals with disabilities, etc., should be acknowledged and resolved 
prior to the experiential learning component of the course.  



Properly arranged and managed, an international course in sustainability can truly become 
sustainable, but not without an ongoing sense of purpose and commitment by all stakeholders 
involved – a lesson that holds equally true for the concept of sustainability itself. 

4.  Conclusion 

These three models of very different short study abroad programs for students are excellent 
examples of what can be established in order to give engineering and technology students an 
opportunity to learn about a particular subject matter like sustainability, or service learning while 
also giving the students the opportunity to actually experience learning about a different culture.  
All the students in the various programs appear to have been enriched from the experience of 
being exposed to persons from a different culture and country. Having completed one of these 
programs, the experiences achieved in the programs greatly add to the students’ leadership skills, 
cross-cultural knowledge, interpersonal skills, and ability to compete in an increasingly 
interconnected world. Most importantly, however, it inspires the students to become active 
participants in a civil society. Thus, every effort put into the program is rewarded in manifold 
ways.   
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Abstract 

Response to an intensive reading tutoring program is described, revealing whether 
parents used recommended literacy support strategies (and which ones) and whether 
recommended strategies for the classroom were used. 
 
 
 



Parent Use of Literacy Support Strategies Recommended by Preservice Teachers   
            in a University-Based Tutoring Program for Struggling Readers 
 
 
Objectives of the Study 
 

 The study was designed to determine 1) whether parents employed tutors’ 
recommendations made at the end of an intensive reading tutoring program, 2) which 
literacy support recommendations were used by parents after the intensive tutoring 
program ended, 3) whether parents shared the tutors’ reports and literacy 
recommendations with classroom teachers, and 4) whether parents perceived school/ 
classroom use of tutors’ recommendations. 

 
Introduction 
 

For several years, at a mid-size public university in the south, in a required final 
reading course, undergraduate education majors have participated in a diagnostic reading 
practicum - a course providing opportunity to teach reading for 15 hours to struggling 
readers. The preservice teachers tutor children having difficulty in reading in a 
university-based reading center designed to provide assessment and prescriptive teaching 
experience to undergraduates. The reading center is also designed to provide tutoring for 
a nominal fee to struggling readers in the vicinity of the university. Children who are 
tutored in the university-based clinic come from varied socioeconomic levels and attend 
either public or private schools in the region.  

In culmination of the semester-long reading tutoring program, each tutor writes a 
comprehensive report detailing assessment information, describing the prescriptive 
program implemented for the assigned child, describing progress made by the child 
during the tutoring period, and listing literacy support recommendations for parent 
implementation and literacy support recommendations for classroom teacher use. A 
written report is given to the parent or guardian during a formal tutor-parent conference 
once the tutoring sessions have ended.  Since the tutoring program was begun, no formal 
data collection from parents was ever done to ascertain whether literacy support 
recommendations were being used by either parents or classroom teachers. 

 
Description of Intensive Reading Tutoring Program 
 
 The reading tutoring program is a university-based, one-on-one tutoring program 
designed to support undergraduate teacher candidates in teacher education majoring in 
early childhood education and elementary education (both baccalaureate and alternative 
education programs). The teacher candidates enroll in the required course as a 
culminating reading course, after taking one, two, or three courses in reading – one of 
which is a survey of developmental reading course.  The course is offered in the spring, 
summer, and fall semesters.  Regardless of the semester, each candidate tutors the 
assigned child for a minimum of 15 hours in the university-based Reading Center.  
Typically tutors teach the assigned child over 10 sessions, each session consisting of 90 
minutes. 



 Each tutor assesses the child during the initial sessions to determine independent, 
instructional, and frustration reading levels and to determine the child’s strengths and 
weaknesses in reading.  The tutor creates an individualized program in reading for the 
child.  The sessions are structured to include guided contextual reading, instruction in 
skill strengths and weaknesses, use of meaningful writing, personalized reading, and 
student self-assessment, often including collaborative progress-charting by tutor and 
child.    
 At the end of the tutoring sessions, the tutor shares the child‘s progress and 
literacy support recommendations in a formal conference.  Also, the child’s 
parent/guardian is given a formal report detailing assessment results, the child’s progress 
in reading, and recommendations for home and school. 
 Children enrolled in the tutoring program are tutored in the late afternoon or 
evening in the Reading Center, a multipurpose area used as a classroom, tutoring area, 
and depository for a wide variety of reading materials.  Typically, children who 
participate in the program are from five surrounding parishes.  Data from the recent 
survey revealed that the majority of parents who utilize the program learn about the 
program from friends or acquaintances and the remainder of the parents learn about the 
program from school personnel (classroom teachers, reading facilitators, administrators, 
counselors). 
 
Description of Study 
 

A two page questionnaire was mailed in late May to parents of 303 children 
enrolled in reading tutoring sessions during a time period encompassing (4) spring, (3) 
summer, and (3) fall semesters and including 28 different sections and 9 different 
supervisors/instructors. 
 Of the 303 questionnaires mailed 28 were returned as undeliverable.  Of the 275 
successfully delivered, 75 were returned, a return rate of 27.3%.  All 10 semesters were 
represented in the 75 questionnaires returned.  Twenty-three (23) or 30.6% of the 
responses indicated that the child had been enrolled two or more semesters.  The majority 
of the children (80%) had been between 7 and 10 years old when first tutored.  The other 
20% had been between 11 and 14 years old when first enrolled in the tutoring program.  
Of the 75 responses, 26 or 34.7% of the children had been formally diagnosed with ADD, 
ADHD, dyslexia, speech impairment, or other disability prior to tutoring. 
 The questionnaires did not require the parents to divulge their names or the names 
of their children in order to maintain parent and child confidentiality.   In addition to the 
information presented in this study, information was also gathered for the improved and 
continued success of the reading practicum required of the teacher candidates. 
 
Results of Study 
 

This study focused on the following questions/items posed to the parents in the 
questionnaire: 

1) Did you use the tutor’s recommendations listed in your child’s 
Reading Center report?  

2) Check all recommendations that you used. 



3) Did you share your child’s Reading Center report with your child’s 
teacher?   

4)          Did your child’s teacher use any of the tutor’s  
                                 recommendations?  

4) List recommendations the teacher used. 
 

Did Parents Use the Recommended Literacy Support Strategies and Which Ones? 
 
    Of the 75 questionnaires returned, 73 parents responded to the question.  Of the 

73 respondents, 65 or 89% responded that they did employ the tutors’ recommendations.  
Of the 73 responses, 8 or 11% of parents indicated that they did not utilize the 
recommendations.  Twelve common recommendations were listed, and parents were 
instructed to check all recommendations used.  Parents were instructed to list other 
recommendations used, but not listed.   The 12 recommendations, as they appeared on the 
questionnaire, are listed below. 

___ Setting aside specific time for your child to read self-selected  
      material 

___ Providing family reading time 
___ Providing a quiet place for reading 
___ Reading aloud to your child/children 
___ Encouraging child to read aloud to siblings 
___ Providing games to improve sight word identification 
___ Having child create and use word bank 
___ Having child engage in journaling 
___ Taking child to library for the first time as a result of the clinic 
___ Taking child to the library before attending the clinic and  
         continued to take child to the library as a result of the clinic 
___ Purchasing or checking out books recommended by the tutor 
___ Exploring and using recommended internet sites 
  

 The following is a rank order of the recommendations according to the most often 
used to those used less: 

_1_ Setting aside specific time for your child to read self-selected material 
_2_ Reading aloud to your child/children 
_3_ Providing a quiet place for reading 
_4_ Encouraging child to read aloud to siblings 
_5_ Providing family reading time 
_6_ Purchasing or checking out books recommended by the tutor 
_7_ Taking child to the library before attending the clinic and  
        Continued to take child to the library as a result of the clinic 
_8_ Providing games to improve sight word identification 
_9_ Exploring and using recommended internet sites 
_10_ Having child create and use word bank 
_11_ Having child engage in journaling 
_12_ Taking child to library for the first time as a result of the clinic 
 



    Fifty percent or more of the respondents indicated that they used the following:  
1) Setting aside specific time for your child to read self-selected material 
2) Read aloud to your child/children 
3) Provided a quiet place for reading 
4) Encouraged child to read aloud to siblings 

 
Two items were related to use of the library: 1) Taking child to the library before 

attending the clinic and continued to take child to the library as a result of the clinic and 
2) Taking child to library for the first time as a result of the clinic. Approximately one 
third of those parents who responded Yes to following the tutors recommendations were 
already taking the child to the library before intensive tutoring began.  Surprisingly, 
11/65 or 17% indicated that they took the child to the library for the first time as a result 
of the reading tutors’ recommendations.  Forty-four percent or 29/65 positive respondents 
purchased or checked out books recommended by the tutors and 16/65 or 29% explored 
and used recommended internet sites. 
 
 Other recommendations parents listed themselves included: 
1) Reading directions in food preparation 
2) Finding items in the supermarket 
3) Reading street signs 
4) Listening to child read, making corrections, and asking questions 
5) Methods for finding information in paragraphs needed to answer comprehension   
    questions. 
 
Did Parents Share the Tutors’ Reports and Literacy Recommendations with Classroom 
Teachers? 

 
Did Parents Perceive That Recommended Strategies for the Classroom Were Utilized? 

 
  2/75 did not respond to the question: Did you share your child’s Reading Center 

report with you child’s classroom teacher?  41/73 who did respond or 56% indicated that 
they did share the report with the classroom teacher.  32/73 or 44% indicated they did 
not.  

 Of the 75 questionnaires received, 59 included responses to the following 
question:  Did your child’s classroom teacher use any of the tutor’s recommendations? 
14/75 or 18.6% indicated Yes; 30/75 or 40% indicated No.  11/75 or 14.6% indicated that 
they were not sure.  4/75 or 5.3% indicated that it was not possible since the report was 
received at the end of the school year.  16/75 or 21.3% did not respond to the question. 

Additionally, parents were asked to list recommendations the teacher used.  
Respondents listed the following recommendations: 
1) Having (him) comprehend what he is reading 
2) Cursive writing technique 
3) School used Accelerated Reader program; child read every night. 
4) Reading tests and instructions orally 
5) Use of incentives 
6) Rereading; retelling 



Implications of the Findings  
 

The portion the clinic report including recommendations for parents was utilized 
by the majority of the parents.  Each of the twelve recommendations listed for possible 
selection were used by at least 17% of the respondents.  The recommendations listed 
should be among those recommended by other tutors according to the child’s needs and 
developmental level in reading.  Given the additional recommendations listed by 
respondents, course instructors should also suggest and encourage, when appropriate 

1) Functional reading in the home and the community  
2) Reading environmental print  
3) Strategies for parental support and feedback for oral reading  
     including appropriate correction techniques  
4) Strategies for parental support of comprehension  
      questioning techniques. 
The recommendations are recommendations that classroom teachers could make, 

as well.  Of particular note, is the need to recommend and support use of the public 
library.  A surprising number of parents took their children to the library for the first time 
as a result of the tutors’ recommendations. 

In regard to parental sharing of the Reading Center report with classroom 
teachers, it is evident that parents are not inclined to share the report.  When the child is 
enrolled in the spring semester, it seems less likely since little time remains (two to three 
weeks) of the child’s academic year. Although the report is not shared in many instances 
with the school, the investigator intends to continue to include a recommendations 
section for the school/classroom teacher.  At least 18% of parents indicated that they 
perceived teacher use of the recommendations.  Another reason for retaining that portion 
of the report is to provide additional experience for preservice teachers to communicate 
in writing with professionals in the teaching field. 

 
 Do Parents Use Recommended Support Strategies for Struggling Readers? 
   

89% of parents who responded did employ one or more of the recommendations 
made by tutors in the university-based reading tutoring program.  In fact, the number of 
recommendations used by individual parents numbered from one to eleven.  Forty-one of 
the sixty-five parents or 63% utilized from one to four recommendations.  Eighteen 
parents or 28% used four of the listed recommendations.  

 
Discussion and Conclusions 

This study sought to examine whether parents and classroom teachers used 
literacy support recommendations made by preservice teachers in a comprehensive report 
given to parents as a culmination to a reading tutoring program in a university-based 
reading center. Findings indicate that a majority of parents reported using recommended 
literacy support strategies.  The report The Effect of Family Literacy Interventions on 
Children’s Acquisition of Reading from Kindergarten to Grade to Grade 3 (Senechal, 
2006) for the National Center for Family Literacy states that studies reviewed suggest 
that parents of children in kindergarten to grade 3 can help their children to learn to read. 



Additionally, the report states, “Parents are most helpful when they are trained to teach 
specific skills to their child.” (p. 19). Findings from this study and research on family 
literacy intervention suggest that preservice teachers should continue to make literacy 
support recommendations to parents. Although listening to children read (Senechal, 2003, 
p. 19) and reading books to children (Senechal, 2003, p.21) are worthwhile, 
recommendations should also include suggestions for developing specific skills, e.g. 
strategies to support fluency, strategies to support comprehension, and strategies to 
support functional reading.  

  A surprising number of parents, seventeen percent (17%), indicated that they 
took their children to the library for the first time as a result of the intensive reading 
tutoring program. Other parent involvement researchers have attempted to ascertain 
whether parents take their children to the library (Brady, 1999; & Baker, A., Kessler-
Sklar, S., Pioirkowski, C., & Lamb-Parker, F.,1999), but such research is not linked 
directly to reading acquisition or improved reading performance in struggling readers. 
However, family literacy proponents like Sharon Darling (2005), for example, do 
recommend to teachers strategies that parents can use to support reading acquisition that 
involve the library. The public library provides access to print and non-print reading 
materials that may not be available in the home, enabling parents to select reading 
materials of interest to the child and at the appropriate reading level, texts that can be 
read aloud and texts that support comprehension. Therefore, parent use of the public 
library is a suitable recommendation for parents who have enrolled their children in the 
tutoring program.  
 Additionally, this study sought to determine whether parents shared the 
culminating report and tutor recommendations with the classroom teacher and whether 
parents reported teacher use of the classroom recommendations. A majority of parents, 
fifty-six percent (56%), reported sharing the report with the classroom teacher, indicating 
that the report seemed to be used by parents as a vehicle for obtaining support for 
struggling readers in the classroom. However, only eighteen percent (18%) of parents 
reported that the teacher used the literacy support recommendations suggested by the 
tutor for the classroom.  Parents may not be aware of recommendations employed in the 
classroom as a result of report-sharing. Possibly, some classroom teachers may be 
hesitant to consider recommendations from preservice teachers.  
 Although classroom use of literacy support recommendations made by tutors was 
not evident to many parents, the practice of encouraging preservice teachers to make 
recommendations to the classroom teacher reinforces the idea that, as future classroom 
teachers, they should support family literacy interventions and be cognizant of strategies 
for engaging parents in reading acquisition. “Evidence suggests that when teachers and 
parents partner to support reading and academic achievement, at-risk children exhibit 
demonstrable gains” (Darling, 2005, p. 476).  
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Introduction 
 
In South Africa, in line with the global trend, universities are embracing service-learning as a teaching 

methodology because it gives status to the notion of scholarship of engagement that suggests interaction with 

communities as a scholarly activity involving both educators and learners (Smith -Tolken, 2005). Since 1999, 

service-learning was established in South African Higher Education Institutions through the leadership of the 

Community Higher Education Service Partnerships (CHESP) initiative of JET Education Services. In 1999, 

service-learning was still a new and untested concept in South Africa. Yet, the continuous efforts and keen 

interest of academic and community leaders contributed to the success of establishing service-learning thus far 

(Stanton, 2006). 

 

The White Paper on the Transformation of Higher Education (1997) laid the foundations for making service 

learning an integral part of higher education in South Africa. It stated that one of the goals of higher education is 

to promote and develop social responsibility and awareness among students of the role of higher education in 

social and economic development through community service programmes. 

In recent years, several higher education institutions in South Africa have developed institutional policies, 

guidelines and strategies for community engagement (CE) and service-learning (SL). Generally, these address 

diverse issues such as the institution’s interpretation of community engagement and service-learning; objectives 

to be achieved through the policy; mechanisms for implementation; staff promotions and rewards pertaining to 

community engagement; organisational structures and staffing required for implementation; risk management in 

terms of student placements; and the allocation of resources towards implementation. 

 

The University of Zululand Strategic Plan (2008-2012) and Institutional Operating Plan (IOP) indicate a 

paradigm shift towards academically based community interaction where service-learning is an integral part of 

the curriculum. Despite the existence of these policies, service-learning is still a peripheral activity in the 

institution. 

This paper investigated how the University of Zululand (Unizulu) has set out to conceptualize and institutionalize 

service learning as an educational approach in the Curriculum. The study aimed at the following objectives 

• To determine how service learning is conceptualized at this institution  

• To ascertain how students and lecturers view and understand service learning as an approach to 

teaching and learning.  

• To determine what has been done to implement service learning  

• To propose recommendations on how to institutionalize service learning. 

 

Key words:  

Service learning, Community Engagement and Work integrated learning 
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SERVICE LEARNING AT THE UNIVERSITY OF ZULULAND 

The University of Zululand Strategic Plan (2008-2012) and Institutional Operating Plan 

(IOP) indicate a paradigm shift towards academically based community interaction where 

service-learning is an integral part of the curriculum.  

The following commitments are made to the community engagement endeavour in the 

University’s Institutional Operating Plan (2006-2010) are reflected in and by the policy: 

 Community engagement initiatives will be formalised. 

 Policy and procedures will be developed for the quality management of community 

engagement. 

 The concept of community and “outreach” need to be defined. Departments will be 

required to plan, as a unit, for community engagement interventions. 

 Community engagement will be constructed as part of the curriculum and will be 

integrated into teaching and learning strategies where possible. 

 Adequate resources will be allocated to facilitate quality delivery in community 

engagement. 

 Community Engagement will involve students. 

 Community Engagement will involve research. 

 The institution will engage in regular review of the effectiveness of quality-related 

arrangements for community engagement. 

More specifically, the overall purpose of this policy is to ensure that respectful, democratic 

negotiations with the local community enable effective community engagement, which is 

both developmental and responsive. It is stated that the outcomes of such engagement will 

be aligned with the following institutional goals as stated in the Strategic Plan (2008-2011) 

of the University: 

GOAL ONE: To provide formal, non-formal and informal learning programmes of high 

quality, which are relevant and responsive to the needs of students and of society. 

 

GOAL TWO: To conduct research appropriate to a comprehensive University in partnership 

with the local, national and international community. 

 

GOAL THREE: To build a positive image of the University through high quality academic 

outputs, and partnerships with business/industry, civil society, other HE institutions, and 

both national and international research foundations and bodies. 
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A Draft Community Engagement Policy (2009) was developed by a Community Engagement 

Working Group (CEWG). The policy aligns the University’s community engagement with 

South African higher education imperatives( White Paper on Higher Education :1997). 

The Draft Community Engagement Policy (2009) defines ‘Service Learning’ (also referred to 

as academic or community service learning) as an educational approach that provides 

curriculum-based, credit-bearing, and assessed learning experiences for students. Setting 

out to find a balance in the benefits to both students and communities, lecturers negotiate 

with community and service sector partners to find appropriate service activities for students 

that are aimed at achieving jointly identified community goals. Through structured critical 

reflection, students are afforded opportunities to reach academic, personal and generic 

developmental outcomes, in particular that of good citizenship (cf. the mission statement). 

Service learning requires a respectful, democratic partnership environment that allows for 

reciprocal teaching and learning. 

THE THEORETICAL AND CONCEPTUAL FRAMEWORK 

This study is underpinned by the following concepts and theories: 

DEFINITION OF TERMS: 

Community Engagement 

Community Engagement (CE) is defined as: "initiatives and processes through which the 

expertise of the institution in the areas of teaching and research are applied to address issues 

relevant to its community." (Council on Higher Education: 2006). Community engagement 

enables the University to share its knowledge resources with its surrounding community and 

encourage an ethos of community service within its staff and student body. 

Service learning 

According to Eyler & Giles, 1999, Service-learning is a form of experiential education where 

learning occurs through a cycle of action and reflection as students work with others through 

a process of applying what they are learning to community problems and, at the same time, 

reflecting upon their experience as they seek to achieve real objectives for the community 

and deeper understanding and skills for themselves. Service-learning is: a course-based, 

credit-bearing educational experience in which students:  

• Participate in an organised service activity that meets identified community goals. 
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• Reflect on the service activity in such a way as to gain further understanding of 

course content, a broader appreciation of the discipline, and an enhanced sense of 

civic responsibility. (Bringle & Hatcher, 2004) 

 

Work integrated learning 

 

Work-integrated learning is the term used to describe educational activities that integrate 

theoretical learning with its application in the workplace. These educational activities 

provide a meaningful experience of the workplace application that is intentional, organised 

and recognised by the institution, in order to secure learning outcomes for the student that 

are both transferable and applied. 

 

MODELS OF SERVICE-LEARNING 

Heffernan outlined six different models for incorporating service-learning into various 

disciplines (Heffernan, 2001): 

Discipline-Based Service-Learning Model: where students work in the community 

throughout the semester and reflect on their experiences on a regular basis using course 

content as a basis for their analysis and understanding. 

 

Problem-Based Service-Learning Model: where students work with community members to 

understand a particular community problem or need. This model presumes that the students 

will have some knowledge they can draw upon to make recommendations to the community 

or develop a solution to the problem. 

 

Capstone Course Model: where students in the senior year are asked to draw upon the 

knowledge they have obtained throughout their course work and combine it with relevant 

service work in the community. 

 

Service Internship Model: where students working as many as 10 to 20 hours a week in a 

community setting with on-going faculty-guided reflection to challenge the students to 

analyze their new experiences using discipline-based theories. 

 

Undergraduate Community-Based Action Research Model where students work closely with 

faculty to learn research methodology while serving as advocates for communities. 

 

Directed Study Additional/Extra Credit Model where students make special arrangements 

with the instructor to complete additional work or explore a subject in more depth. 
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RATIONALE FOR SERVICE LEARNING 

 

Service-learning involves students in community service activities in addition to class time. 

Course objectives are linked to meaningful learning through service. Course activities such as 

lectures, readings, discussions, and reflection inform the student service, and in turn the 

service experiences are brought back to the classroom to inform the academic dialogue and 

student comprehension. The students work on real community problems that make 

academic learning relevant while simultaneously enhancing their social skills, analytical 

ability, civic and ethical responsibility, self-efficacy, and career development. Service-

learning as pedagogy, departures from the traditional lecture-driven, faculty-focused 

curriculum. It requires student participation in developing learning goals and confronting 

real life in a way that challenges their assumptions and forces critical thinking. It requires 

faculty to share control over learning outcomes while affording them a closer relationship to 

students. Service-learning pedagogy is commonly described as a continuous learning cycle, 

fostering meaning and comprehension through: 

o Concrete experience 

o Reflective observation 

o Abstract Conceptualization 

o Active Experimentation 

 

THE CHARACTERISTICS OF SERVICE-LEARNING 

According to the National Commission on Service learning, service-learning: 

 Links to academic content and standards  

 Involves young people in helping to determine and meet real, defined community 

needs  

 Is reciprocal in nature, benefiting both the community and the service providers by 

combining a service experience with a learning experience  

 Can be used in any subject area so long as it is appropriate to learning goal  

Service-learning is not: 

 An episodic volunteer program  

 An add-on to an existing school or college curriculum  

 Logging a set number of community service hours in order to graduate  

 Compensatory service assigned as a form of punishment by the courts or by school 

administrators  

 Only for high school or college students  
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There are three steps in the service learning cycle: pre-service reflection, reflection during 

service and post service reflection 

Pre-service reflection 

 The community and the students work together to identify community needs. 

 Students explore issues, assess resources, and seek out the thoughts and concerns of 

those served(community) 

 Students make connections between service activities and their studies to deepen 

their understanding of curricular material, how it is applied and why it is important. 

 Students assess needs ,collect all relevant information ,engage in the necessary 

training and develop an action plan   

Reflection during service 

 Students engage in meaningful service experience by investing themselves in service 

activities that address genuine community needs, students then find meaning in the 

project and grow to understand its value. 

 In the process students exchange ideas with peers and community partners, they look 

at the cultural and diversity issues or viewing the project in the community and 

political terms. 

 Students assess their own learning and the impact of the project on the community 

being served. 

Post service reflection 

 Involves evaluation and new understanding. 

 Students discover new perceptions of themselves and world around them through 

evaluating the whole exercise. 

 Students then celebrate their achievements and reflect on their shortcomings. 

 Celebrating reinforces the positive achievements , sense of accomplishment, and 

personal growth attained through the service learning experience 

The service learning cycle is not terminal. As the diagram (Figure: 1) illustrates, the service-

learning process doesn't end when a service activity is complete. A project may be finished, 

but service-learning is a transformational process where young people, practitioners, and 

communities continue to grow as they discover the root causes underlying the needs. 

Every part of the cycle is rich with learning and growth opportunities, many of them 

happening as young people are guided through the process of identifying, planning, and 
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carrying out service activities. It's important for practitioners to recognize the learning 

potential in each phase of the process and get students reflecting so that real learning takes 

place. 

RESEARCH METHODOLOGY  
 
Sampling 

The study will use a purposive sampling technique.  The purpose of using this sampling 

technique is not only to assure representativeness in statistical terms, but also to ensure that 

data on perceptions and experiences of those directly involved in SL implementation is 

collected. The study targeted 4 lectures that went through short course on SL drawn from 4 

faculties, 4 lecturers representing their respective faculties in the universities community 

engagement committee and the chairperson of CEWG and 4 Student Representative Council 

(SRC) members presenting their respective faculties as subjects for the study. These 

participants were chosen because they are in a better position to know. The power of 

purposive sampling lies in selecting information rich-cases for in-depth analysis related to 

the central issues being studied and can be used with both quantitative and qualitative 

studies.  
 
Instrumentation 

This study used a questionnaire, focus groups interviews and document analysis as media for 

gathering the data needed. These methods we used together to complement each other. The 

questionnaire gathered both quantitative and qualitative data. On the other hand the focus 

group discussion focused mainly on collecting qualitative data. Documentary analysis (i.e 

institutional policies) to established fitness of purpose and fitness for purpose. 

 

The questionnaire 

There are basically three ways of administering a questionnaire: the face-to-face interview, 

the telephone interview and the self-administered questionnaire (Corbetta, 2003:142). In 

this study the last option was adopted. Advantages of self-administered questionnaires 

according to Corbetta (2003:146) are:  

  considerable saving on cost (the only immediate costs being those of printing and 

mailing);  

  filling in of questionnaire can be done at leisure, even at different times;  

 greater guarantee of anonymity than in a face-to-face interview (the returned 

questionnaire does not contain any means of identification);  

  no bias due to the presence of an interviewer; and  

 living far away or in isolated areas makes no difference.  
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Corbetta (2003:147) gives the following disadvantages for the self-administered 

questionnaire:  

  low percentage of returns (often well below 50%), partly because there is no   

interviewer present to urge compliance; 

 sample bias due to the self–selection, since those who respond tend to be different 

from those who do not (e.g. more educated, etc), therefore it is unlikely that we will 

have a random sample of the entire population; 

 the level of education of the population studied has to be medium-high, in that 

subjects must have certain familiarity with the written communication; 

 no control over completion of the questionnaire, which might be filled in by some 

other member of the family, or by a secretary; 

 questionnaires must not be too complex; both questions and instructions must be 

simple (e.g. filter questions such as: ‘if you answer ‘yes’ go to the next question; if 

you answer ‘no’, go to question 25, etc. should be avoided); and 

 fewer questions can be asked than in face-to-face interviews.  

 

The questionnaire was designed to collect both quantitative and qualitative data from both 

the students and lectures. There are nine sections in the questionnaire, consisting of Section 

A: Demographic information, Section B: Role of Community Engagement Working Group in 

promoting Service Learning, Section C: Policy on Service Learning. Section D: Institutional 

service learning mechanisms and structures, Section E: Students’ perceptions about 

institutionalization of service learning, Section F: Lectures’ perceptions about 

institutionalization of service learning Section G: Barriers to the institutionalization of 

service Leaning, Section H: Barriers to the institutionalization of service Leaning and Section 

I: Recommendations.  

 

The focus group interview 

The purpose of the focus group discussion is to produce qualitative data to provide insights 

into the attitudes, perceptions, and opinions of participants (Krueger: 1994). The focus group 

interview schedule to guide the discussion with participants covered the nine areas similar to 

those covered by the questionnaire. 

 

The focus interviews were conducted with 4 lectures that went through short course on SL 

drawn from 4 faculties, 4 lecturers representing their respective faculties in the universities 

CEWG and the chairperson of CEWG and 4 SRC members presenting their respective 

faculties as subjects for the study. Consent to tape record the interview was established with 

the participants. Participants were assured that the study was confidential and that they will 



10 
 

not be individually identified in any information or reports produced from the interview. The 

audiotapes were transcribed for the purposes of analysis. The qualitative data collected from 

the focus group discussions were categorized into themes. 

 

Documentary Analysis  

Documentary Analysis was important to supplement as well as to compensate for the 

limitations of other methods. Documentary evidence acts as a method to cross validate 

information gathered from interview given that sometimes what people say maybe different 

from what people do. The documents consulted include:  

• The University of Zululand Strategic Plan (2008-2012) 

• Institutional Operating Plan (IOP)  

• A Draft Community Engagement Policy (2009)  

• White Paper on Higher Education (1997).  

 

Data collection techniques  

The use of combined research methods (qualitative and quantitative) will provide multiple 

levels of triangulation to ensure accuracy and comprehensiveness.  Data collection took place 

in three phases:  

Phase 1: Collection of quantitative data using questionnaires sent to lectures and student 

representatives  

Phase 2: Collection of qualitative data using: focus group interviews with lectures and 

student representatives, including, 

Phase 3: Documentary analysis (e.g. of institutional policies) to establish fitness of purpose 

and fitness for purpose.  

 

RESULTS AND DISCUSSION  

 

Role of Community Engagement Working Group in promoting Service Learning 

CEWG is a committee comprises representation from each of the four Faculties (Faculty of 

Commerce Admin & Law, Faculty of Science & Agriculture, Faculty of Arts, Faculty of 

Education) and Administration (Academic Development, Quality Promotion Unit and 

Experiential Learning Unit and Public Relations office). With representation from all 

Faculties, key non-academic departments and Administration its major functions are to: 

• Produce a University Policy to enable Community Engagement which is both 

developmental and responsive, and to set out guidelines and procedures for its 

enactment.  
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• Ensure inclusion of CE activities along with research activities in Faculty annual 

reports. 

• Create and ongoing maintenance of an on-line data base of CE activities. 

• Include a bus tour of the local community in the orientation programme for new staff 

members. 

• Offer a Rector’s Distinguished Community Engagement Award on a par with the 

Rector’s Distinguished Teaching Award. 

• To allocate funding for community engagement projects. 

 

The mandate for promoting Community Service-Learning (CSL) as the preferred form of 

engagement between University and Community lies in the Institutional Operating Plan 

(IOP) 2006-2009, which makes the following commitment: 

“Service learning, combining community service with credit bearing learning is to be 

introduced between 2007 and 2009; all programmes will be required to develop a credit 

based service learning component in line with Council for Higher Education (CHE) 

requirements and the fundamental national goals of development”. To assist in achieving the 

target set out in the IOP, the Community Engagement Working Group (CEWG) has secured 

funding for 8 pilot projects (2 per Faculty), at R20, 000 per project, to be established in 

2009. Types of Projects Currently Funded: 

 Project Ukunakela / Project Care 

 The Power & Victory in an information sharing session on HIV/AIDS.  Practical 

education on HIV/AIDS pandemic through sports 

 Chemical Education for Science Educators & Learners at High Schools 

 Youth Development through Sports in the Kwa-Dlangezwa Community 

 Kwa-Dlangezwa Secondary School’s Newspaper & Visitation Program 

 uBuhlebuyeza Older Persons Project 

 Unizulu School Outreach Library 

 Siyafunda Literacy Project 

 Mission Green Earth 

 Educating the community of their role in social integration of ex-offenders back into 

the community 

 Collaborative health support for HIV/AIDS in the rural northern KZN 

 Orphans and Vulnerable Children 

As an additional incentive to get staff members involved in service learning, funding has also 

been granted for a Distinguished Community Engagement Practitioner Award (along the 

lines of the already established Rector’s Distinguished Teacher Award). These awards, each 

worth R 5,000, will be made twice a year. The CEWG) has embarked on a number of 
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advocacy campaigns in the institution by conducting workshops in the institution and 

sometimes inviting experts in the field of service learning to address stakeholders on the 

importance of service learning as an educational approach. 

Funding has been made Available to encourage faculties to introduce a credit bearing 

component of service learning in their programmes and to undertake community 

engagement projects. Existing CE activities tend to be individually generated, informal and 

ad hoc, and restricted to certain disciplines (“those which more readily lend themselves to 

this sort of activity”, such as Nursing Science). Not much has actually been done to 

implement CE at Faculty level, owing to a lack of time, human and financial resources, and 

the time-consuming activity over the past year of converting degree programmes to double 

majors. 

Furthermore the  CEWG  also funded 5 staff members, four of them drawn from (4) four 

faculties of the institution, the chairperson of the CEWG  and the manager for Cooperative 

and Experiential Learning division to enroll for a short learning programme on service 

learning at the University of Free State which is one of the renowned institution on service 

learning.  

 

In spite of all these initiatives service learning as an educational approach has not seen the 

light of day in the institution. 

 

Policy on Service Learning 

 

Although the University of Zululand Strategic Plan (2008-2012) and Institutional Operating 

Plan (IOP) indicate a paradigm shift towards academically based community interaction 

where service-learning is an integral part of the curriculum. The subjects in the study 

indicate that a policy on service learning to guide its institutionalization has not been 

developed at the university. The only policy that exists is Community Engagement Policy in 

which service learning is mentioned in passing. Without significant policy support, service-

learning will remain an unrealised dream in the institution. The policy is needed to provide 

context within which service learning will operate.  According to the participants the policy 

will provide guidelines on the following issues: 

 understanding of what constitutes service learning at this particular institution 

 student placement in the communities 

 integration of service learning component into the curriculum 

 Risk management during placement 
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 Service level agreement with the communities in which students will be placed 

 Roles of stakeholders ( students, lectures and the communities) 

The participants feel that policy efforts can expand service-learning to a common and critical 

component of all students’ educational experiences. 

 

Institutional service learning mechanisms and structures 

The study reveals that service learning activities at the institution are not centrally 

coordinated, which hinders the process of institutionalizing service learning as an approach in 

the curriculum. Hinck and Brandell (2000) suggest that the institutionalization of service 

learning is facilitated by an adequately staffed and funded central office, preferably within the 

division of academic affairs. The Service Learning is necessary to provide a central location 

for information about service learning in the institution. This may include providing support 

and advice to faculties interested in enhancing and developing service learning courses, 

developing new opportunities for students, and serving as a liaison with community partners 

interested in exploring new service learning connections with the University. 

Students’ perceptions about institutionalization of service learning 

  

Students had no idea of what service learning is, but after the concept was explained to them 

the majority of them said they would like participating in it. Students were asked to indicate 

if they would benefit from engaging in community service learning, most of them felt that 

they would. One student pointed out that service learning has potential of increasing 

awareness of community challenges that can be addressed through working together by all 

the stakeholders involved. Most students believe that through service learning they would 

develop problem solving skills. Students foresee the following as possible challenges in the 

process of implementing service learning: 

• Lack of co-operation from the community 

• Lack of knowledge in the community 

• Lack of resources (human, physical & financial) 

• Students not understand the module requirements 

• Getting mixed messages about service learning at institutional level 

• Getting the buy in of the community into the service learning idea. 
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Lectures perceptions about institutionalization of service learning  

 

All the lecturers consider service learning to be of value to students.  Reasons given by one 

lecturer why students would benefit were for the application of theory, interdisciplinary 

nature and inclusivity. They also hope that students will increase their understanding of the 

topics that are dealt with in class and as well as gain hands-on experience. Students will also 

learn more about social issues and their root causes. Lecturers foresaw the following 

challenges in the process of implementing service learning: 

• Community may demand more than we can give 

• There may be difference of opinions regarding community priorities 

• Communities may not accept students and lectures to conduct service learning 

• Language and cultural differences may be a barrier 

• Accessibility e.g. bad roads 

• In some communities most people  cannot read or write 

• Availability of time and resources to undertake service learning 

Barriers to the institutionalization of service leaning  

 

Although the participants recognise that there are many benefits to service-learning, but they 

identify some challenges that lectures and students face when attempting to implement 

service-learning program. These challenges amongst other things involve lack of support 

from the management, lack of resources, differences on conceptualization of the concept of 

service learning, lack of rewards and the workload of the academics.  This is consistent with 

Bringle et al. (1997) who observe that often faculties are reluctant to take on the additional 

responsibility due to the time and coordination demands, lack of support from the 

administration, the extra work involved in preparing/training students, and inexperience 

with non-traditional teaching methods. McCarthy & Tucker (1999) argue that academics are 

discouraged from implementing service learning programs because institutions do not 

support service learning with the same credibility and respect as their duties of teaching and 

research. 

RECOMMENDATIONS 

• Include engagement in service learning as one of the promotion criteria for 

academics 

• Develop a policy on service learning that is different from the current policy on 

community engagement 
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• Hold advocacy for service learning at faculty board level 

• Capacitate more lecturers on service learning  

• Incentivise lectures and students engaging in service learning (Rewards & 

Recognition) 

• Resource commitment for the institutionalization of service learning  

• Involve Executive Deans & Heads of Departments in the policy implementation 

• Establish an office responsible for service learning  

 

CONCLUSION 

In a nutshell the institution under investigation embraces service-learning as a teaching 

approach that integrates academic instruction with community service that engages students 

in community responsibility, critical and creative thinking, and structured reflection. This is 

reflected in the following policies: University of Zululand Strategic Plan (2008-2012), 

Institutional Operating Plan (IOP) and a Draft Community Engagement Policy (2009). 

Despite the existence of these policies, service-learning is still a peripheral activity in the 

institution. Recommendations of this study will have to be taken into consideration if service 

learning has to be the DNA of this institution.  

 

 

 

 

 

 

 

 

 

 

 



16 
 

REFERENCES 

 

Academic Service Learning: A Pedagogy of Action and Reflection, New Directions for 

Teaching and Learning. Rhoads, Robert A. and Howard, Jeffrey. (Eds.). 1998. San Francisco: 

Jossey-Bass. 

 Academic service-learning faculty development manual. Stacey, Kathleen., Rice, Dale L., 

and Langer, Georgea. (2004). Ypsilanti, MI: Eastern Michigan University Office of Academic 

Service-Learning. 

Bowen, H. R. (1977). Investment in learning: The individual and social value of American 

higher education. San Francisco: Jossey-Bass. 

Campus Compact. (2001). Annual Service Statistics 2000. Providence, Rhode Island: Brown 

University. 

Council on Higher Education (2004) South African Higher Education in the First Decade of 

Democracy, accessed at www.che.ac.za/documents/d000081/index.php. 

Community Higher Education Service Partnerships (CHESP) www.chesp.org.za 

Draft Community Engagement Policy (2009) University of Zululand 

Eyler, J., & D. E. Giles, J. (1999). Where's the Learning in Service-Learning? San Francisco: 

Jossey-Bass.  

Fiske, E. B. (2001). Learning in Deed. The Power of Service-Learning for American Schools. 

Battle Creek, MI: W.K. Kellogg Foundation. 

Focus Volume 1 Number 3 January 2006. JET Education Services and Community 

Heffernan, K. (2001). Fundamentals of Service-Learning Course Construction. RI: Campus 

Compact, pp 2–7, 9. 

Higher Education Service Partnerships (2004), Synopsis of Progress and Future Direction, 

September 2004. 

Mohamed (S.L) 2006 as Quoted in Focus Volume 1 Number 3 January 2006. 

National Youth Leadership Council (NYLC), accessed at(www.nylc.org) 

National Service-Learning Clearinghouse. (1994). Defining Service-Learning. 

National Commission on Service Learning (NCSL), Learning in Deed. (2002). Learning in 

Deed: The Power of Service-Learning for American Schools 

Stanton, T. (1990). Service learning: Groping toward a definition (65-67). In Jane C. Kendall 

and Assoc., Combining Service and Learning: A Resource Book for Community and Public 

Service (Vol. 1). 

University of the Free State accessed at www.uovs.ac.za/faculties/index.php?FCode=Z1. 

University of the Johannesburg, accessed at (www.uj.ac.za) 

University of the Stellenbosch, accessed at (www.sun.ac.za/ 

University of Zululand Strategic Plan (2008-2012) and Institutional Operating Plan   (IOP) 



Open Educational Resources in Open and Distance Learning 
 

by 
 
 

Dr. Monica Masino 

The University of the West Indies, Open Campus 

Academic Programming and Delivery Division (APAD) 

Post Office Box 64 

Bridgetown, Barbados BB11000 

monica.masino@open.uwi.edu or mmasino5@gmail.com 

246-417-4718 

 

 
 
 
 
 
 
 



Open Educational Resources in Open and Distance Learning 
 
Abstract 
 
The purpose of this workshop is to disseminate and share information, experiences and 
practices involving the use and re‐use of Open Educational Resources (OERs) in Open 
and Distance Learning. 
 
The objectives of the information that will be presented are to:  describe Openness in an 
educational context; discuss OER’s potential to contribute to systemic change in Higher 
Education Policy; to analyze current trends and view on the impact of OER’s on course 
design, development, cost and student enrollment and to evaluate the Creative 
Commons Licenses and their impact on scholarship. 
 
At the end of the workshop, participants will have an increased awareness of the issues, 
challenges and possibilities regarding OER development and usage. It is hoped that this 
workshop will generate a collaborative interest with participant stakeholders on the way 
forward to partnering in the use of OER’s.  
 

#339 



1 
 

 
 

Unlearn Their Privilege: Pre-Service Teachers Learning from  
Immigrant Parents 

 
Yan Guo 

 
University of Calgary 

2500 University Drive NW 
Calgary, Alberta, Canada, T2N IN4 

yanguo@ucalgary.ca 
 

Introduction 

Immigration is now the main source of Canada’s population growth. This has 

very serious implications for Canadian school systems and for the preparation of teachers. 

According to the 2006 Census, almost 6,293,000 people, that is, about one out of every 

five people in Canada, speak languages other than English or French as their mother 

tongue (Statistics Canada, 2008). Moreover, the long-term prospect for this population is 

continued growth (Statistics Canada, 2005). Calgary is the largest recipient of immigrants 

and English as a Second Language (ESL) students in Alberta, and the fourth largest such 

urban area in Canada, after Toronto, Vancouver, and Montreal. The number of ESL 

students in schools is growing rapidly. In Alberta, for example, there were 14,673 ESL 

students enrolled in provincial schools in 1989 and 71,541 in 2011 (Alberta Education, 

2011). The Calgary Board of Education in 2011 enrolled about 22,000 ESL learners.  

Given the increasing linguistic and cultural diversity of the Canadian population, 

existing teacher education programs cannot prepare sufficient numbers of teacher 

specialists for the ESL school population. This strongly suggests that all teachers need to 

be learning how to teach prepared for this population.  Most teacher preparation programs, 

however, ignore the needs of ESL students and most classroom teachers have not 
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received preparation to help ESL learners achieve their best. A recent report on ESL 

education in Ontario states: “The state of ESL in large, multi-ethnic school boards is 

abysmal, and, in essence, a betrayal of the public trust. The reality is that ESL students 

are denied access to supports necessary for their academic success” (Meyer, 2003, p.3), 

thus violating equality rights in the Canadian Charter. 

Immigrant parents bring their values, language, culture, religion and educational 

backgrounds to our schools enriching our educational environments. The literature on 

immigrant parents, however, uses a deficit model, highlighting parents’ inability to speak 

English, and their difficulties in communicating with schools (Bitew & Ferguson, 2010; 

Gibson, 2000; Guo, 2006). In opposition to the dominant discourse of immigrant parents 

as the problematic “Others” in Canadian schools, this study examines how pre-service 

teachers learn to incorporate immigrant parent knowledge regarding the linguistic, 

cultural and religious diversity in their practicum schools. Learning in work, referring to 

learning as “product”, as “process”, and as all conscious human experience, is inherently 

complex and contested (Fenwick, 2006). Learning in this study is defined as expanded 

possibilities for action, or becoming “capable of more sophisticated, more flexible, more 

creative actions” (Davis & Sumara, 2006). 

Theoretical Frameworks and Prior Research 

Fear of Diversity and Difference as Deficit: Over the years, research has 

repeatedly revealed that many teachers are not well prepared to work effectively with 

immigrant parents (Malatest & Associates, 2003; Turner, 2007). In their daily encounters 

with cultural diversity, many teachers still confront many challenges. One of the 

challenges is the fear of diversity (Palmer, 1998), the fear of Muslims, particularly after 
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the September 11th event (McDonough & Hoodfar, 2005), partially resulting from a lack 

of knowledge and readiness to approach cultural and religious diversity. The current 

curriculum and teaching practice in K-12 education, characterized by Eurocentric 

perspectives, standards and values, do not reflect the knowledge and experiences of our 

culturally and religiously diverse student and parent population. Another challenge is the 

“difference as deficit” perspective (Dei, 1996). Rather than seeing difference and 

diversity as an opportunity to enhance learning by using the diverse strengths, 

experiences, knowledge, perspectives of students and parents from various cultural 

groups, the “difference as deficit” model sees diversity ignored, minimized, or as an 

obstacle to the learning process (Cummins, 2003; Dei, 1996).  For example, the unique 

way that immigrant parents engage in their children’s education is often ignored by 

teachers and school administrators (Jones, 2003; Ramirez, 2003).  

Immigrant Parent Knowledge: The knowledge that immigrants hold about their 

children is often unrecognized by pre-service teachers and school administrators (Jones, 

2003). These forms of non-recognition of immigrant parents can be attributed to 

misconceptions of difference, and lack of knowledge about different cultures (S. Guo, 

2009; Honneth, 1995). A deficit model of difference leads to the belief that difference is 

equal to deficiency, that the knowledge of others, particularly those from Third World 

countries, is incompatible, inferior, and hence, invalid (Abdi, 2007; Dei, 1996). If school 

staff members hold these attitudes, even tacitly, they may fail to recognize and make use 

of the knowledge of immigrant parents. 

The extent to which parent knowledge is gained and used may be modelled as 

“transcultural knowledge construction,” whereby individuals in immigrant societies of 
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the new world change themselves by integrating diverse cultural life-ways into dynamic 

new ones. The resulting blended forms lead either to, opposition and discrimination, or to 

cultural creativity and the integration of new knowledge within academic and societal 

positionings (Hoerder, Hébert & Schmitt, 2006).    

Knowledge is power; knowledge is socially constructed, culturally mediated, and 

historically situated (McLaren, 2003). At the heart of the nature of knowledge as social 

relations is a notion of culture as a dynamic entity, as a way of using social, cultural, 

physical, spiritual, economic, and symbolic resources to make one’s way in the world. 

Mobilizing such knowledge systematically in the classroom by teachers and 

administrators would promote insightful connections between curricular goals and 

immigrant students’ experiences in countries of origin, in transition, and in residence in 

the local community, in turn making sense of transcultural flows and attachments to 

locality (Appadurai, 1996; Hannerz, 1992).  

In addition to socially mediated forms of knowledge, immigrant parents’ personal 

knowledge can play an important role in school relations. Personal knowledge refers to 

wisdom that comes with embodied meaning (Polanyi, 1958). Parent personal knowledge 

is knowledge gained from lived experience in all aspects of life-at work, at play, with 

family and friends, and so on. It has temporal dimensions in that it resides in “the 

person’s past experience, in the person’s present mind and body, and in the person’s 

future plans and actions” (Connelly & Clandinin, 1988, p. 25). Parent knowledge 

includes that drawn from their own educational backgrounds, their professional and 

personal experiences of interacting with schools in their countries of origin as well as 
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their current understanding of the host country’s education system, their own struggles as 

immigrant parents, and their future aspirations for their children (Pushor, 2008).  

Reflection as Practitioner Knowledge: The concept of reflection has been 

recognized in education for some time and has gained currency in ESL research and 

practice. John Dewey (1933) defined “reflection” as the “active, persistent and careful 

consideration of any belief or supposed form of knowledge in light of the grounds that 

support it” (p. 9). Dewey also acknowledged the importance of translating beliefs into 

action. Similarly, Schön (1983) regarded action as an essential aspect of the reflective 

process. In his view, reflective practitioners are those who engage in reflection-in-action, 

both as an interior observation and a criticism of personal actions. Since then, this 

concept has been extended to include not only reflection-in-action but also reflection-on-

action (Calderhead & Gates, 1993). This encourages teachers to reflect on their teaching 

theories and procedures both before and after teaching (Cosh, 1998; Y. Guo, 2005). This 

third notion of reflection will be taken up in this study, in which pre-service teachers 

reflect upon their interpretations of ESL parents’ knowledge and teaching practice in 

addressing the needs of ESL students. This third notion of reflection, as subjective and 

personal knowledge, will be also examined as a possible bridge toward transcultural 

understanding, acceptance of conflicting perspectives, a profound respect of others’ lived 

differences, and a strategic awareness of cultural contexts that influence one’s own 

beliefs, values, attitudes, and behaviors (Banks et al., 2005; Hoerder et al., 2006; 

MacPherson et al., 2004; Mujawamariya & Mahrouse, 2004; Solomon & Levine-Rasky, 

2003; Tellez & Waxman, 2006). 
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Dialogue across Differences: Charles Taylor, a Canadian philosopher suggests 

that differences between different cultures can be negotiated through “diversity dialogue” 

(1994, 1997).   A diversity dialogue between parents and pre-service teachers, or dialogue 

across differences as Burbules and Rice (1991) refer to it, can heighten our sensitivity to 

“how the ‘same’ thing might look and feel quite different to members of different cultural 

groups” (Burbules & Rice, 1991, p. 405). Taylor (1994) suggests four steps for different 

parties to engage in “diversity dialogue.” First, it is important to listen to other voices 

because each voice is unique. Secondly, it is significant to recognize and understand 

differences since non-recognition or misrecognition can inflict harm and can be the basis 

of oppression and domination. Taylor challenges the notion of “this is how we do things 

here” and holds out the possibility that we might recognize the worth of different cultures 

by expanding our horizons or fused horizons (Strike, 1996). The third step is to respect 

differences. The equal value of different cultures is not only recognized, but also 

cherished. The next step is to negotiate and accommodate differences. We can 

accommodate differences because cooperation allows us to build some remarkable things 

together (Taylor, 1997). Following Taylor, this study intends to compare and contrast 

parents’ and pre-service teachers’ views on first language, culture and religion in 

addressing ESL students’ needs.  

Guided by the theoretical frameworks described above, this study examines the 

knowledge construction of pre-service teachers, with respect to the learning of ESL 

students. Two research questions guided this study:  

1. How do pre-service teachers interpret immigrant parent knowledge regarding ESL 

students’ first language, culture and religion?  
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2. How do pre-service teachers construct knowledge about ESL learners and their 

teaching practice?  

Methodology 

Thirty-eight parents were recruited through the Coalition for Equal Access to 

Education in Calgary, Alberta. This is a local umbrella organization of community 

agencies, groups and individuals, concerned with the current state of ESL instruction in 

the K-12 public education system and its consequences for immigrant children and 

families. The Coalition is committed to work with community, education and government 

stakeholders to promote access to quality, equitable education for culturally diverse 

children and youth.  

The parents who participated in this study had recently arrived in Calgary from 

fifteen countries including China, Korea, Vietnam, Nepal, the Philippines, India, Pakistan, 

Bangladesh, Algeria, Ghana, Somalia, Sudan, Columbia, Belize, and Suriname. They 

spoke twenty-three different languages. All participants held credentials from their 

countries of origin. Twenty-five of these parents had bachelor of degrees, twelve had 

master’s degrees, and one had a high school diploma. Occupations held in countries of 

origin included university instructors, teachers, engineers, social workers, principals, and 

managers. Once in Canada, most experienced downward mobility; they became 

community liaison workers, cashiers, production workers, or unemployed. Some parents 

volunteered in Canadian schools, participated in school councils, or worked in schools as 

lunch supervisors or teacher assistants. Some had observed teachers working with their 

children in Canada, and were able to share these experiences. Semi-structured, individual 
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interviews with parents were used to elicit their perspectives on what teachers should 

know about their children. Each interview lasted from sixty to ninety minutes. 

Three types of parent knowledge: first language, cultural and religious knowledge 

were generated from in-depth interviews with immigrant parents, reported elsewhere 

(Guo, in press). Then, parent knowledge was shared with a group of pre-service teachers 

in a teacher education program in three approaches: a) through intercultural dialogues 

between the pre-service teachers and parent leaders, b) through an on-line discussion 

forum, and c) focus groups among the pre-service teachers. The participants were 89 pre-

service teachers at the University of Calgary’s Master of Teaching (MT) programme, a 

two-year post-degree bachelor of education programme. The pre-service teachers were 

representative of the nation’s teaching force, mostly white and female. The MT 

programme is known as inquiry-based learning, a field-oriented approach and learner-

focused. Inquiry refers to a way of learning that requires the student to explore theories 

and issues through real-life cases, actively question, conduct research and interpret a wide 

range of materials (University of Calgary 2009). This programme is unique because 

campus and field experiences are interwoven throughout the two years. In Year 1, 

students have a one-week immersion experience in their assigned school in September. 

Field experiences are two days per week for the remaining weeks of semester one, and 

through semester two. In Year 2, students have one semester in the field and another 

semester on campus.  

Specifically, first, nine parent leaders were invited to share parent knowledge with 

four groups of pre-service teachers, about 20 to 25 people in each group from March 

2009 to March 2011. Each time it lasted for about two hours. The meetings of parent 
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leaders and pre-service teachers were audio-recorded and then the pre-service teachers’ 

written reflections on these sessions were collected. Secondly, 89 pre-service teachers 

participated in an on-line forum in Blackboard to reflect on how they responded to parent 

knowledge in their field experience. The on-line probes included the following: (a) Who 

are the ESL learners in your field experience? What made you notice that they are ESL 

learners? (b) 36 out of 38 parents in our study believed schools should encourage their 

children to use their first languages at school. What is your own position on this issue? (c) 

How are students' first languages valued in your schools? Can you give us an example? 

(d) Why is it important for you to understand your ESL students' cultures? Can you give 

us an example of cultural misunderstanding in your field experience? How is the 

misunderstanding resolved? What have you learned from this experience? (e) Have you 

witnessed an ESL student who was discriminated against based on the name, accent, 

ethnicity, race, religion, language proficiency and other factors in schools? Who were the 

key players? How did it happen? How was it resolved? How does this experience inform 

your future teaching? (f). Some Muslim parents in our study requested to exempt their 

children from certain classes such as dancing and swimming, and sex education in public 

schools. What is your school’s policy? How would you respond to these requests in your 

future teaching? and (g) Public education in Canada follows a fundamentalist Christian 

curriculum and calendar. Do you agree with this statement? Why or why not? The on-line 

reflections were collected over three semesters from January 2010 to April 2011. Thirdly, 

focus groups were conducted at the end of semesters to discuss the questions noted above 

in a group format. The focus group works well in situations that involve investigating the 

attitudes and experiences of a homogeneous group of people regarding a specific issue 
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(Krueger and Casey 2000). It allows for meanings to be shared and elaborated upon 

through group interaction. Therefore, focus groups provided a complementary 

methodology to expand upon the questions posed online. Five focus groups were 

conducted, including four, three, four, four, and three students in each group, and 

individual interviews with two students whose schedule did not permit attending the 

focus groups. 

Findings and Discussion 

Three major themes, first language as a problem or resource, cultural mismatch 

and discrimination, and religious diversity, emerged from data analysis. In each case, we 

were able to identity how cultural variations in these knowledge areas contributed to 

misunderstandings between parents and teachers.  

First Language as a Problem or a Resource: Most pre-service teachers in our 

study are open and supportive to the use of ESL students’ first languages at school, 

represented in the following comment:  

I think the use of their mother tongue is helping them to succeed in the classroom, 

and catch on to concepts they might not understand. (pre-service teacher)  

This pre-service teacher viewed first language as a resource for ESL students to 

transfer knowledge. Some pre-service teachers noticed that some schools encouraged the 

use of immigrant students’ first language in their practicum:  

Students who speak the same languages assisted each other with math problems 

that one may not have understood but the other did. (pre-service teacher) 

Other pre-service teachers noticed that their schools ignored immigrant students’ 

first language in their practicum.  



11 
 

I think it’s like an afterthought for her (the partner teacher) that any of the 

children in her class actually speak a different language and it’s kind of like a bonus 

when she remembers. The idea that students may speak other languages is not something 

that is thought about. (pre-service teacher) 

Some pre-service teachers are overwhelmed by the need to become familiar with 

so many languages:  

I do not believe that teachers should allow for ESL students to use their first 

language at school. Firstly teachers would have to be proficient in many languages due 

to the wide range of languages. This is because students could be talking about not 

appropriate things and no one would know…As well as, if ESL students were allowed to 

speak in their mother tongue other students may feel unwelcome around them. (pre-

service teacher)  

This pre-service teacher thinks children from non-English background should use 

only English at school. She expressed a fear of her inability to distinguish students’ 

inappropriate language use and the exclusion of other students who do not share the same 

first language. This finding is consistent with pre-service attitudes in studies conducted 

by De Courcy (2007) and Jones (2002). This pre-service teacher perceived that ESL 

students’ home language as a problem.  

The choice between using students’ first language and using English was 

dilemmatic for some pre-service teachers. A bilingual pre-service teacher commented she 

felt uncomfortable speaking Korean to the Korean students in her field experience:  

I’m volunteering at one of the schools that I was student teacher and they just got 

3 brand new Korean girls and since I can speak it, I was speaking with them. Then when 
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teachers would walk by I would feel kind of what am I doing? Should I speak English? 

Why am I speaking Korean to them? Is this right? I was second guessing myself and then 

I felt kind of uncomfortable talking in Korean with them. Like this isn’t the way it should 

be but still it’s put on me that I need to be speaking English ‘cause we’re at an English 

school. (pre-service teacher)  

This pre-service teacher expressed an ideological dilemma (Billig et al., 1988): 

her internalization of the monolingual ideology in her own schooling experience 

contrasting with multilingual ideology she acquired in the on-campus courses.  

Some pre-service teachers critically examined their own biases towards ESL 

students, based on an underlying deficit model:  

I think that for the most part, immigrant students are seen as immigrants first and 

students second- that their being is defined principally in terms of difference. I’m guilty 

of this myself…For example, if I am teaching a student with a strong accent, I find myself 

generalizing that the student’s English comprehension may in some way lack fluency. I 

know that this is not the case, but I cannot help changing the way in which I speak to 

these students. I think that the wider societal perception of immigrant students is that 

these students are in some way deficient in being fully able to participate in the dominant 

culture…while I know this is not the case for these students, I have seen evidence of this 

perception.  (pre-service teacher)  

This pre-service teacher experienced guilt in his awareness that the self is 

conditioned by societal, hegemonic discourses related to linguistic diversity. He realized 

that he should not generalize ESL students’ intelligence based on their “strong accent” 
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and have lower expectations on these students, but in practice he “cannot help” 

underestimating these students’ abilities.  

Cultural Mismatch and Discrimination: In our interviews with immigrant parents, 

they emphasized the importance for teachers to understand their cultural beliefs and 

practices.  A couple of cultural misunderstanding incidents from the interviews were 

shared with pre-service teachers. For example, some parents reported different concepts 

on respect between teachers and parents:  

You know how she (the teacher) started, ‘I think your son doesn’t respect 

women…He doesn’t look at me when I talk to him’…In our culture, it is a sign of respect. 

When the children talk to their parents and elders, they look down (parent from South 

Korea).  

Recently I was talking to one of the ESL teachers. She said she had one student 

from Pakistan and he is always following the teachers. She said, I’m annoyed because he 

is just following me all the time. I said it is not that he is following you, it shows respect. 

You know in our culture you can’t walk in front of the teacher. So all he is doing is 

showing respect for you (parent from Pakistan)  

Responding to these incidents, some pre-service teachers interpreted that these 

incidents occurred due to teachers’ lack of knowledge about students’ culture:  

I think a major reason for this misunderstanding is the teacher’s lack of 

knowledge on other cultures.  It is so important to research behaviours, customs etc on 

the different cultures in your classroom, or things like this can happen.  I had no idea 

about these types of customs, and I will definitely not forget it and hopefully recall them if 

I am faced in a similar type of situation. (pre-service teacher) 
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Other pre-service teachers looked at this incident at a deeper level:  

The Canadian teachers were thinking of normal or abnormal based on what they 

know to be true and the norm in their own culture. (pre-service teacher) 

I believe that the misunderstandings were caused through placing the norms of 

the culture in power on all students and assuming that they would understand and follow. 

(pre-service teacher)  

These excerpts illustrated that some pre-service teachers developed an ability to 

understand the influence of their own socialization. Such self-awareness of personal 

culture prompted some participants to challenge their ethnocentrism. The 

openness to learning was evident when some participants questioned normalization, 

universality, and power relations. They were able to incorporate diverse points of view. 

They realized that having an eye contact and waking beside someone are not reflective of 

universal values. Such critical insights allowed them to see the world through someone 

else’s cultural and experiential lenses.  

A critical incident from parent interviews regarding discipline and child-rearing 

was also shared with pre-service teachers:  

One day, a 6-year-old child opened the fridge, got some food out, and played with 

the food. He went back to the fridge several times and got more food out and played with 

the food. His mother was tired of this and told the kid and his two siblings if you guys go 

again to the fridge, there is a lion there.  Her purpose was not to let the kids touch the 

fridge… It came out in a classroom conversation. The 6-year old told his teacher he 

could not get food from the fridge because there was a lion there. So automatically, the 
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teacher reported this incidence to social services. Social services took it serious and they 

took the kids away. A legal battle dragged the parents to the courts (parent from Sudan). 

The pre-service teachers offered a variety of interpretations of this incident:  

The teacher interpreted this incident as the child not being fed. (pre-service 

teacher)  

This is a scare tactic. I am positive my parents used scare tactics on me when I 

was younger. (pre-service teacher) 

Some realized that for the African parent, saying “there is a lion in the 

refrigerator” was a way to scare her child in order for her child not to play with food. 

They commented how their own parents would call “if you misbehave, the bogeyman 

downstairs will get you”, the parent reconditioned the child to the fridge by replacing the 

‘attractant’ in the child’s mind with an aversion-fear of anxiety would now be provoked 

and the result achieved by the parent. Other participants looked at this incident more 

deeply:  

I feel pretty awful when I read this story, as it seems as though there is a racist 

agenda at play. I’m sure that I could get away with far worse and even genuinely 

destructive behaviour with my own daughter and not suffer the same consequence, as I 

am an established member of the dominant culture. It seems by the stories that the 

Sudanese families are being singled out- that their culture is being seen as far more 

suspect than any particular actions being taken by individual families. (pre-service 

teacher)  

This pre-service realized that regretfully, the teacher misinterpreted it and 

perceived the parent to be neglectful of the child’s basic needs, which led to the 
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conclusion that the parent was abusive. He was aware of his white privilege and 

questioned systemic racism towards Sudanese parents that may play a role in the 

teacher’s misconceptions.   

Religious Diversity: Thirteen out of the thirty-eight parents were Muslim parents 

from Pakistan, Bangladesh, India, Algeria, and Somali. They stated that part of the 

reasons for them to immigrate to Canada was the attraction of its official policies of 

multiculturalism. They requested recognition of religious symbols such as allowing 

Muslim girls to wear a headscarf in school, exemptions from certain classes such as 

swimming and dancing, and accommodation of prayer in public schools.  

The pre-service teachers had multiple and contradictory views regarding the 

policy of secularism and the religious diversity in their classrooms. 

I’m a teacher I’m employed by a school board and I’m under the responsibility of 

following the rules of the school board. And even if I have my own beliefs about what 

should or shouldn’t happen it’s not my place to necessarily use my classroom as a forum 

for that.  

A school is free from religion. We are creating citizens. We are not creating 

priests.  

Some pre-service teachers reported they followed the rules of the school board 

and did not want to articulate their own positions on religious diversity. Others strongly 

insisted that religion should not be included in the curriculum. Some agreed that public 

education in Canada follows a fundamentalist Christian curriculum and calendar 

(Karmani & Pennycook, 2005; Spinner-Halev, 2000) and were happy to maintain it:     
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So, I personally feel that although the curriculum and calendar was initially 

centered around a Christian belief systems, I don’t necessarily think the public 

educational system gives preference for one belief system over another. Furthermore, 

would we change the calendar to meet the needs of over 100 plus different religious 

groups and holidays? (pre-service teacher) 

This pre-service teacher questioned the feasibility of accommodating everyone’s 

religious and cultural needs and minimized the impact or influence of Christianity on the 

curriculum and calendar, expressing reverse racism.  

Other participants expressed tensions in religious accommodations:  

I do worry however that students may miss out some good learning opportunities 

if they are required to miss out on things like dancing and singing which can be used to 

teach a variety of concepts in a fun, active way. (pre-service teacher) 

In many cultures, males and females are segregated and this has to do with 

comfort level. However, in western society it is not the case…It is important to accept 

religious beliefs but it is also important to be able to function in the society they live in. 

(pre-service teacher) 

These pre-service teachers were concerned that exemption from singing and 

gender segregation may hinder students’ learning opportunities in schools and success in 

civil society.  

Conclusions 

This study reveals the significance of mobilizing immigrant parent knowledge: 

first language, cultural and religious knowledge in teacher education. It argues for 

critically engaging pre-service teachers’ voices and practices in the education of 
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immigrant students. Teacher educators need to develop pre-service teachers’ capacity of 

relating to others and support pre-service teachers in translating parent knowledge into 

ethical practice. The study will lead to the validation of immigrant parent knowledge in 

teacher education and will shed light on the development of pre-service teachers’ 

reflections on intercultural inquiry and its relationship between theory and practice. This 

study reflects the 2011 RWL program theme p), that is, diversity in workplace and 

learning.  
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Abstract	

Digital	divide	has	been	defined	and	studied	as	inequities	of	access	to	

computers	and	internet	among	groups	of	people	on	the	basis	of	sole	or	multiple	

social/cultural	identifiers	(S.	Lin,	Shih,	&	Lu,	2011).	Since	the	mid‐1990s,	course	

management	systems	(CMSs)	have	gradually	evolved	its	irreplaceable	

importance	in	higher	education.	Use	of	CMSs	has	been	discussed	about	its	

capabilities	or	potential	applications	of	achieving	informed	prediction	regarding	

likely	adoption	of	ICT	as	a	vehicle	to	deliver	instruction	and	to	facilitate	learning.	

From	the	perspectives	of	innovation	diffusion,	the	aim	of	this	study	is	to	

contribute	to	the	discussion	on	the	effectiveness	and	reliability	of	CMSs	with	the	

antecedents.	That	is,	the	intent	is	to	exam	both	moderating	effect	of	Complexity	

(CX)	and	intervening	effect	of	Function	Evaluation	(FE)	on	the	causal	relationship	

between	innovation	attributes	and	outcome	variables	if	exists.	Differential	effects	

among	three	types	of	CMSs	and	gender	difference	are	also	included.	The	

participants	are	238	college	students	who	volunteered	to	complete	the	online	

survey	containing	demographics	and	statements	designed	to	measure	the	

corresponding	nine	variables	as	discussed.	The	findings	indicate	that	there	is	no	

significant	difference	of	model	fit	between	genders,	but	among	the	type	of	CMS	

solution	groups.	Moderating	effect	for	CX	and	mediating	effect	of	EF	for	six	

conditions	(gender	X	CMSs)	are	further	discussed.	Implications	of	the	findings	

and	suggestions	for	future	research	are	included.	

	

Keywords:	course	management	systems	(CMSs),	innovation	diffusion,	gender	
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1. Introduction	

Technology	research	has	been	facing	difficulties	in	consistently	defining	

technology,	establishing	cause‐effect	relations,	and	generating	research	results	

across	technologies,	users,	contexts,	and	time	(Barley,	1998).	Fulk	and	Gould	

(2009)	call	for	published	research	to	report	greater	detail	with	respect	to	

features	of	technologies	and	the	contexts	in	which	they	and	their	users	are	

embedded	during	the	time	of	the	research.	Even	though,	colleges	and	universities	

continue	to	offer	more	courses	online	students	are	thus	in	need	of	skills	that	

assumedly	help	them	succeed	in	these	relatively	innovative	ICTs	supported	

learning	environments	(Wadsworth,	2007).	Less	attention	has	been	focused	on	

the	role	of	perceived	innovation	attributes	in	explaining	why	technologies	are,	or	

are	not,	used	especially	in	the	case	of	integrating	ICTs	in	education	(Braak	&	

Tearle,	2007).	 	

Diffusion	of	innovations	should	be	research‐based	(Romiszowski,	2004).	Oh,	

Ahn,	and	Kim	(2003)	theorize	innovation	attributes	as	antecedents	of	attitudes	

toward	technology,	mediated	through	perceived	ease	of	use	and	perceived	

usefulness.	Based	on	Braak	and	Tearle	(2007)’s	study	on	developing	a	innovation	

scale	of	computer	attributes	for	learning,	they	found	those	attributes	have	a	

substantial	effect	on	ICT	use	for	learning.	van	Braak	(2001)	introduced	the	

computer	mediated	communication	(CMC)	attribution	matrix	for	teachers,	an	

instrument	that	assesses	the	perceived	characteristics	of	CMC.	It	hypothesized	

that	the	higher	the	perceived	congruency	between	the	attributes	of	CMC	as	an	

innovation	and	teachers’	familiar	teaching	practice,	the	more	likely	teachers	were	

to	make	use	of	CMC.	That	is,	from	the	faculty	perspectives,	the	perceived	

attributes	of	CMC	were	found	to	be	strongly	related	to	technological	

innovativeness	and	attitudes	towards	the	use	of	CMC	(van	Braak,	2001).	 	

Course	management	systems	(CMSs)	play	an	increasingly	critical	role	in	

meeting	academic	goals	of	higher	education	(Morgan,	May	20,	2003).	From	the	

perspectives	of	pedagogical	impact	and	instructional	resource	consumption,	

CMSs	form	the	academic	system	equivalent	of	enterprise	resource	planning	(ERP)	

systems.	Use	of	CMSs	has	been	discussed	or	argued	about	its	capabilities	of	

achieving	informed	prediction	regarding	likely	adoption	of	IS/IT	as	a	tool	that	

covers	instruction	and	learning.	At	its	simplest,	a	CMS	is	a	tool	that	allows	an	
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instructor	to	post	information	on	the	Web	without	that	instructor	having	to	know	

or	understand	HTML	or	other	computer	languages.	A	more	complete	definition	

of	a	CMS	is	that	it	provides	an	instructor	with	a	set	of	tools	and	a	framework	that	

allows	the	relatively	easy	creation	of	online	course	content	and	the	subsequent	

teaching	and	management	of	that	course,	including	various	interactions	with	

students	taking	the	course	(Trotter,	2008).	 	

Users	who	favorably	evaluate	functions	of	CMSs	have	a	higher	likelihood	of	

use	and	a	stronger	behavioral	intention	to	keep	using	the	technology	than	those	

who	do	not	(Park,	Lee,	&	Cheong,	2007).	The	motives	and	strategies	to	adopt	

CMSs	particularly	in	educational	settings	have	been	an	issue	for	years.	Even,	the	

use	of	CMS	in	higher	education	is	less	clear	and	less	well	researched	(Casmar	&	

Peterson,	2002).	It	is	suggested	that	while	there	are	plenty	examples	of	contexts	

in	the	higher	education	where	the	use	of	CMS	is	well‐acknowledged	and	fully	

embedded	into	courses,	the	use	is	still	patchy	in	certain	perspective	and	not	yet	

fully	confirmed	(Jacobsen,	2000).	 	

	

2. Research	Model	and	Questions	

The	aim	of	this	study	is	to	contribute	to	the	discussion	on	the	role	of	CMS	

innovation	on	the	effectiveness	and	reliability	of	CMS.	It	is	also	the	intent	to	exam	

both	moderating	effect	of	Complexity	(CX)	and	intervening	effect	of	Function	

Evaluation	(FE)	on	the	causal	relationship	between	innovation	attributes	and	

outcome	variables	if	exists.	 	

	

3. Methods	

3.1 Sample	Descriptive	

Participants	were	recruited	from	college	students	in	Taiwan	by	inviting	them	

to	respond	to	the	scales	on	a	voluntary	basis.	They	filled	out	the	scales	to	

measure	the	corresponding	nine	variables	in	online	format.	No	course	credits	or	

other	forms	of	rewards	were	given	to	the	participants.	Due	to	the	use	of	a	

non‐random	sample,	the	generalizability	of	the	results	should	be	limited	to	those	

who	are	similar	to	the	participants	in	the	study.	

3.2 Procedures	

The	series	of	online	survey	were	administered	via	Google	DocsTM	to	invite	the	

students	who	are	enrolled	in	the	courses	which	the	participating	instructors	
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open	with	the	intended	CMS	(i.e.,	BlackboardTM,	Wisdom	Master).	The	set	of	

questionnaires	takes	about	10‐15	minutes	to	complete.	The	responses	are	

assured	of	being	kept	confidential.	

	

3.3 Measures	

3.3.1 Perceived	Innovative	Attributes.	Based	on	prior	studies	(Dearing	&	Meyer,	

1994;	Rogers,	1995;	van	Braak,	2001;	van	Braak	&	Goeman,	2003),	the	

researcher	take	into	account	the	nature	of	the	innovation	as	the	adoption	of	

CMS	use	for	learning	and	the	specific	higher	education	context.	The	scale	

comprising	the	five	attributes	and	14	items	was	expected	to	be	strongly	

related	to	the	actual	use	of	computers	for	learning;	and	the	questionnaire	

sought	to	measure	the	actual	use	students	made	of	computers	for	learning.	

The	items	are	anchored	by	a	7‐point	Likert	scale,	ranging	from	strongly	

disagree	(1)	to	strongly	agree	(7).	The	internal	consistency	of	.97	is	

reported.	 	

	

4. Results	

4.1 SEM	Results	

4.1.1	The	Moderating	Effect	of	Complexity	

Based	on	the	full	model,	perceived	innovation	attributes	and	complexity	

consistently	showed	statistically	significant	impacts	on	function	evaluation,	

effectiveness,	and	reliability	at	alpha	level	of	.05.	Effectiveness	also	showed	a	

statistically	significant	impact	on	reliability.	

	

4.1.2	The	Mediating	Effect	of	Effectiveness	and	Function	Evaluation	

Perceived	innovation	attributes	consistently	showed	significant	effects	on	

effectiveness	(i.e.,	path	estimates	of	IA		EF	=	.785	in	Model	4	and	.767	in	Model	

6)	at	alpha	level	of	.05,	even	when	Model	4	used	FE	as	a	mediator	for	the	effect	of	

IA	to	EF.	Therefore,	the	effect	of	perceived	innovation	attributes	on	effectiveness	

did	not	appear	to	be	mediated	by	function	evaluation.	 	

	

4.2	Differences	among	Three	Types	of	CMS	Users	

CMS	1	had	the	strongest	effect	of	complexity	on	reliability	(i.e.,	path	estimate	

of	CX		RL	as	.462).	CMS	2	had	the	strongest	effect	of	perceived	innovation	
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attributes	on	reliability	(i.e.,	path	estimate	of	IA		RL	as	.436).	CMS	3	had	the	

stronger	effect	of	effectiveness	on	reliability	(i.e.,	path	estimate	of	EF		RL	

as	.553).	

	

4.3	Difference	between	Genders	

This	section	compares	model	fits	of	fitting	two	gender	groups	as	the	same	

model	and	independent	models.	P‐value	for	change	of	model	fits	is	.953.	In	other	

words,	there	was	no	statistically	significant	difference	between	gender	groups	in	

terms	of	their	structural	models	of	predicting	reliability.	When	fitting	gender	

groups	as	independent	models,	differences	of	corresponding	path	estimates	

between	gender	groups	are	in	general	less	than	.05.	

	

4.4	Level	of	Reliability	in	Various	Groups	of	CMS,	Gender,	and	Interaction	of	IA*CX	

This	section	summarizes	average	reliability	scores	in	different	groups	of	

CMS,	genders,	and	Interaction	of	centered‐by‐mean	IA*CX	(i.e.,	Group	1:	both	IA	

and	CX	are	positive;	Group	2:	both	IA	and	CX	are	negative;	IA	is	positive	and	CX	is	

negative;	IA	is	negative	and	CX	is	positive).	In	summary	for	Group	1,	when	higher	

levels	of	innovation	attributes	and	easiness	were	perceived,	subjects	in	CMS	1	

had	the	highest	average	reliability	of	2.22	in	comparison	to	2.16	in	CMS	2	and	

1.86	in	CMS	3.	In	summary	for	Group	2,	when	lower	levels	of	innovation	

attributes	and	easiness	were	perceived,	subjects	in	CMS	1	had	the	lowest	average	

reliability	of	‐2	in	comparison	to	‐1.7	in	CMS	2	and	‐1.2	in	CMS	3.	

In	summary	for	Group	3,	when	attributes	were	perceived	as	innovative	but	

more	complex,	subjects	in	CMS	1	had	the	lowest	average	reliability	of	.24	in	

comparison	to	1.39	in	CMS	2	and	1.35	in	CMS	3.	It	appeared	that	reliability	

perceived	by	subjects	in	CMS	1	was	more	susceptible	to	perceived	complexity	

rather	than	to	perceived	innovative	attributes.	

In	summary	for	Group	4,	when	attributes	were	perceived	as	less	innovative	

but	easier,	female	subjects	in	CMS	3	had	lower	average	reliability	of	‐.36,	while	

subjects	in	all	other	groups	have	positive	average	reliability.	The	exact	opposite	

was	observed	in	summary	for	Group	3,	in	which	female	subjects	in	CMS	3	had	the	

largest	average	reliability	of	1.64,	when	attributes	were	perceived	as	innovative	

but	more	complex.	It	appeared	that	reliability	perceived	by	female	subjects	in	

CMS	3	might	be	primarily	affected	by	perceived	innovative	attributes	rather	than	
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by	complexity.	However,	this	observation	needs	further	verifications	from	future	

studies,	as	there	were	only	two	female	subjects	from	CMS	3	in	Group	3	and	three	

female	subjects	from	CMS	3	in	Group	4.	 	

	

5. Discussion	and	Practical	Implications	 	

	

Digital	divide	has	been	defined	and	studied	as	inequities	of	access	to	

computers	and	internet	among	groups	of	people	on	the	basis	of	sole	or	multiple	

social/cultural	identifiers	(Shinyi	Lin,	Shih,	&	Lu,	2011).	Gender	difference	is	no	

long	rooted	in	availability	of	ICT	access,	but	in	gender	traits	of	user	intention	and	

behaviors.	The	gender	issue	shifts	from	a	focus	on	broad‐stroke,	holistic	

differences	to	a	more	granular	focus,	i.e.,	specific	domain	knowledge	acquisition	

and	instructional	methodology	(S.	 	 Lin	&	Overbaugh,	2009).	Malikowski,	

Thompson,	and	Theis	(2006)	found	that	traditions	and	norms	affect	LMS	

adoption	more	than	course	size	or	level.	Organizational	factors,	such	as	course	

discipline,	course	type—whether	mandatory	or	elective,	class	size,	staff	size,	

instructor	status,	timing	of	the	course	within	the	study	program,	have	hardly	

been	studied	in	the	context	of	LMS	use	and	satisfaction	(Naveh,	Tubin,	&	Pliskin,	

2010).	The	issue	of	computer	anxiety	between	males	and	females	has	been	

studied	various	disciplines	and	levels.	Baloglu	and	Çevik	(2008)	investigated	

three	dimensions	of	computer	anxiety	(i.e.,	Affective	Anxiety,	Damaging	Anxiety	

and	Learning	Anxiety).	There	may	be	several	possible	explanations	as	to	why	the	

literature	shows	inconsistent	effects	of	gender	(Baloglu	&	Çevik,	2008).	

Regarding	off‐task	behaviors,	females	were	more	distracted	by	their	peers’	use	of	

laptops	than	males,	whereas	males	reported	that	they	played	significantly	more	

games	during	class.	Preceding	research	regarding	gender	differences	in	ICT	

perceptions	and	acceptance	of	ICT‐assisted	learning	still	reported	mixed	results.	 	
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Abstract 

Some	studies	in	the	field	of	technology	adoption	are	firmly	rooted	within	

innovation	diffusion	theory,	whilst	others	integrate	theoretical	insights	from	

innovation	diffusion	theory	with	those	from	other	theoretical	streams,	such	as	

social	and	cognitive	psychology	(Braak	&	Tearle,	2007).	As	reviewed	and	

situated	in	the	tradition	of	innovation	diffusion	studies,	this	study	is	intended	to	

identify	perceived	characteristics	of	CMS	as	a	key	concept	in	student	acceptance	

and	behavior	towards	computer‐mediated	communication	(CMC)	for	learning.	

Based	on	innovation	diffusion	theory,	this	study	was	set	in	the	context	of	higher	

education.	Based	on	prior	studies	(Dearing	&	Meyer,	1994;	Rogers,	1995;	van	

Braak,	2001;	van	Braak	&	Goeman,	2003),	the	researcher	takes	into	account	the	

nature	of	the	innovation	as	the	adoption	of	CMS	use	for	learning	and	the	specific	

higher	education	context.	Innovation	Scale	of	CMS	is	a	scale	comprising	the	8	

attributes	with	20	items.	The	items	are	anchored	by	a	7‐point	Likert	scale,	

ranging	from	strongly	disagree	(1)	to	strongly	agree	(7).	This	purpose	was	

twofold:	(1)	scale	development	of	Innovation	Scale	of	Course	Management	System	

(IS‐CMS)	based	on	the	extensive	literature	review;	(2) confirmatory	factor	

analysis	was	used	to	assess the	stability	and	validity	of	the	IS‐CMS	scale	with	a	

sample	of	university	students	(n	=	287).	Implications	of	the	findings	and	

suggestions	for	future	research	are	included.	

	

Keywords:	innovation	diffusion	theory	(IDT),	scale	development,	confirmatory	

factor	analysis	(CFA)	
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Abstract 
The Yukon Self-Government Agreements (SGA), which are unique in Canada, and have 
come to finalization within the last decade, set out the powers of each Yukon First Nation 
(YFN) to govern itself, its citizens and its land. Self-government agreements provide self-
governing First Nations (SGFNs) with law-making authority in specific areas of First Nation 
jurisdiction, including education. For example, the Tr’ondëk Hwëch’in of the Klondike 
region of the Yukon SGA provides for program delivery, design and implementation of 
education programs with the support and sanction of the Yukon Territorial Government 
(YTG). With the establishment of SGFNs, each FN with the required co-operation of YTG 
faces the challenge of reversing assimilation and regaining a sense of identity at a variety of 
system levels, including the processes at the classroom level that influence the education of 
their children. In response to this policy development, this three-year project seeks to 
determine through the voice of community members, a YFN’s aspirations for education and, 
specifically, the culturally located practices that should inform teaching and learning at the 
classroom level. Based upon these communicated findings, an Effective Teaching Profile for 
YFN citizens is presented.  

Introduction 
First Nations people make up about 25 percent of the total of Canada’s Yukon 

Territory’s population. There are 14 First Nations in the territory. With some exception, each 
First Nation community is a different language group. As examples, in the northern Yukon 
where this project is situated, Old Crow is the home of the Vuntut Gwitchin First Nation who 
speak Gwich’in; Dawson City is the home of the Tr’ondëk Hwëch’in First Nation who speak 
Han; Mayo First Nation is the home of Na-Cho Nyak Dun who speak Northern Tutchone and 
Pelly Crossing is the home of the Selkirk First Nation who also speak Northern Tutchone. 
Typical of educational data commonly cited nationally, YFN students are less likely to 
remain in school and achieve academically than their dominant culture counterparts (Kanu, 
2006).  

Recent land claim and self-determination developments in the Yukon Territory draw 
attention to the disparity in achievement that exists in Yukon schools. The negotiation of 
Yukon land claims started in 1973. An agreement in principle for land claims settlement was 
reached in 1989, after 16 years of negotiations. The Umbrella Final Agreement (UFA) was 
signed in 1993. The UFA provides a framework for Yukon First Nation Final Agreements. 
First Nation Final Agreements are complex and wide-ranging, and include financial compen-
sation, land, harvesting rights, heritage resources and governance structures in areas like 
education and justice, among other things. A First Nation Self-Government Agreement 
(SGA) was negotiated at the same time as the First Nation Final Agreement. The Self-
Government Agreements, which are unique in Canada, and have come to finalization within 



the last decade, set out the powers of the First Nation government to govern itself, its citizens 
and its land. Self-government agreements provide self-governing First Nations (SGFNs) with 
law-making authority in specific areas of First Nation jurisdiction, including education. For 
example, the Tr’ondëk Hwëch’in SGA provides for program delivery, design and 
implementation of education programs with the support and sanction of the Yukon Territorial 
Government (YTG). With the establishment of SGFNs, each FN with the required co-
operation of YTG faces the challenge of reversing assimilation and regaining a sense of 
identity especially within the processes that influence the education of their children.  

Typical of most Aboriginal peoples, YFN presently participate in a school system that 
has been drawn from the dominant culture, in their case southern Canadian school system 
models. Because of this, school processes and practices such as decision-making in regards to 
the content of curricula, pedagogical practices and language of instruction have both 
intentionally and unintentionally denied the inclusion of those aspects of [YFN] culture that 
have value and are important to [YFN] children (Bishop & Glynn, 1999).   Paradoxically, 
“culture-based education” is identified by YTG and its Education Act as one of the 
foundational principles for school development in the Yukon. YTG policy requires the 
activities of organizations in Yukon communities to create, preserve, promote, and enhance 
their culture, including arts, heritage and language. This policy is based upon the principle 
that culture in all its expression, provides a foundation for learning and growth, and that YTG 
should support individuals, organizations and communities to promote, preserve and enhance 
their culture (YTG, 2005). The educational experiences should be reflected not only in the 
management and operation processes of the school but also in the curricula and programs 
implemented and pedagogies used in classrooms.  

Unlike other Indigenous peoples that the authors currently work in educational 
development projects, the YFN and YTG have yet to identify a process development model 
that is culturally located that can assist in identifying and fostering the realization of 
educational goals at the school community level based upon YFN aspirations. As well, YFN 
and YTG have yet to identify culturally responsive pedagogical processes that can assist 
teachers teach more effectively to support YFN children in their learning at the classroom 
level. Considering the vulnerable status of YFN language, the poor participation and success 
rate of YFN students in education and the infancy of SGFNs, understanding the impetus for 
needed change at the school and classroom level among YFN is understandable. 
Unfortunately, an understanding of the processes that can contribute to identifying the needed 
changes and fostering the changes envisaged are not clearly understood, especially in a 
manner consistent with traditional-contemporary YFN protocols. These process development 
models exist and have been used by the first three authors to both identify and foster the 
attainment of such goals in Aboriginal settings both in terms of school development 
(Lewthwaite, 2005; Lewthwaite, 2007; Lewthwaite & McMillan, 2007; Wood & Lewthwaite, 
2008; Lewthwaite & Renaud, 2009; Lewthwaite & Wood, 2009) and in terms of classroom-
based culturally responsive classroom practices (Lewthwaite & MccMillan, 2009).  

Not only do Yukon First Nations as yet need to identify culturally located procedures 
for fostering school development, they have yet to identify in association with YTG culturally 
responsive pedagogical practices for their classrooms. Arlene Stairs (1995) asserted that 
Canadian schools need to meet the learning needs of their FN citizens by broadening the 



cultural base of their schools. She endorses that this not only includes the inclusion of 
resource and language materials appropriate for each context, but, more importantly, the 
culturally located pedagogical processes that move beyond the what of classrooms to, more 
importantly, the how of classrooms.  This area of research is informed by the ideas and 
explanations of culturally responsive teaching; defined as using the cultural knowledge, prior 
experiences, frames of reference, and performance styles of students to make learning 
encounters more relevant to and effective for them (Gay, 2000; Stephens, 2003). Three 
research and development projects in particular, two based in Canada and the other in New 
Zealand, will provide an invaluable platform for this area of the study. They all support Stairs 
assertion (1995) that in Aboriginal communities (in her case Baffin Island (Qikiqtani) 
communities) the formal learning of schools (referred to as ilisayuq) is radically different 
than the informal learning of Inuit home culture (referred to as isumaqsayuq) and that 
successful classrooms are likely to reflect these home practices.  This part of the study 
attempts to determine what teaching practices are indicative of good practice for YFN 
students.  

All three projects are similar in that they seek to inform improvement in educational 
success in response to what students and community members are saying about their learning 
in Aboriginal settings, especially where educational success has been thwarted by a variety of 
factors, in particular, the marginalization of Aboriginal culture and its pedagogies from the 
formal education landscape. First, Kanu (2002, 2006) engaged Aboriginal students of inner-
city Winnipeg in conversations to identify the pedagogical and interaction patterns that have 
resulted in negative and positive learning experiences for these students as learners. She 
focused on determining the curriculum materials, teaching strategies, and classroom 
processes that influenced student learning. By developing an understanding of the processes 
that supported or inhibited student engagement and learning, Kanu was able to assist teachers 
in developing effective teaching and classrooms that reduced the rupture between home 
culture and school. Second, Bishop and colleagues in New Zealand have been able to 
identify, through their conversations with Grade 9 and 10 Māori, students a variety of 
practices that contribute to both positive learning environments and student success in 
learning. By so doing they have been able to develop an Effective Teaching Profile for 
teachers of Māori based on operationalizing interaction and reciprocal practices that students 
believe address and promote their educational achievement. Similarly, Lewthwaite and 
McMillan with the support of Inuit students, parents, elders and educators have been able to 
identify various pedagogical and social interactive processes, most of which are culturally 
located, that support student’s learning. These include the importance of effective 
communication, especially through ‘undertalking’; using multiple instructional strategies 
especially with an emphasis on visualization; and having high and consistent negotiated 
expectations for students.  All projects previously mentioned are similar in that they attempt 
to determine from the perceptions of Aboriginal students within mainstream settings what 
teaching practices contribute to their success as learners. All studies place authority on 
Aboriginal students’ and community members’ ability to identify and communicate their 
understanding of mediators influencing their learning. This authority is then used to question 
the protocols of the mainstream classroom and in response promote a dynamic and 
synergistic relationship between home and community culture and school culture (Ladson-



Billings, 1995). As suggested by Gay (2000) culturally responsive teachers teach to and 
through the strength of their students. As mentioned, no research and development efforts 
have occurred within the Yukon context that has attempted to ascertain the attributes for a 
culturally preferred or responsive pedagogy for YFN students. 

In summary, the proposed research and development project occurs at a critical time 
in Yukon history and is critically important to both YTG and YFN. The outcomes of this 
study have the potential to impact long-term the educational experiences and outcomes for 
Yukon citizens at the school and classroom level. Within this paper and presentation, we 
present the initial outcomes of school and community consultation that seek to identify the 
processes used and findings pertaining to Yukon First Nations students’ and community 
members’ ability understanding of mediators influencing their learning. 

Methodology 
The research was conducted through a series of formal and informal meetings with 

one YFN school community in April and May, 2011. The research was informed by 
decolonizing methodologies whereby Indigenous peoples were given full voice to expressing 
their desires and motivations for development and are regarded as equal partners in the 
decision-making, implementation, evaluation and dissemination phases of research. The 
initial meetings were called Identifying Protocols for Consultation. In this phase, meetings 
were held with those with responsibility for the First Nations Education along with 
community Elders and Chief and Council. This phase of the research sought answer to the 
question, how should the consultation process be carried out? At these initial meetings, the 
protocols to be used by the researchers for consultation with YFN members were established. 
These ideas pertained to identified culturally located and accepted protocols for (1) 
advertising and conducting community consultations, (2) recording and use of information 
provided by community members (issues of consent and information ownership), (3) methods 
for disseminating information collected for authentication and public response, and (4) 
reimbursement of participants. The second phase of meetings was called Identifying Goals 
for Education. Using the protocols identified in the initial meetings, consultative meetings 
were held with past and present school teachers and, primarily, YFN members including 
parents, senior students, and elders.   

In these meetings, focus was on elucidating educational priorities for the YFN 
community. In brief, it sought answers to the question, what did community members and 
teachers see as the priorities and purpose of education? In the third series of meetings (the 
findings of which are primarily reported on here), entitled Identifying Culturally Responsive 
Teaching Strategies, was on discussing and identifying, through their past formal and 
informal learning experiences, characteristics of culturally responsive teaching to foster 
learning. In brief, this section of the research sought to answer the question, what are the 
learning preferences of community members? A guide to supporting these conversations was 
Stairs (1995) model which provides a template as to aspects commonly identified as 
influences on learning. Focus was on the role and nature of language, contextually relevant 
resources, and ecological, social and cognitive processes as influences upon student learning. 
Further, the final phase of this research was to identify patterns in the comments made by 
community members and, by doing so, develop a preliminary Effective Teaching Profile. 
Finally, this phase of the research sought to adapt what community members comments into 



‘narratives’ that could serve to inform current teachers of practices that could inform their 
teaching. 

                                                     Results 
Although much could be written to address the identified processes for carrying out 

community consultations conveyed by the First Nations’ Education representatives and Chief 
and Council, the paper focus will be limited to the culturally located teaching practices 
identified by community members. In all, forty-seven community members were interviewed. 
Most of these conversations (38) were individual conversations, the remainder being in pairs 
or groups. In all cases, our formal interviews were more a conversation because of our 
relationship with the community members (including past students, elders and teachers 
(including two of YFN ancestry) and were based upon the need for collaboration between 
researchers and researched to construct the final story as evidenced in the vignettes and 
themes in a subsequent section. The informal conversations focused on topics such as 
informal learning throughout their life, especially with older family members or elders. The 
focus of these conversations was on the way that learning took place. Questions asked 
included: what was expected of you as a learner and how did the teacher teach? As well, 
attention was given to more formal learning environments such as in school or adult 
education. In these conversations focus was on (a) a time they felt they had been successful in 
school, (b) what their teachers did to help them to learn, (c) what was happening in their 
classroom when they were learning best, (d) what they would change about their teachers’ 
teaching or what should happen in their classrooms to assist them in their learning and (e) 
examples of people who were regarded as good teachers and why were they regarded as good 
teachers 

Using the conversations and interviews, we identified themes pertaining to learning 
and teaching, both informal and formal. The study, drawing upon multiple sources of 
information (students, teachers, and background literature), includes a multi-per-spective 
analysis generating themes from the relevant players and the interaction among them. 
Overall, we sought to make sense of the respondents’ personal stories about learning and how 
these stories intersected (Glesne & Peshkin, 1992). We sought to understand learning from 
‘students’ and ‘teachers’ behaviour from their own frames of reference. Within the 
experiences of the participants, we identified common themes (Bogdan & Biklen, 1992). 

In all, three major themes emanated from the conversations. These three included 
comments associated with the purpose (that is, the why) of education, the content of 
education (that is, the what) and, finally, the learning processes (the how) of education. 
Because the focus of this paper primarily focuses on the actual teaching practices of 
classrooms, less attention is given to the purpose and content of education. Each of these 
three themes are explored through extracts from the interviews in the next sections of the 
paper. 

 
The Purpose (that is, the why) of Education: 

 
We begin this brief section by presenting a narrative response, that is, an abbreviation of a 
full interview account. 
 



It is like for many years we have watched this thing you call ‘education’ occur in our town. I 
know there is much that can occur in the school that is good, but it does not make a person 
wise. In our culture there is nothing more important than the learning that makes a person 
wise. The main thing the southern culture wants from school is ‘head knowledge’. That is 
what it has always emphasized. I do not know why. It intrigues me. Your focus is mainly on 
the gaining of a kind of knowledge that seems to have little value in understanding the world 
and to make us wise people. I see it has some value, but maybe this value is only to make 
someone seem better than another. I think that schools can become focused on this. I think 
this is why many of us in the past questioned the very purpose of schools. It seems to focus on 
the individual and their future, not the future of the community.  

Our community would say that is only a small part of what schools should be about – it is 
about ‘making a human being’ that can contribute to our society. There is much to learn from 
our culture, not only our knowledge of the natural world but maybe, more importantly, how 
one should live in this world.  It is most important this learning about how to live in the 
world. This is not seen as important. Without this things will not go well, both for the person 
and the world as a whole. In our culture the wise person has qualities like being innovative 
and resourceful for the benefit of others, or a willingness to persevere and not give up easily 
or contribute to the welfare of the group. All of these have not had much value in school, but 
now I hear it is becoming that way. This must happen. 

I notice now, we are being asked our stories more these days, just like you are asking now. 
People from the south seek our understanding, not just about the natural world but how we 
can make the future better, even in the schools. It is like this book knowledge has not been the 
only important thing because it does not have answers for the things that are really 
important. I know we all wonder about the future – all over the world. It is like the people of 
this Earth are young, but we are also very, very old but lacking the wisdom we need that 
older people usually have. 

I think about what school would look like if we had worked together from the beginning to 
make the learning better for our younger ones. I look to the future in believing it will be more 
on our terms where both worlds can be combined. It will be not just about knowledge, but 
how to behave and be wise, not just knowing. This is what is happening now, but we have a 
long way to go. 

This narrative, along with several others shared by community members, gives clear 
indication that the role and purpose of education is, potentially, likely to be interpreted 
differently between Yukon First Nations community members and its teachers. Although 
teachers may, commonly, hold a view that the role of education and the formal learning of 
schools should focus on curriculum outcomes, community members comments commonly 
pertained to learning that was associated to a person making contributions to the community. 

The Content (that is, the what) of Education 
 

The following narrative is one of several comments made by participants pertained to what 
should be learned in school. 

The message I was given [during the interview process] was that the school placed the 
students first. Everyone was on board with ensuring that what goes on in the classroom has 
to give regard to students’ backgrounds. Learning couldn’t ignore students’ culture. Bella 



[an elder who often comes to the school, classrooms and meetings] always talks about how in 
the past they let go of their culture in the schools, both in what was learned and how 
learning. This can’t happen anymore she says. It’s a message she wants us to have and the 
principal encourages that conversation at our meetings. We’ve all picked that up. I think the 
school walks that message. We want to. I could see it when I was here first [term position]. If 
I look back at my first year here and compare it to how I teach now (at that time after 2 
years), I can see that my students haven’t changed but I have. In fact, the way I teach now is 
the way I think I saw myself teaching. I want them to know I care about them, but also really 
care about their learning. I want them to do well and to do it well. I’m not easy on them, but I 
also show I care. My approaches have changed. I try to give each student care and concern 
and let the class know we need to work together in our learning and that learning is really 
important. I’m more focused on them, not just what they do. I think they know that and that’s 
why it works.    

I think it starts on day 1. I know the students know me around the school but that first day 
and the message I give is important. Students may know you and of you out of the classroom 
and the school, but until they are in your class they don’t really know what you are all about. 
That can make the start of the year difficult. There have to be routines and expectations but 
it’s not just on my terms. I focus on them telling me [how does she do this?] what they think 
my responsibilities are and them telling me what their responsibilities are. We write these on 
a wall poster. We always return to these. We try to live by these. They know what I should be 
like as a teacher. Our list is pretty detailed and it’s about expectations. [She talks about how 
she isn’t supposed to take her mood out on students – it’s on the list!]. I have to be really true 
to myself. I know they’d figure that our pretty quickly if I didn’t.  

A big part is realizing that each student has something to contribute. Without expecting it, 
you’ll be doing something and then, suddenly, they [referring to a quiet student or students] 
would have something to say and you would just sit and listen. I try to get to know each of 
them really well. I would say my First Nations students, overall, are very cautious learners. 
Many of my students are. They are cautious about me, school and their learning. I really 
work hard at that. It largely requires me to give attention to students – really just being with 
them and encouraging them along – providing them with the opportunity to show me how 
they are doing and – just being there and making suggestion along the way. I don’t invade 
their space. I just try to give them space to respond. A lot of our time is on essential skills - 
reading, speaking, communicating, expressing – it requires opportunity for them. You can’t 
do it for them, but they must have some initial success and persevere. We worry about 
students that are too depending on us, but that can’t change overnight. Once they see more 
success in themselves they are willing to do more on their own. It’s like blooming – if we feed 
them encouragement through their little successes it gets better.  

Lots of effort is placed on what might be of interest to them and identifying what 
opportunities to learn can come from those areas.  One thing that’s working now, especially 
with my Aboriginal students, is a unit on early history in this area. It’s really an integrated 
unit focusing on change as a result of the gold rush [Klondike Gold Rush 1898] and how that 
impacted local [Aboriginal people]. The students are most fascinated by the people stories. 



We actually have few stories but we have lots of images [photographs] and these images 
create conversations and we write and illustrate stories based upon what we see and read in 
the history. The stories of new people coming to the gold fields, the hardships they all 
[implying] faced and the impact this had on the First Nations here and throughout the 
territory. Bella came in to talk to them about her parents’ experiences and how they were 
impacted by the goldrush – good and bad – her father had a part to play in the rush but you 
don’t hear those stories. These lead into further questions and the students can relate to it. 
We look at the story books and look at their accuracy. They take pride in their completed 
work – trying to think of what to say about people in a personal and accurate way. In 
Language Arts we look at forms of communication and this context has allowed us to read 
and express our ideas in many, many ways. I model formal writing for them, or we work 
together on a formal piece first and then they work in small groups. We use illustrations and 
images of people as prompts for conversational writing. They want to do a dramatic 
presentation about life here for spring concert. We have a table set up at the Public Library 
showing our stories [fictional biographies] of that time period. They are personal. I know the 
learning is significant. 

This narrative, along with several others shared by community members, gives clear 
indication that the content of education, that is, what is taught, needs to affirm students’ 
cultural background.  

 The Learning Processes (the how) of Education 
 

The following narrative is an example of one of the many conversations focusing on the 
actual practices of classrooms.  

I have memories of my early days at school. I look back at it and know I enjoyed it and I was 
a good learner. That changed when I was in about Grade 5 or 6.  

I remember days at school where I felt all I was doing was numbers, letters and words, things 
I was not that used to. If it wasn’t from a textbook, it was from a worksheet. And one sheet 
was followed by another and one page was followed by another. I recall days where it 
seemed like me, alone, with just words and numbers and I was supposed to be able to 
something with all of these words and numbers. I know that this was the time I did not feel 
like I was any good at schooling. I say schooling, because I know now that not being very 
good at schooling was what made me think I was no good at school. I understand that now, 
but I did not understand that then. I understand now, that success was all about how well I 
could use the numbers and words. Do this with them, that with them. That was the schooling 
part that I was no good at. I shouldn’t say no good at it because I could do some of it, but not 
as fluently as some of the others in the class.  

We supposedly had good teachers, but I don’t think so. In those two or three years what was 
expected was a very narrow road on what was important for learning. It was a very narrow 
view on what a good student was. I mean a good learner was. It all seemed to be about 
working with those numbers and letters. One teacher was very nice but the focus was all 
about us working alone with numbers and letters and how well we did with these was used to 
find out if we were good students. 



I know about this time I decided I wasn’t a good learner. I fell behind and at the same time I 
was deciding I wasn’t a good learner, the teachers were coming to the same judgment about 
me. I don’t remember anyone telling me otherwise. I guess that was the beginning of the end. 
My friends seemed to be the ones also not being good at schooling and pretty soon I just 
stopped going to school. Grade 8 or 9 I think. 

I figured out when I was in my early 20s that I was very smart, but I just hadn’t been good at 
one part of schooling. Once I got that in my head, it wasn’t that difficult to understand that I 
could have been better at school if schooling asked more of me than to just work with letters 
and numbers. I used that as a motivation to learn those things that, I believe, are still what 
determines if young children will be successful at school. As a teacher, it is not easy to shift 
away from that emphasis. It is important, but it can’t be the only measure of success. 

Student Perceptions of Success: The Importance of Working to an End 

From the individual and group conversations, perceptions of educational success, 
without exception, focused strongly upon their identification of achievement in some first-
hand experience of “working to an educational end” or assisting someone to work to an 
educational end. The focus of their comments was on completing something; something 
usually that had value and importance. The focus of the responses was on the satisfaction 
received from completing something or accomplishing it individually or collaboratively 
through effort, much more than any mention of the external formal evaluation of a completed 
project. Performance was evaluated primarily on physical product and the knowledge that 
effort had been required to work to an end. As examples, the “product” often included 
mastering a series of mathematics problems, completing a poster or model, or assisting others 
in their efforts to work to completion. Participants always valued praise from a teacher or 
peers, which helped them to identify the completion of a product. However, learners most 
commonly were able to identify when they had persevered and individually “worked to end,” 
implying that they were able to self-evaluate on-task completion. The previous narrative 
emphasizes the importance of students persevering to an end and being affirmed as they 
worked to an end, not simply being judged for their performance removed from the actual 
process of working to an end. As well, learners were not only working on tasks that were 
attainable in terms of completion, but also having a degree of open-endedness in terms of the 
end result. Students were not simply following a set of steps to all arrive at the same 
conclusion or end. Instead they were required to show some initiative, perseverance, and 
independent thinking to arrive at an end result. What was evident overall is that end results 
that focus on assigning achievement scores based on knowledge and understanding 
“correctness” were much less important than the actual completion of a task. We feel that 
students’ sense of success is culturally situated; that is, within their culture, success is defined 
in terms of working to an end.  

Often the focus for teachers is on developing students’ understanding of a conceptual area 
or having right answers, whereas for students their sense of accomplishment is likely to come 
from completion of the activities that provide students with the foundational experiences to 
support their learning of science ideas. As students progress through school, there is 
likelihood that many teachers will emphasize knowledge development at the expense of first-



hand experiences. Because students’ greatest sense of satisfaction apparently comes from 
working to an end, teachers must be aware of the significance of providing learners with 
attainable opportunities promoting first-hand experiences that require them to persevere to an 
end. As well, because students themselves nearly always recognize success by persevering to 
completion, teachers need to emphasize formative assessment practices which focus on more 
informal but informing assessment practices. They need to reconsider the emphasis they 
might place on marks and scores for evaluating students’ performance as opposed to 
performance evaluation of working to an end. Students are unlikely to hold a view that “a 
mark,” especially a summative mark accredited much after the completion of an act, has 
much value or should have more value than their personal perceptions of having worked 
through something to an end.  

As Bishop et al. (2003) suggest, the dominant culture typically has defined success for 
Aboriginal students. In Yukonschools it is possible, even likely as Berger (2007) asserts, that 
teachers from the south define success differently from their students. Terms of reference for 
defining success in southern curriculum documents need to be challenged because the very 
pedagogy will hold these definitions as a central value. If the terms of success are to be 
culturally determined, teachers need to reposition how they see and evaluate success – a 
claim also asserted by Berger (2007). The comments from students suggest that their 
achievement is acknowledged primarily through their self-evaluation of their ability to work 
to an end and their sense of satisfaction reinforced through the acknowledgement of others 
that they have worked to an end in an appropriate manner.  

Classroom Interaction Contributing to a Positive Learning Environment  

Learners identified a variety of classroom interaction patterns, primarily influenced by 
their classroom teachers that contributed to a positive learning environment.  Comments 
typically revolved around teachers and learning environments where there was a high 
expectation from teachers, but this was accompanied by support and encouragement. Berger 
suggests that a warm and caring environment where a teacher is seen as part of ’the team’ 
and maintains high expectations is thought to be best (Clifton & Roberts, 1988; Watt-
Cloutier, 2000) and is something teachers can work towards. Consistently learners in our 
study made distinctions between classrooms that were very structured and teacher-directed 
and those classrooms where the environment was co-constructed and reflected students’ 
perceptions of a positive learning environment.  

 
Students may know you and of you out of the classroom and the school, but until they are in 
your class they don’t really know what you are all about. That can make the start of the year 
difficult. But, I focus on them telling me what they think my responsibilities are and them 
telling me what their responsibilities are. We write these on a wall poster. We always return 
to these. We try to live by these. (Sharon, teacher interview) 

Sharon’s comments are reflected in the comments of nearly all learners. She worked 
towards establishing an open dialogue among her students to identify each person’s 
expectations and to identify how these expectations became the foundation to define a 
positive learning environment. Both she and her students demonstrated their high 



expectations for a secure, well-managed learning setting: a focus on two-way communication 
and an open dialogue that speaks truthfully of expectation, disappointment, and successes for 
teachers and students. These principles may be quite foreign to teachers who see their role 
from a much more teacher-dominated and teacher-directed stance.The comments of learners 
and teachers see positive learning environments as learning communities that have been 
constructively negotiated: where expectations were clear and both teachers and students were 
accountable.  

Pedagogical Practices Contributing to Student Learning  

The primary focus of the conversations was to elucidate through teacher, and, especially, 
learner responses the pedagogical practices that influenced students’ learning, an aspect 
encouraged by Stairs (1994) in her description of broad-based Aboriginal education. In the 
present study, we identified through consensus the low-inference teacher behaviours that 
influenced student engagement and learning. As suggested by Murray (1999) low-inference 
behaviours, specific and observable teacher behaviours, help students to learn. Students and 
teachers consistently identified the following behaviours, which are not presented in a 
priority list. 

The Importance Effective Oral Communication. Similar to Kanu’s (2002) findings, 
effective teachers in the present study were able to communicate clearly to students or use 
strategies to explain, even if they required the assistance of others. Learners typically 
considered clear communication as simple, uncomplicated expectations that were often 
accompanied by visual representations or modeling. Teachers commonly undertalked rather 
than overtalked.  

The Importance of Multiple Instructional Strategies. Associated with the previous point is 
the importance of teachers using multiple instructional strategies to support student learning. 
The most common statement by teachers and students was associated with how they tried to 
communicate ideas, especially when the learning was associated with abstract ideas. Students 
commonly referred to learning through an instructional sequence that involved a teacher 
modeling, often repeatedly ensuring that students visualized what they were required to learn. 
This finding, similar to Kanu (2002), suggests that a strong link occurs between learning by 
observation and then imitation. Classroom observation of effective teachers often revealed 
that teachers did this modeling in silence and then, second time around, they added a limited 
verbal account of the procedure or explanation. Following this, teachers provided opportunity 
for students to independently provide an explanation or carry out a task and, if necessary, 
seek help from their teacher or from peers. Teachers’ tangible visual representations through 
modeling to support abstract ideas were valuable, as is the opportunity for students to hear 
and provide explanations in their first language. Teachers commonly cited multiple 
approaches as ingredients to foster students’ learning.  

Allowing Time and Initial Support for Completion and Mastery. Because students 
perceived success to be associated with accomplishing a task through to an end, they 
commonly cited that an effective teacher provided repeated opportunity and the time 



necessary for them to work through to an end. When students faced difficulty, teachers 
provided initial support to alleviate possible frustration, instead boosting initial confidence.  

Providing Individual Attention to Support Learning. Building upon previous comments, 
we note that students repeatedly mentioned the importance of someone, usually teachers, 
being near them, observing them completing tasks, and repeatedly assuring them that they 
were doing something properly. Students typically associated such comments with 
mathematics where teachers asked students to complete something on their own. When asked 
about their most recent examples of success, students often referred to completing numeracy- 
or literacy-related tasks. As identified by Kanu (2002), students often required some form of 
temporary framework or scaffolding, at least until they were able to develop the skills to learn 
independently. Repeatedly our classroom observations showed that these effective teachers or 
peers supported others’ learning through direct guidance and assurance. Again, learning was 
supported by frequent, informal, yet informative feedback. 

Local Contexts and Resources. Consistent with the communities’ aspirations for 
education, students repeatedly responded positively to teachers who included local context as 
examples in their teaching. Of particular importance to students was hearing directly through 
elders’ visits or the reading of the transcribed stories from elders or members of their 
community. Strongly embedded in these comments is the imperative importance of the use of 
local context to engage students and support student learning. The underlying premise of 
culture-based education is similar to that advocated in place-based education. Place-based 
education is rooted in the local socio-cultural, ecological setting. As Dewey (1907) has stated,  

The great waste in schools, from a child’s perspective, is his (sic) inability to use the 
experience he gets outside of the school in any complete or free way within the school 
itself; while on the other hand he is unable to apply what he is learning in daily life. That 
is the isolation of the school – its isolation from life. When the child gets into the 
schoolroom, he has to put outside of his mind a large part of the ideas, interests and 
activities that predominate in his home and neighborhood. (p. 47) 

In place-based and culture-based education, the role of schooling is to provide a secure, 
nurturing and engaging environment to reflect the culture of the community and promote the 
participation of educational staff, students, families, and the community to make decisions 
about learning. Teaching is grounded in what students are familiar with: actualities rather 
than abstractions. It emerges from the particular characteristics of place. It draws from the 
unique characteristics and strengths of a community and, thus, does not lend itself to 
duplication or replication. Promoting the use of community resource people, it is inherently 
experiential drawing upon opportunities provided by the local context and its people. As one 
non-Inuit teacher suggested: 

Reciprocal Learning. Several teachers reported that they found that providing opportunity 
for students to share of their skills, experiences, and knowledge to contribute to a class’s 
learning was a significant strategy to promote learning and a positive learning environment. 



Teachers, especially those non-Inuit, emphasized that they quickly realized that encouraging 
students to help each other was an important and positive vehicle for promoting learning. 

The Role of Novel Opportunities. An interesting theme recognized by students was a 
sense of the unexpected and less orthodox experiences students might be introduced to as a 
result of their teachers’ efforts. Evident in learner’s perceptions of a positive learning 
environment with fun, laughter, and a sense of anticipation. Embedded within comments 
presented in this article are suggestions that students saw that novel and unexpected 
opportunities provided evidence that their teachers cared about their progress and werewilling 
to tangibly honour their collective successes. 

An Effective Teaching Profile for Yukon First Nations Settings 

As stated earlier in this article, data collected from our multiple sources provide 
evidence of some prevalent themes associated with student perceptions of success and 
teacher-specific and, most likely, culturally determined classroom characteristics that 
influence student learning.  We have limited ideas about implications of our study to those 
comments that teachers and students held consistenty. These themes assist teachers to think 
about their own teaching practices and environments, primarily as a starting point for 
reflection upon whether their own classroom practices are responsive to the voice of their 
own students. A culturally responsive teacher should be able to “problematize” his or her 
teaching and question the nature of the student-teacher relationship, the curriculum, and 
schooling in general. At the focus of this consideration are teacher perceptions of the sources 
of problems if they are evident within their classrooms. Are problems located within the 
nature of students and their culture, or are problems manifest in teachers’ own interactions 
and relationships with students? If problems are located within interactions and practices 
within classrooms, are teachers willing to respond to establish a positive learning 
environment? 

Similar to the work of Bishop et al. (2003) and Goulet (2001), we present an effective 
teaching profile for teachers of Yukon students. We present this profile in two forms. First, in 
the section that follows, we list some common attributes that would represent an Effective 
Teaching Profile for this First Nation Setting. We then, in Appendix A, list these common 
attributes as a list of specific low-inference behaviors. We acknowledge that as non-First 
Nations researchers we have interpreted these data and First Nations understandings. 
Nonetheless, our list is a starting point for teachers to consider and build upon to identify 
successful practices to establish positive learning environments and pedagogy. Here is our list 
of implications from this study. 

 
1.  Effective teachers consider how their students define educational success: what students 

perceive as success based upon their recognition of, and pride in, their achievements. 
Accordingly, they reposition their efforts to acknowledge success in students’ terms, 
especially in regarding perseverance and working through to an end as opposed to simply 
evaluating a product and placing greater regard on the evaluation outcome. Accompanying 



this attribute is ensuring that the experiences provided for students have ‘working to an 
end’ opportunities based upon practical, first-hand experiences. 

2.  Effective teachers reconsider what they believe to be the attributes of a positive learning 
environment in response to what their students identify as a positive learning environment. 
They reposition themselves in their role and interactions with students to develop a more 
co-operative, co-generated learning environment. They are caring, consistent, interested, 
and connected teachers.  

3.  Effective teachers communicate to their students that they care about their educational 
success. They do not see deficits in their students. They communicate that they work to 
foster success and that they want them to succeed; teachers are committed to fostering 
students’ success. They are willing to enter into conversations about what they can do to 
foster their students’ learning. As Noddings (1996) suggests, and affirmed by Berger 
(2007), caring is manifest in actions: it delights, challenges, responds, and affirms. 

4.  Effective teachers allow room for students to use their first language in the classroom. 
They respond to how students seek to understand their instructions and develop new 
strategies and protocols to communicate using the human resources available to them, 
including other students and support workers in the classroom. 

5.  Effective teachers communicate clearly and concisely with their students. Their 
communication in English is appropriately abbreviated and direct. When teaching, they 
undertalk rather than overtalk. It simplifies appropriately to the language proficiency of 
the student rather than complicates.  

6.  Effective teachers foster learning by using multiple instructional strategies such as direct 
instruction and modeling. They reconsider and change their pedagogical practice in light 
of how students respond to their teaching  

7.  Effective teachers allow time and provide individual support to promote student learning. 
They develop an awareness of the pace at which their students work and their need to 
complete work satisfactorily and the amount of individual attention they require in their 
learning. They provide informal and informative feedback to their students. 

8.  Effective teachers establish reciprocal learning opportunities within their classrooms. They 
recognize that others can contribute to the overall learning and will promote students to 
both seek out and provide support in learning as the need arises. 

9.  Effective teachers use local contexts and resource materials in their teaching. They do not 
believe that they are the central figure in their students’ learning. They use the local 
community and the resources within it to engage and support students and their learning. 
They legitimize the knowledge and practices of the community by endorsing it within the 
classroom, especially through stories and narratives directly from or about local people. 

10. Effective teachers recognize that they can and must change their teaching to help students 
learn. They do not believe that students must learn the teacher’s way, nor that a teacher 



needs to control or define student-teacher and student-student interactions, but, instead, 
they see the behaviours influencing student learning as opportunities to change their 
teaching to better suit their students. They make adjustments and even transformations to 
the orthodoxy of their practice to include practices reflective of the home culture (Harker, 
1979). 

A question that arises from this study is the uniqueness of these effective teacher 
attributes for Yukon First Nations students. Are they not, simply, good teaching practices for 
all students? The literature, especially in science education, identifies characteristics 
commonly evidenced of effective teachers (e.g., Tobin & Fraser, 1990). As one might expect, 
the general education literature contains a plethora of citations referring to effective teaching 
characteristics. One study of significance is Hattie’s (2009) meta-analysis of over 800 studies 
associated with effective teaching practices as they relate to student achievement. In his meta-
analysis, Hattie has distilled five broad dimensions common to effective teachers. Effective 
teachers (a) identify essential representations of their subject, (b) guide learning through 
classroom interactions, (c) monitor learning and provide feedback, (d) attend to affective 
attributes, and (e) influence student outcomes. Although these attributes are evidently linked 
to some attributes of effective teachers identified through this study, what is most apparently 
missing in Hattie’s list is any explicit mention of pedagogies that respond to the cultural 
norms of the settings students represent. Several of the effective teaching practices identified 
within this study (e.g., use of first language, succinct communication patterns, use of local 
resources and contexts) are manifest in students’ home and community culture. This is the 
distinction and potential relationship between culturally responsive and effective teachers. 
Culturally responsive teachers are effective teachers by responding to the cultural norms of 
the settings students represent. They are able to use the cultural knowledge, prior experiences, 
frames of reference, and performance styles of students to make learning encounters more 
relevant to and effective for them (Costagno & Brayboy, 2008; Gay, 2000). 

Summary 

We originally based this article in the voices of community members, and, to some 
extent, their teachers in a Yukon ommunity to find out what they perceived as educational 
success. Further, in our study we considered what students primarily identified as a teacher’s 
specific classroom characteristics that contributed to this success. As much as the voices of 
the respondents contribute to an understanding of student success and the contributors to 
success, the few narratives presented paint quite vivid descriptions of what is required to 
create pedagogically preferred practices to create positive learning environments. Central to 
prompting these changes and successes were teachers who have deeply considered what they 
could do to best support the development of classrooms to foster student success.  

At the heart of these changes is teachers accepting that they are the central players in 
fostering change, first in themselves by shifting power relationships and working 
collaboratively towards an environment where practices reflect the culture in which students 
are situated and second, by changing their teaching practices to assist students in their 
learning. For the community members involved in this project, this study suggests that 
students are very aware of what can contribute to their learning. Culture-based education 



should and must reflect, validate, and promote the cultural norms represented by members of 
their community. 
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Appendix A 
 

Classroom Teaching Inventory (CTI)  
 
Grade:   Teacher:   Date:   Time:  
Topic:  
Pedagogy:  
 
N if the teacher never uses this strategy in their teaching or it is not observed;  
R if the teacher rarely uses this strategy in their teaching – observed once;  
S if the teacher sometimes use this strategy in their teaching – observed two or three times;  
O if the teacher often uses this strategy in their teaching – observed four or five times;  
A if the teacher almost always uses this strategy in their teaching – observed repeatedly 
throughout the observation period.  
1. What is taught is connected to students’ lives.      N R S O A  
2 Students show their learning in various ways, not just in written form.   N R S O A  
3. High expectations for student performance are communicated.    N R S O A  
4 As a class, common learning goals are identified.                N R S O A  
5. Teacher’s instructions and explanations are abbreviated.     N R S O A  
6. Teacher uses visual images to communicate ideas.     N R S O A  
7. Stories are shared that are relevant to students.      N R S O A  
8. Hands-on experiences are used to provide concrete example.    N R S O A  
9. Time is given for students to respond to questions or during discussion.   N R S O A  
10. Teacher converses with individual students about things that interest them.  N R S O A  
11. Students are encouraged by teacher as they work towards learning goals.  N R S O A  
12. There are expected routines associated with student and teacher behavior.  N R S O A  
13. The tasks carried out in class encourage perseverance.     N R S O A  
14. Students are given time to think things through in their own mind.   N R S O A  
15. Teacher uses a variety of ways to get across ideas.     N R S O A  
16. Local examples including people are used in teaching.     N R S O A  
17. Connections are made between new learning and previous learning.   N R S O A  
19. Students are provided with many opportunities to master skills.   N R S O A  
20. Students work together on tasks.        N R S O A  
21. Students show their learning by sharing with a partner or a group.   N R S O A  
22. Students are asked to volunteer answers rather than being asked directly.  N R S O A  
23. Teacher checks to see if students grasp ideas before moving on.   N R S O A  



24. Students are encouraged to seek assistance from others.     N R S O A  
25. Feedback is provided as students work on tasks.      N R S O A  
26. We celebrate our successes as learners.       N R S O A  
27. Students are given repeated opportunity to master skills.    N R S O A  
28. Teacher gives students examples to help assist students in their learning.  N R S O A  
29. Teacher gets students to work together and help others on activities.   N R S O A  
30. Students are assisted with their work as they request assistance.   N R S O A  
31. Students receive feedback about their performance as they complete tasks.  N R S O A  
32. Tasks carried out encourage student creativity and independent thinking.  N R S O A  
33. Lessons are paced to allow students time for task completion.    N R S O A  
34. Students are acknowledged by name.       N R S O A  
35. Responses and involvement encouraged from quieter students    N R S O A  
36. Teacher actively listens to student responses.      N R S O A  
37. Students strengths and capabilities are used to support the class’s learning.  N R S O A  
38. Teacher communicates openly about their professional practice with students. N R S O A  
39. A particular skill or behavior is modeled for students.     N R S O A  
40. Local language and culture connections are made explicit in instruction.  N R S O A 
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Abstract: 
        Egyptian scientists have not yet used the 20-m multistage shuttle run test (20-m 
MST) and validity of the test has not been studied for use with any of the Egyptian 
sports population. The purpose of this study was to evaluate the validity and reliability 
of the 20-m multistage shuttle run test as a predictor of Vo2max in football players in  
second degree league in Egypt. Participants (N= 94)  players  (age 26.91± 2.76years), 
(height 173.76 ± 3.87cm), (weight 69.66 ± 6.81 kg), where the researcher detects the 
Criterion-Related Validity between the (20-m MST) and laboratory test via treadmill 
gas analyze system according to the protocol established to calculate the (Vo2max) 
Through the ZAN 600 device, where the researcher detects the Criterion-Related 
Validity between the two tests according to four equations depending on, (1) level,  
stage and age of players,(2) number of stages and age,(3) distance and age, ,(4) 
Maximal shuttle run speed and age. The results showed that the value of the 
correlation coefficient between the (20-m MST) with laboratory test according to the 
four equations, (r = 0. 955, r = 0. 955, r = 0. 955, r = 0.944) respectively, Which 
indicates that the (20-m MST) is valid to predict the Vo2max, also results showed no 
significant difference between test and re-test for the third equation, and the value of 
the correlation coefficient was r = 0.990 between the test and re-test, the researcher 
built Z-scores levels for (Vo2max) in football players via the (20-m MST) using the 
third equation to be the standard to evaluate the (Vo2max) for football players in 
Egypt. 
 
Keywords: validity, reliability, 20-m multistage shuttle run test, Vo2max, football. 
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Introduction: 
         It has been demonstrated that soccer performance requires well developed 
aerobic and anaerobic fitness. Consequently, the assessment of the VO2max and 
anaerobic threshold is important for monitoring the effectiveness of the physical 
training program of the soccer players [29]. These aerobic fitness measurements are 
accurately evaluated using a variety of laboratory protocols during treadmill 
continuous running until exhaustion [29]. However, the soccer performance is 
characterized by an intermittent and high intensity physical effort [29].  However, the 
direct measurement of maximum oxygen uptake (VO2max) is recognized as the best 
single index of aerobic fitness [29]. However, the direct measurement of VO2max is 
difficult, exhausting, and often hazardous to perform regardless of the type of 
treadmill or ergometer used [9]. Because the direct testing procedure is rather 
complicated for larger populations, several indirect running and walking tests have 
been developed. Scientists often calculate VO2max using indirect protocols [24, 8]. It 
has been reported that equations for predicting VO2max indirectly using running and 
walking tests are very sensitive to the studied population. Therefore, before applying 
any indirect protocol for prediction of VO2max, the validity of the test should be 
established in a particular population. Therefore, it seems logical to evaluate the 
soccer player's capacity with sport-specific endurance tests. For this reason, some field 
tests have been proposed as practical and specific alternatives to laboratory 
assessments. One of the most popular is the 20-m multistage shuttle run (20-m MST) 
[16, 17]. It is often used to measure aerobic capacity [16, 17,34,12,31, and 32]. 
Cooper et al. [7]. studied the repeatability and criterion-related validity of the 20-m 
MST as a predictor of maximum oxygen uptake in active young men. Suminski et al, 
[28]. established the validity of the 20-m MST for measuring the aerobic fitness of 
Hispanic youth 10 to 12 years of age. Chatterjee et al. [5]. studied the validity of 20-m 
MST in junior taekwondo players and female university students in India. And, the 
20m multistage shuttle run (Léger and Lambert 1982) [15]. Is a field-based 
continuous running test that is used extensively in many sporting and occupational 
health settings to predict maximal oxygen uptake (Wilkinson et al. 1999) [33]. 
Following a modification to the original protocol (Léger et al. 1988; Ramsbottom et 
al. 1988) [16, 25]. The 20m multistage shuttle run test (MSSRT) in its current form 
requires participants to run between two lines set 20 meters apart at a pace dictated by 
an audio cassette. It commences at a velocity of 8.5 km hr-1 and increases by 0.5 km 
hr-1 every minute thereafter. The MSSRT is individually terminated when a 
participant cannot maintain the set pace or reaches volitional exhaustion. The velocity 
corresponding to the last completed stage is used as an independent variable in a 
regression equation derived by Léger et al. (1982) [15]. To predict maximal oxygen 
uptake (VO2max). Alternatively, predicted maximal oxygen uptake can be obtained by 
cross-referencing the final (completed) stage and shuttle number to a table of oxygen 
uptake values provided by Paliczka VJ, et al. (1987) [23], Léger et al. (1988) [16], 
Brewer et al. (1998) [4], Liu NY et al. (1999) [19], and Aandstad, et al. (2011) [1], The 
validity of the MSSRT predictions (against laboratory determined criterion VO2max 
values) has been assessed via correlation analysis among samples across a range of 
ages and athletic abilities ( Grant et al. 1995[11], Léger and Gadoury 1989[17], 
McNaughton et al. 1998[21], Paliczka et al. 1987[23], Wilkinson et al. (1999) [33], 
and on account of the size of the correlations reported (r > 0.82 – 0.93) has generally 
been reported in favorable terms. Although some reports offer a contrary view, for 
example O’Gorman et. al. (2000) [22]. (r < 0.61) and St Clair Gibson et. al. (1998) 



[27]. (r < 0.71), the consensus appears to be that the MSSRT is able to provide an 
accurate prediction of an individual’s VO2max. However, the matter of the reliability 
of the MSSRT, that is, the extent to which it can yield consistent scores on a test-retest 
basis, has yet to be satisfactorily addressed. Studies that have investigated the test-
retest reliability of the MSSRT are less well documented than those dealing with its 
validity, but by-and-large researchers have maintained (on the basis of test-retest 
correlation coefficients being in the range 0.87 to 0.97) that it is able to generate 
repeatable scores, and consequently repeatableVO2max predictions. However, the 
contemporary view of the way in which researchers such as Léger et al. (1988) [16], 
Mahoney (1992) [20], Sproule et al. (1993) [26], St. Clair Gibson et al. (1998) [27], 
and Vincent et al. (1999) [30], quantified the reliability of the MSSRT renders such a 
claim as highly questionable. Since the publication of particular articles (Atkinson 
(1995) [2], Atkinson and Nevill (1998) [3], Lamb (1998) [14], Hopkins (2000) [13], 
brought to the attention of sport and exercise scientists the limitations of the 
correlation approach, it has become increasingly accepted that other statistical 
techniques, such as the coefficient of variation, the ‘Limits of Agreement’ (LoA) or 
the ‘Typical Error’ should be the principal statistics in reliability analyses.  
Methods 
Participants 
     (94) Football players in second degree league in Egypt volunteered for the study 
from four clubs (Olympy, Kroum, Abokir, EL-Ragaa). The subjects had a mean (age 
26.91± 2.76years), (height 173.76 ± 3.87cm), (weight 69.66 ± 6.81 kg). The tests 
were demonstrated to the subjects before actual administration and the subjects agreed 
to sign a statement of informed consent.  
Procedures  
        Maximum oxygen consumption of each subject was determined by both indirect 
and direct methods, respectively, at an interval of 10 days from 14/2/2011 to 
24/2/2011. The indirect method in half of the subjects followed the direct method 
whereas indirect method was followed by direct in the other half of the subjects to 
avoid any possibility of bias. Subjects were asked to take complete rest at for at least 
half an hour prior to the exercise, so that pulmonary ventilation and pulse rate might 
come down to a steady state (Chatterjee et al., 1986) [5].They had a light breakfast 2-
3 hours before the test and refrained from any energetic physical activity for that 
period. Prediction of Maximum Oxygen Uptake Capacity by the 20-m MST Subjects 
start running back and forth on a 20-m course and must touch the 20-m line at an 
initial speed of 8.5 km/hr which gets progressively  faster (0.5 km/hr. every minute), 
in accordance with a pace dictated by a sound signal on an audio CD. Several shuttle 
runs make up each stage; each stage is of one-minute duration. As the test proceeds, 
the number of shuttle runs (stages) increases in each level and subjects are instructed 
to keep pace with the signal for as long as possible. When the subject can no longer 
follow the pace, the last stage announced is used to predict maximal oxygen uptake 
using four equations. 
 (1) According to level and stage and players age 
Y = 35.163+ 3.011A + 0 .315B - 0.262C 
Where, 
Y= VO2max (ml/kg-1/min-1) 
A= Level 
B= Stages 
C= Age (year). 
 
 



(2) According to number of stages and players age 
Y = 41.025+ 0.283A - 0. 230B 
Where, 
Y= VO2max (ml/kg-1/min-1) 
A= Total Stages 
B= Age (year).  
 
(3) According to Total distance and players age 
Y = 41.025+ 0.14A - 0. 230B 
Where, 
Y= VO2max (ml/kg-1/min-1) 
A= Total distance 
B= Age (year).  
 
(4) According to Maximal speed and players age 
Y = -10.504+ 5.915A - 0. 231B 
Where, 
Y= VO2max (ml/kg-1/min-1) 
A= Maximal speed 
B= Age (year).  

     Direct Measurement of Maximum Oxygen Uptake was measured (Vo2max) 
through motor driven treadmill (ZAN600 Treadmill).The testing protocol used was 
the Bruce protocol (Lin1995) [18], which begins with a 3-minutes warm-up during 
which participants walk comfortably (below 2.8km/hr, 0% grade). The workload is 
then increased by grade and running pace every 3 minutes until participants reach 
volitional exhaustion. Oxygen uptake was considered maximal if any two of the 
following criteria were met: (a) volitional fatigue; (b) respiratory exchange ratio ≥1.1; 
(c) heart rate at or near age-predicted maximum (±10bpm); (d)  ≤ 2mL·kg−1 increase 
in Vo2 with an increase in workload; (e) rating of perceived exertion scale ≥ 18.[6]. 

Data Analysis 
        Paired t-test, Pearson’s product moment correlation, and linear regression 
statistics, And the Z-scores for (20-m MST) was calculated with equation: 
[(Grade-mean divided by standard deviation) x 10] +50. The researcher was used the 
Statistical package for social sciences (SPSS) 10 with MS windows. 
 
Results  
       The physical characteristics of subject and predicted VO2max by 20-m multi 
stage shuttle run test according to the four equations and directly measured VO2max 
of the participants are presented in the Tables (1, 2). The correlations between 
measured directly VO2max and predicted VO2max by 20-m multi stage shuttle run 
test according to the four equations are shown in Table (3). A Pearson product 
moment correlation coefficient was calculated between the test and re-test of the 20-m 
MST according to the third equation after one week from the first measure, the 
correlation coefficient was higher between the test and re-test, where (r =0.990 p < 
0.01) according to table (4). The results showed non-significant between the test and 
re-test of the 20-m MST according to the third equation. Where, T = -0.63 Table (5). 
And Table (6) shows the z scores for the predicted VO2max by 20-m multi stage 
shuttle run test according to the third equation. 
 
 



   
(Table 1): Physical characteristics of the (94) participants 
 

Variables Age Height Weight Level stage
total of 
stages 

distance 
maximal 

speed 

Mean 26.91 173.76 69.66 8.94 6.31 78.56 1571.28 12.47 

Std. Deviation 2.76 3.87 6.82 2.10 3.27 22.27 445.48 1.05 

Range 10.00 24.00 29.00 7.00 11.00 75.00 1500.00 3.50 

Minimum 22.00 164.00 59.00 5.00 1.00 36.00 720.00 10.50 

Maximum 32.00 188.00 88.00 12.00 12.00 111.00 2220.00 14.00 

Median 27.00 174.00 70.00 9.50 7.00 84.00 1680.00 12.75 

Mode 28.00 175.00 61.00 10.00 9.00 70.00 1400.00 13.00 

Skewness -0.36 0.28 0.44 -0.46 -0.12 -0.35 -0.35 -0.46 

Kurtosis -0.95 1.24 -0.54 -0.92 -1.35 -1.10 -1.10 -0.92 

 
 
(Table 2) Direct and indirect vo2max characteristics of (94) participants 
 

Variables 
direct 

vo2max 

predict of 
(vo2max 

according to 
equation (1) 

predict of 
(vo2max 

according to 
equation (2) 

predict of 
(vo2max 

according to 
equation (3) 

predict of 
(vo2max 

according to 
equation (4) 

Mean 57.02 57.01 57.07 56.84 57.03 

Std. Deviation 6.96 6.65 6.66 6.59 6.57 

Range 23.30 23.17 23.07 22.84 22.55 

Minimum 44.78 43.36 44.08 43.98 44.44 

Maximum 68.08 66.53 67.15 66.82 66.99 

Median 58.15 58.48 58.36 58.11 58.33 

Mode 52.50 55.27 54.86 54.65 59.69 

Skewness -0.18 -0.41 -0.30 -0.30 -0.40 

Kurtosis -1.03 -0.89 -1.01 -1.00 -0.83 

 
 
 (Table 3) The correlations between the Predicted and direct VO2max of the 
subjects (N =94) 
 

Variables 

predict of 
(vo2max 

according to 
equation (1) 

predict of 
(vo2max 

according to 
equation (2) 

predict of 
(vo2max 

according to 
equation (3) 

predict of 
(vo2max 

according to 
equation (4) 

direct 
VO2MAX 

Pearson 
Correlation 

0.955 0.955 0.955 0.944 

Sig. (2-tailed) 0 0 0 0 

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



 
 (Table 4) the correlation coefficients between test and re-test for 20-m multistage 
shuttle run test according to the third equation. 
 

Variables Re-test 

Test Pearson Correlation 0.990 

Sig. (2-tailed) 0 

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

 
 (Table 5) the differences between test and re-test of 20-m multistage shuttle run 
test according to the third equation. 
 

variables mean 
Std. 

Deviation 

Paired Differences 

t df Sig. (2-tailed) 
mean 

Std. 
Deviation 

test 1308 284.58 
-7.00 49.53 .632 19  0.53 

Re-test 1315  311.93  

Table T = 2.093 in df = 19  
 
(Table 6) the z scores for the 20-m multistage shuttle run test according to the 
third equation. 
 

N  Grade  
Z -

Scores  
N  Grade  

Z -
Scores  

N  Grade  
Z -

Scores  
N  Grade  

Z -
Scores  

1  43.98 30.49 21 51.21 41.46 41 59.56 54.13 61 63.99 60.86 

2  44.26 30.91 22 51.49 41.88 42 59.61 54.21 62 64.53 61.67 

3  44.77 31.69 23 52.92 44.05 43 59.84 54.56 63 65.37 62.95 

4  45.10 32.19 24 53.20 44.48 44 59.89 54.63 64 65.65 63.37 

5  45.28 32.46 25 53.48 44.90 45 60.63 55.76 65 65.93 63.80 

6  45.33 32.54 26 54.65 46.68 46 60.68 55.83 66 65.98 63.88 

7  45.84 33.31 27 54.93 47.11 47 61.01 56.33 67 66.26 64.30 

8  48.03 36.63 28 55.21 47.53 48 61.19 56.61 68 66.54 64.73 

9  48.08 36.71 29 55.26 47.61 49 61.73 57.43 69 66.59 64.80 

10  48.13 36.78 30 55.54 48.03 50 63.13 59.55 70 66.82 65.15 

11  48.49 37.33 31 55.82 48.46 51 63.23 59.70       

12  48.51 37.36 32 56.10 48.88 52 63.41 59.98       

13  48.54 37.41 33 56.38 49.31 53 63.51 60.13       

14  48.87 37.91 34 57.55 51.08 54 63.66 60.35       

15  49.02 38.14 35 57.83 51.51 55 63.69 60.40       

16 49.20 38.41 36 58.39 52.36 56 63.71 60.43       

17 49.33 38.61 37 58.67 52.78 57 63.79 60.55       

18 50.07 39.73 38 58.72 52.86 58 63.84 60.63       

19 50.30 40.08 39 59.00 53.28 59 63.89 60.70       

20 50.98 41.11 40 59.28 53.71 60 63.94 60.78       

 



 
Discussion: 
  According to (table 2) the mean and SD values of the VO2max determined by direct 
method was 57.02 ± 6.96 ml/kg-1/min-1, range 23.30 ml/kg-1/min-1.Where, minimum 
value 44.78, maximum value 68.08, the median 58.15, and mode 52.50. The mean and SD 
values of the predicted VO2max by 20-m MST according to the first equation was 
57.01± 6.65 ml/kg-1/min-1, range 23.17 ml/kg-1/min-1.Where, minimum value 43.36, 
maximum value 66.53, the median 58.48, and mode 55.27. The mean and SD values of  the 
predicted VO2max by 20-m MST according to the second equation was 57.07± 6.66 
ml/kg-1/min-1, range 23.07 ml/kg-1/min-1.Where, minimum value 44.08, maximum 
value 67.15, the median 58.36, and mode 54.86. The mean and SD values of the predicted 
VO2max by 20-m MST according to the third equation was 56.84± 6.59 ml/kg-1/min-1, 
range 22.84 ml/kg-1/min-1.Where, minimum value 43.98, maximum value 66.82, the 
median 58.11, and mode 54.65. The mean and SD values of the predicted VO2max by 20-
m MST according to the fourth equation was 57.03± 6.57 ml/kg-1/min-1, range 22.55 
ml/kg-1/min-1.Where, minimum value 44.44, maximum value 66.99, the median 58.33, 
and mode 59.69. (Table 3) shown the correlations between the direct and predicted VO2max 
of the subjects according to the four equations as follows; (r= 0.955, 0.955, 0.955, 0.944).  So, 
the 20-m MST is valid test to predict of VO2max agreement with the studies,  Léger L.A. 
et al. (1982, 1988 and 1989) [15] [16] [17]. Ramsbottom et. al. (1988) [25]. Gibson, A. et.al 
(1998) [10]. Pinaki, C. et.al. (2006) [24]. The  repeatability was investigated by having (20) 
of the subject perform the test twice.Intra-class correlation coefficients were used to 
determine the test–retest reliability. Where, the correlation coefficient between test –retest was 
(r = 0.990). Also, the results showed non-significant difference between the test –retest of the 
20-m MST. Where, t =0.632) according to (tables 4, 5) agreement with the above studies. 
According to (Table 6) the Z-scores for (20-m MST) were calculated with equation: 
[(Grade-mean divided by standard deviation) x 10] +50. The results showed that the 
minimum value was (30.49) while the maximum value was (65.15). 
Conclusions: 
The researcher concluded that the 20-m multistage shuttle run test is recommended as a valid 
method to evaluate aerobic fitness in terms of VO2max within football players. The four 
equations developed on the basis of present data are recommended to be used as well. This is 
particularly the most useful method when a large number of subjects are to be evaluated 
without the help of a well-equipped laboratory, in less expense and within a short period of 
time. 
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ABSTRACT 
 
 

Given the alarming decline of enrollees of students who withdraw from 

universities each year due to various interference such as family problems and 

financial difficulties, it behooves school personnel, particularly the instructors and 

counseling services, to provide instruction regarding ways for the students to 

expand their repertoire of coping skills, thereby better managing the stress that 

may lead to poor school performance and consequently dropping out of school.  

Students are not exempted from experiencing many transitional changes that 

head to stressful life experiences. With the premise that inaccessible recipients 

may spoil even the most excellent quality of instruction, this action research 

explores the multiple stress management intervention being used on coping 

responses. It examines evidence for the effectiveness of those interventions in 

relation to reduction of stress among students. There are three (3) stress 

management intervention used in the study: Imagery was used as part of the 

cognitive approach; listening to relaxation tapes for the environmental method; 

and progressive muscular relaxation with breathing control for the physical 

technique. The descriptive quantitative research design was used to explore the 



responses of 15 respondents, who are third year nursing students of UPHSD. 

They completed the Standard Perceived Stress Scale, participated in the multiple 

stress management intervention and finally accomplished the specially designed 

stress reduction evaluation tool. A high level of stress among the respondents 

was established; the respondents were indeed suffering from stress of grand 

proportion before the stress reduction activity was performed. The stress 

reduction evaluation tool revealed a high level of effectiveness of the activity. 

Results show that the multiple stress management intervention is brief and has 

positive effects. The activity was reported by participants to have been 

successful, they expressed that they would like to repeat and explore the stress 

reduction techniques further. The evidence suggests that multiple stress 

management intervention is effective and brings a range of benefits to reduce 

stress to those involved. Further more there is a positive relationship with the 

level of stress and effectiveness of MSMI, meaning that stressed people needs 

effective and appropriate stress management on their coping responses and 

should be recommended and given access to our valuable students.   
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  Testing or Learning:  Teachers’ Perceptions on School Practices 

 
       Abstract: The purpose of this study was to examine teachers’ perceptions of professional 
development and instructional practices. Perceptions of teachers whose school’s focus was on 
student learning were contrasted with perceptions of teachers whose school’s focus was on test 
scores. This study used a questionnaire to examine 92 suburban New York teachers’ perceptions 
of two variables: instructional practices and professional development.  The questionnaire was 
distributed at a faculty meeting. The findings indicated that teachers who perceive that their 
schools value student learning have more professional development opportunities and use higher 
level instructional practices than teachers in schools valuing test scores.   

Purpose 

      It is universally accepted that students need to be prepared for success in a rapidly changing 
world.  Moreover, profound gaps exist between the knowledge and skills most students learn in 
school and the ones needed for success as independent adults in a globally competitive society.  
Coupled with these gaps are stakeholders’ different interpretations concerning the appropriate 
focus of schools as well as recent federal initiatives such as Race to the Top (RTTT) that have 
heightened the stakes even further.  In fact, New York State’s winning RTTT proposal has 
resulted in significant changes in the learning standards, student assessments and the teacher and 
principal evaluation systems. 
 Public debate continues to escalate regarding the effect high-stakes testing is having on New 
York elementary teachers and ultimately, student learning.   With the advent of the 2011 New 
York State Annual Professional Performance Review (APPR) regulations, all educational 
professionals will be held accountable for student growth on standardized achievement measures.  
Specifically, a positive annual performance review will be dependent on measureable student 
growth on New York State assessments.  In effect, these new regulatory requirements have 
raised the bar of No Child Left Behind’s (NCLB) 2014 Annual Yearly Progress (AYP) mandate.  
 At the same time, the educational community is emphasizing the importance of both 21st 
century skills and preparing students for college and career readiness.  The skills involved in 
both areas are the antithesis of those currently required to demonstrate proficiency on New York 
State assessments.  In 2008, Former President Van Dam of the International Society for 
Technology in Education (ISTE) reflected on the narrowing vision of what constitutes 
achievement in the age of NCLB when he stated, “Many districts are so overwhelmed and 
concerned about the NCLB requirements and potential financial repercussions of not complying, 
that for lots of them the safest route is the ‘back-to-basics’ approach, focusing entirely on 20th 
century skills at the expense of 21st century ones” (Casner-Lotto & Benner, 2006). 
      The purpose of this study was to examine teachers’ perceptions of professional development 
and instructional practices.  The perceptions of teachers who rated their school’s focus as 
primarily targeting student learning was contrasted with the perceptions of teachers who rated 
their school’s focus as primarily targeting increased test scores. Based on the literature review, it 
was suggested that teachers in “student learning” focused schools would perceive that they had 
more professional development opportunities and better developed instructional practices than 
teachers in “test scores” schools.   

       



 

    
Literature Review 

 
Discourse examining the relationship between testing and teaching has accrued 

considerable depth and breadth in the literature since 2002.  A review of the literature however, 
reveals a paucity of research-based studies and conversely, a plethora of unsubstantiated claims 
presented in articles, commentaries and essays. Complex and at times contradictory, divergent 
teacher opinions regarding the effect of high-stakes tests on instruction has been reported. A 
majority of teachers report that testing has had a negative impact; an equally large majority state 
that it does not.  As reported by Yeh (2005), opponents of high-stakes testing typically refer to 
four negative classroom effects produced by testing:  
               Narrowing the curriculum by excluding from it subject matter not tested  
               Excluding topics not tested or likely to be on the test even within tested subjects  
               Reducing learning to the memorization of facts easily recalled  
               Devoting too much classroom time to test preparation rather than learning  

In contrast, the result of a large scale survey of 299 school districts in 50 states conducted 
by the Center of Educational Policy was released in 2006.   Increased curricular time for reading 
and math was reported by 71% of the districts surveyed.  However, the survey results suggest 
that there were mixed perceptions about the impact of this increased time and a general sense 
that this focus has obstructed time spent on other curricular domains. 

Lai and Waltman (2008) surveyed Iowa teachers to determine changes to instructional 
practices that resulted from NCLB legislation.  Their results suggested that teachers who 
perceived more pressure to raise test scores were more likely to make instructional changes. 
Furthermore, the changes that most often took place included the use of small groups and drill 
and practice methodologies.  Additionally, “pressured” teachers reported an increase in the types 
and amount of assessments used throughout the year. 

State-mandated testing influences teachers' beliefs and instructional practices (Cimbricz, 
2002) in addition to teachers’ subject knowledge, teaching and learning beliefs and the context 
of teacher roles.  Cimbricz’s study clearly indicates that aforementioned factors affect perception 
of state-mandated testing’s influence on beliefs and practice and that more research is needed to 
analyze the influence of these other factors.   High-stakes testing increases the amount of 
learning, as evidenced by performance on other tests. Additionally, if curriculum is adequately 
aligned to standards and assessments, then use of test data to refine curriculum is empirically 
supported.  
 The amount and type of professional development that is offered by school districts is 
also influenced by state-mandated testing.  A recent RAND study (Hamilton et al., 2007) found 
strong efforts to provide professional development aimed at aligning instruction to standards and 
state assessments and to increase the use of assessment data to drive instruction.  There was also 
a shift in emphasis of professional development offerings on tested subjects and away from 
those subjects that are not tested. 
 Kent (2004) stated that high quality professional development must be specific to 
identified needs of local schools and must involve on-going follow up support to ensure that the 
initiatives presented are translated into actual instructional practices.  In contrast, ineffective 
professional development is characterized by a neglect of connections to actual instructional 
practices and a lack of alignment with the school mission, curricular and assessment changes and 
evidence based best practices (Laine & Otto, 2000). 



 

 As stated by Lai and Waltman (2008), opponents of NCLB argue that major negative 
consequences of this legislation is an overreliance on “drill and kill” test preparation activities 
and a focus on teacher-centered instead of student-centered pedagogies.  This is supported by 
Au’s (2007) meta-synthesis of 49 research articles concerning the effects of high-stakes testing 
on classroom instruction.  An implication of both studies was that professional development 
opportunities often focus on increasing students’ proficiencies on high-stakes testing instead of 
on increasing overall student learning. Furthermore, both of these studies suggest that 
professional development opportunities have been negatively affected as a consequence of the 
NCLB legislation.   

Lai and Waltman (2008)  analyzed questionnaires from two time periods (2004-05 and 
2006-07) and two distinct samples of Iowa teachers in order to compare changes to content 
student activities, teaching methods, assessments and curricular materials.  Regarding 
professional development, their analysis suggested that school sponsored professional 
development was most common in the area of reading and least common in the non-
accountability areas of science and social studies.   

 
Research Design and Method 

 
 Research question:  How do teachers’ perceptions towards instructional practices and 
professional development differ in terms of school focus (test scores versus student learning)? 
 

Definitions of Terms 

Instructional Practices 
 For the purpose of this study, instructional practices refers to a teacher’s ability to 
communicate clearly and accurately, use questions and discussion techniques, engage students in 
learning, and provide feedback to students, as well as demonstrate flexibility and responsiveness 
(Lowry, 2010). 

Professional Development 
 For the purpose of this study, professional development refers to high-quality 
professional development opportunities that include but are not limited to use of assessment data, 
instructional strategies, and aligning curriculum and instruction that are directly correlated with 
information addressed by the New York State assessments (Lowry, 2010). 
 
School Focus 
 For the purpose of this study, school focus is defined as shared beliefs and attitudes that 
characterize the district-wide organization and establish boundaries for its constituents units.  
School focus in this study is divided into two groups.  One group’s priority is test scores and the 
other group’s priority is student learning.  

 

 

Survey Instrument 

 



 

This study was based on one completed by Lowry (2010) which involved the creation of 
a teacher questionnaire which addressed the factors of NCLB, instructional practices, test 
preparation, professional development and school climate. It consisted of 42, five point Likert 
scale items. Data was gathered from questionnaires completed by elementary school classroom 
teachers. Subjects were chosen from a suburban New York public school district that is currently 
engaged in the administration of New York State assessments in English language arts and 
mathematics and has three K-5 elementary schools.  The total number of potential respondents 
was 102 K-5 classroom suburban New York teachers. There were 92 actual respondents.  A high 
response rate was obtained because the survey was distributed at regularly scheduled faculty 
meetings within each building.  Of the total respondents, 85.9% were female and 14.1% were 
male.  43.5% of the respondents were assigned to K-2 classrooms and 56.5 were assigned to 3-5 
classrooms. 

For the purposes of this study, the variable school focus was assessed by a single item 
(Table 1). 
 
Table 1 
Survey Question Concerning Focus 
Which of these two statements best characterizes the focus of your school? 
Mark only one: 

 “My school is more interested in increasing test scores than in improving overall 
student learning.” 

 “My school is more interested in improving overall student learning than in 
increasing test scores.” 

 
A review of the original survey items as well as current literature resulted in changes to 

the Instructional Practices and Professional Development variables.  The new Instructional 
Practices variable was comprised of 12 items and the new Professional Development variable 
was comprised of 7 items.  These two factors were subjected to a reliability test.  Cronbach alpha 
coefficients were .79 for Instructional Practices and .63 for Professional Development and 
reflected adequate internal reliability of both variables. The questions utilized in the revised 
survey relating to the two variables of interest are listed in the Tables 2 and 3 below. 
 
Table 2 
Professional Development (Cronbach’s Alpha = .63) 
Question 
Number 

Items 

1 Teachers receive additional time to work together and collaborate 
2 Teachers receive additional time for professional development 

opportunities related to literacy 
3 Teachers receive additional time for professional development 

opportunities related to mathematics 
4 Teachers receive additional time for professional development 

opportunities related to the use of assessment data to inform 
instruction 

5 Teachers receive additional time for professional development 
opportunities related to instructional strategies for students with 



 

disabilities 
6 Teachers receive additional time for professional development 

opportunities related to instructional strategies for students with 
Limited English Proficiency 

7 Teachers receive additional time for professional development 
activities that focus mainly on aligning curriculum and instruction 
with standards and/or assessments 

 
Table 3  
Instructional Practices (Cronbach’s Alpha = .79) 
Question 
Number 

Items   

8 I am able to successfully accommodate students’ questions. 
9 I use written language correctly, with well-chosen vocabulary. 
10 I use spoken language correctly, with well-chosen vocabulary. 
11 I make appropriate adjustments to lessons during instruction. 
12 I teach lessons that have a clearly defined structure. 
13 I persist in seeking effective approaches for students. 
14 In my classroom, all students have a role in every learning activity. 
15 I give feedback of high quality to students that need help. 
16 I pace lessons appropriately for the needs of all students. 
17 I insure that all students are cognitively engaged in activities and 

assignments. 
18 I ask questions that require students to provide a thoughtful 

response. 
19 I am able to successfully engage all students in classroom 

discussions. 
 

Research Question 

The research question examined was:  How do teachers’ perceptions towards instructional 
practices and professional development differ in terms of school focus (test scores versus student 
learning)? 
 

Results 
 

Comparison of Test Scores Focus and Student Learning Focus 
This study examined differences between teachers who viewed their schools as primarily 

focused on student learning and teachers who viewed their schools as primarily focused on test 
scores and two variables of professional development and instructional practices. Two 
independent-samples t tests were conducted to evaluate the hypothesis that teachers who 
perceive that their schools value student learning have higher perceptions of professional 
development and instructional practices than teachers who perceive that their schools value test 
scores. The results are summarized in Table 4. Concerning professional development, the test 
was significant t(83) = -2.91, p=0.005.  Teachers who rated their schools as valuing student 



 

learning (M = 27.59, SD =2.57) reported having more professional development opportunities 
than those who rated their schools as valuing test scores (M = 25.78, SD = 3.07).  Teachers in 
student learning schools, on average, chose “agree” for seven questions measuring professional 
development while teachers in test scores schools, on average, chose “slightly agree” to “agree” 
for these same questions.  Regarding instructional practices, the test was significant t(78) = -3.25, 
p=0.005.  Teachers who rated their schools as valuing student learning (M = 43.72, SD = 6.08) 
reported using higher level instructional practices than those who rated their schools as valuing 
test scores (M = 39.08, SD = 5.80).  “Student learning” teachers, on average, chose “slightly 
agree” to “agree” for the 12 instructional practices questions while “test scores” teachers chose 
“slightly agree.” 

 
Table 4 
Independent Samples t Test – Comparison of Test Scores Focus and Student Learning Focus 

  Focus N M    SD t p 
Professional 
Development 

test scores 29 25.76    3.07   
student 
learning 

56 27.59    2.57 -2.91 0.005

Instructional Practices test scores  26 39.08    5.80   
student 
learning 

54 43.72    6.08 -3.25 0.002

 
Discussion 

 Elementary teachers who perceive their school to value student learning reported having 
more professional development opportunities and conversely, those who perceive their school to 
value test scores reported less professional development opportunities. These results align with 
Au (2007) and Lai and Waltman’s (2008) assertions that high-stakes testing legislations has 
resulted in an overreliance on “drill and kill” test preparation activities, such as increasing 
students’ proficiencies on high-stakes testing as opposed to student centered pedagogy and 
increasing overall student learning.  When schools value test scores then efforts related to 
teaching to the test, ‘drill and kill’ teaching and other test preparation techniques are supported 
and reinforced and less attention is given to professional development opportunities.  On the 
other hand, when teachers view their schools as valuing student learning, more professional 
development opportunities are perceived to be available.  An alternate explanation of this 
relationship could be that schools which offer significant amounts of professional development 
are perceived as valuing student learning. 
           In student-learning schools, elementary teachers reported using higher levels of 
instructional practices when teaching curriculum in various instructional settings.  These findings 
concur with Cimbricz’s (2002) findings concerning the influence of state-mandated testing upon 
teachers. Specifically, his research suggests that instructional practices are dependent upon how 
teachers interpret state testing and use it to guide their action. Additionally, Cimbricz found that 
the influence of state testing on specific teachers goes beyond their individual perceptions and 
actions and also include the network of constructed meanings inherent within the culture of their 
educational settings. This is consistent with the results of the current study which suggest that 



 

teachers’ instructional practices vary dependent on their school’s perceived focus.  In other 
words, the influence of state testing on the culture of the school as a whole may be more 
important than its influence on individual teachers.  
         The present study concludes with recommendations as noted below:  

 

Recommendations 

1. Teachers receive additional time to coach and mentor new and veteran teachers. 
                                                    

2.  Teachers receive additional time to participate on collaborative teams to assist teachers who 
are in jeopardy of not receiving tenure because they are not performing at the level required by 
the NCLB to meet curriculum and instruction standards as well as state mandates to effectively 
educate students. 
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Abstract 

The purpose of this article is to review educational research on the impact of cognitive load 

theory and situations of cognitive overload relevant to workplace e-learning instruction and 

design methodologies. Workplace learning is rapidly filling the demand for e-learning courses. 

Somewhere along the design and implementation, applying cognitive learning theory of 

multimedia learning is often excluded. The article examines the cognitive load theory construct 

and common cognitive overload scenarios as it pertains to workplace learning. Three of the more 

common overload scenarios will be discussed: extraneous overload, audio/visual channels 

overloaded, and overload due to redundancy.  Strategies for quality design and instruction are 

suggested to manage potential overload and ensure meaningful learning.     

Keywords: instructional design, workplace learning, e-learning, cognitive overload 
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 Increasing Effectiveness of Multimedia Instruction in Workplace Learning 

The virtual classroom in recent years is a significant component of how companies 

instruct and manage workplace learning. Companies continue to benefit from the flexibility of e-

learning that can take place anywhere, at any time and maintain a low-cost web-based training 

expense. However, the growth of e-learning programs creates a challenge for instructors and 

designers to find more innovative ways to support quality instruction by matching desired 

learning goals with appropriate learning theories.  

There still seems to be a disconnect between the corporate learning structure that places 

emphasis on immediate performance and productivity results of e-learning courseware as 

opposed to placing value in cognitive load theory and overload prevention which increases   

long-term learning transfer.  This disconnect can happen in two ways: First, workplace learning 

instructors may not know all aspects of how the mind processes information in multimedia 

learning, including dual channel, limited capacity of working memory and active processing. 

Instructors may assume extensive industry experience (prior knowledge) and use of interactive 

technology prevent cognitive overload, when it may be the cause.  

 Second, an instructional model may not address instructional methods for complex 

learning to novice and expert learners.  Instructional techniques will help learners to manage 

cognitive load, long-term performance and ensures quality instruction. The American Society for 

Training and Development highlighted one of the major competencies for e-learning instruction 

as the design and implementation of quality courseware content, text, graphics and visual 

presentation (Waight & Stewart, 2005).  Companies must realize that aligning e-learning 

initiatives to include essential cognitive load theory guidelines ensures a solid and effective 

instructional model.   
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Quality e-learning courseware should present information in motivating ways, limit the 

amount of information presented and connect information to prior knowledge. It is imperative for 

instructors to have a good understanding of how adult learners differ in levels of expertise. 

Instructors who apply the principles of adult learning by addressing individual differences can 

avoid the expertise reversal effect. In-depth analysis for potential overload scenarios in design 

and instruction will result in better connections to new information and promote meaningful 

learning.   

The purpose of this article is to review educational research conducted on the impact of 

cognitive load theory and implications of cognitive overload situations on relevant e-learning 

instructional methods used in workplace learning.  Based on this review, suggested strategies for 

instruction and design are proposed to workplace learning professionals to ensure quality and 

effective instruction. 

Cognitive Load Theory  

How are cognitive structures organized as it relates to e-learning? Working memory is 

attributed with a limited capacity and its limited duration. Both apply to new information that is 

to be processed by the learner. Contrary to that, well-know or learned material is held in long-

term memory, and is not affected by either limitation when brought into working memory. 

Mayer and Anderson (1996) elaborate on this concept by outlining three main assumptions of 

working memory in a multimedia learning environment.   

First assumption, auditory and visual material is processed by separate but interdependent 

systems called dual channel (Mayer & Anderson, 1992).  Second assumption, limited amount of 

cognitive processing can take place in the verbal channel and the visual channel (Chandler & 

Sweller, 1991).  Third assumption, learning requires that it takes a learner to be able to mentally 
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select the presented material, organize the information and integrate prior knowledge to 

presented material (Mayer, 2003).  

 Cognitive load is the interaction between the learner and the task which can be measured 

by mental load, mental effort and performance. Theorists have determined that the mind 

undergoes several mental activities in order to process information in short-term memory. 

Cognitive load Theory identifies this mental activity as working memory. It is the assumption 

that some learning environments (multimedia) force greater demands of cognitive processing on 

the limited capacity of working memory.  Each working memory has a limited capacity if a 

learner retains relevant information in each memory; meaningful learning is achieved (Mayer & 

Moreno, 1998).  

Cognitive Overload  

Workplace learning instructors have focused largely on ways to improve the potential 

problem of cognitive overload. This is when cognitive processing demands of an e-learning task 

may exceed the processing capacity of the cognitive structure (Mayer & Moreno, 2003). 

According to cognitive load theory, effective learning is decreased when learners must split their 

attention between on-line text and graphics during an e-learning module (Sweller, 1999). As a 

result, limited working memory is overloaded. Kalyuga (2000) tested participants on computer-

based instruction on fabrication techniques. The results were found that the task rated most 

difficult when the text was presented in both audio and on-screen visual text.  

In an e-learning environment there are several ways in which cognitive overload can 

interrupt learning. The three instances that are more common in workplace learning are: First, 

when audio and visual are overloaded with essential processing demands in working memory. 

Instructional designers in workplace learning may utilize on-screen text with animation to further 
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explain a technical process, but results in processing overload.  To prove this instance, Mayer 

and Moreno (1998) conducted an experiment with seventy-eight college students who were 

asked to view animation concurrent with narration describing 8 major steps in lighting formation 

or concurrent on-screen text involving the same words. It was found that students could not hold 

simultaneous pictorial and verbal representations in working memory.  

Another situation that may be related to overload is incidental processing due to 

increased extraneous material.  Overload occurs when adding music, sounds or diverting the 

learner’s attention to outside source such as textbooks and manuals. In an effort to peak interest 

or gain a learner’s attention of an e-learning session, the facilitator can cause an overload 

situation. Due to limited capacity, the availability to process the essential material has decreased 

in order to process additional sounds and music. To prove this point, Mayer and Moreno (1998) 

asked seventy-five college students to view animation explaining the process of lightning with 

narration or with narration and music. The students scored much lower when tested when music 

was played as opposed to when no music was presented. 

 A third instance of overload is when redundant or confusing information is displayed. 

Workplace learning instructors often times have the intention of promoting a deeper 

understanding of complex material, but can easily cause a redundancy overload scenario because 

instruction often includes misaligned or confusing text and/or graphics on-screen in an attempt to 

reemphasize the main point of the learning task.  Mayer and Moreno (2002) conducted and 

experiment to prove the redundancy effect. Seventy four college students were asked to separate 

into two groups.  

 Group 1 was presented with animation and simultaneous explanation about lighting 

formation as narration and on-screen text. Group 2 was presented with animation first, then 
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narration and on-screen text. As a result, students who received sequential presentation 

performed better on tests rather than students who were presented with simultaneous material.  

The majority of the results of all three experiments proves and supports the main hypothesis of 

cognitive load theory: Differences in effectiveness between instructional design models is largely 

based on differences of memory load (Pass et al., 2003).   

These conducted experiments identify how people learn from multimedia instruction and 

give clear indications to instructors what cognitive load can or cannot be directly influenced by 

design.  Instructors cannot easily change expertise of the student through design.  However, 

extraneous and germane load can be directly addressed in design. If instructors can maintain 

working low memory capacity, learners are able to effectively process the essential course 

material.  

Effective e-learning Instructional Design  

What techniques can instructors implement to help novice and expert learners reduce 

cognitive overload for complex material that promotes meaningful learning? First and foremost, 

instructors must invest time for design. Invested time can come in the form of allotting the 

appropriate time for designing courseware or allotting time after the design process to test and 

measure the finished courseware product. 

Mayer and Moreno (1998) suggest segmenting to resolve when a learner experiences 

intrinsic overload; both audio/visual channels are overloaded.  The instructional designer can 

help by designing allotted time between slides. Segmenting complex and lengthy content allows 

students to organize and integrate each module.  

Designers can also include graphic organizers that serve as a roadmap for students to 

navigate through sections of the e-learning modules (Mayer & Moreno, 1998). Each time a 



8 
Running Head: INCREASING EFFECTIVENESS OF MULTIMEDIA INSTRUCTION 

student clicks on a certain section, a hyperlink takes the student to a specific lesson.  This serves 

as an outline to what the learner can expect in a length lesson and increases availability in the 

learner’s working memory to process essential material.  

Another technique suggested is weeding. Workplace instructional designers can analyze a 

finish lesson by “weeding out” additional music and sounds that do not directly re-emphasize a 

main point.  For example, leave in a sound of applause after a completion of a correct answer. 

Eliminate background music played throughout the lesson, especially during the explanation of 

complex material.  

Instructors can decrease redundancy and confusion of an e-learning lesson; Mayer and 

Moreno (2003) suggest integrated presentation technique. As previously discussed, redundancy 

overload can be controlled directly by correcting the instructional design format.  

Text can be placed within-in the graphic to free up working memory and allow for 

germane processing. Designers can also cut out on- screen-text or narration that becomes 

repetitive in the lesson.  Pass suggests that it may be more beneficial to allow learners to choose 

whether they would prefer to see words as on-screen text or hear words as narration rather than 

presenting words in both forms (Pass et al., 2003).  Are there situations when redundancy can be 

beneficial?  Mayer (2001) suggested that if graphics are excluded, this can increase availability 

for processing time and redundant narration and on-screen text.  Taking this point into 

consideration, learners with prior knowledge may benefit if redundancy is kept to a minimum of 

one or two slides that re-emphasize main points of the lesson.    

 E-learning modules can play an important role in optimizing the level of germane 

cognitive load. Germane load enables learners to make sense of the learning task by selecting, 

organizing and integrating words and images on-screen. What exercises or activities can 
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designers use to effectively instruct complex topics? First, the designer can create practice 

problems by levels of difficulty. Then allow students to chose what practice problems they want 

to attempt. Students can tap into their prior knowledge and challenge themselves to a more 

difficult problem each time.  

Second, instructors can design a module with pre-tests. The pre-test can be used to tap 

into prior knowledge, engage and prime the learner for new information introduced in the first 

lesson (Paas et al., 2003).  

       Novices and Experts 

 How do novice and expert learners differ in prior knowledge and learning effectiveness 

of various instructional techniques? Novices do not usually have prior knowledge, schema 

construction or automation. Therefore, if the challenge of the task exceeds the guidance, the task 

could cause cognitive overload. On the other hand, experts do have prior knowledge and well 

developed schema construction that can be automated. In a learning scenario, detailed external 

guidance may hinder their learning and performance relative with what they could have achieved 

with minimal instruction.   Sweller (1999) states that with practice of all material learned, 

automation takes over. When both novice and expert learners are given ample practice time, 

specific types of information can be processed with decreased cognitive processing.  At the same 

time, novice and expert learners become more familiar with the material.  

 

 

Effective Instruction 

“Pedagogical methods remain unchanged, what changes are the ways instruction involves 

students to shift toward problem-solving and critical thinking” (Hutchins, 2008, p.376). 
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Instructors can engage learners in constructive problem-solving techniques that lead to 

accomplishing the learning goal. Support or scaffolding helps learners achieve their learning 

goals and eventually support decreases until it is no longer needed (van Merriënboer, 2003).   

One example of scaffolding is using the part-task approach for novice learners. Instructors can 

begin with simpler learning tasks and progress in level of difficulty.   

 In a workplace learning environment, job aids or process worksheets can be administered 

to novice students as a way to scaffold important procedures.  This technique provides the 

learner with pretraining, or pertinent information prior to attending an e-learning course. This 

moves the information to long-term memory and decreases working memory load and leaves 

resources to process new information. Learners can more effectively process a narrated 

animation in an e-learning course because they do not have to devote all cognitive processing to 

try and understand each section of the lesson (Mayer & Moreno, 2003).    

 Problem-solving strategies themselves can create cognitive overload if not 

introduced as a learning task. Educational psychologists use cognitive load theory to suggest 

learning task that decrease extraneous load and encourage learner schema (van Merriënboer, 

2003). One example of this type of learning task is a worked-out example. Worked-out example 

presents learners with a goal and a solution of the example. Although used in practice, worked-

out examples have been suggested to be counterproductive by some researchers. Worked-out 

examples allow for easy schema construction, but do not directly engage the learner to solve 

complex problems (van Merriënboer, 2003; Paas, 1998). Instead of evaluating the worked-out 

problem, completion tasks are suggested.  Completion tasks clearly state the task, goal and 

present the partial answer (example) of the problem. Learners take less time in the evaluation 

process, thereby decreasing extraneous load and work directly on completing the task.   
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          Conclusions 

 This article reviews the implications of ineffective workplace learning instructional design 

and instruction due to exclusion of pedagogical research as it pertains to cognitive overload in 

multimedia learning. Given that e-learning is technology-based, and technology is continually 

advancing; continuous innovation and improvement to e-learning solutions is imperative. 

Successful workplace e-learning is dependent upon instructors that can design and implement 

instruction to meet company initiatives and at the same time, value scholarly research that 

outlines how learners learn.  

 Considering the importance of processing demands and the potential for overload, 

instructors need to be aware of what is considered overload and in many cases, design can 

directly influence prevention of those overload scenarios.  In order to create quality instructional 

design and instruction, workplace learning instructors need to invest time and pacing of 

courseware, keep the content relevant, provide learners with scaffolding and pre-training and 

evaluate finished product e-learning courseware for extraneous overload. 

 As instructors continue to improve the quality of design and instruction, the virtual 

classroom will become a more dynamic and optimal learning experience.   
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Abstract 
	

This paper focuses on science identity construction through the professional 
development of formal science educators engaged in extraordinary experiences that occur 
within the realm of informal science learning.   In these experiences educators gain direct, 
first person experiences involving multidisciplinary science. These experiences are made 
more powerful and memorable because they are set within unique and often challenging 
environments.   With this paper, we describe the components necessary for the 
experience to be an extraordinary professional development experiences (in the view of 
the participant) and how we measure the impacts of these experiences on the participant’s 
science identity.  This approach utilizes several data sources, including teacher-created 
video documentaries as personal narratives of their extraordinary experiences; narrative 
journals completed throughout the experiences, educator and student interviews, and 
participant observations.    Specifically, the research examines the interpretation of these 
experiences through the teacher narratives in terms of science identity construction.    
  
Introduction 
 
This type of professional development is about inspiring teachers.  It focuses on the 
development of science educators through extraordinary learning experiences.  Such 
experiences are potentially life changing, involve opportunities to take risks, and 
purposively integrate wonder, curiosity, and passion within science learning.  For many 
years the University of Colorado Denver (UCD) has offered programs that take teachers 
on “science learning journeys” to Africa, South America, through the Pacific, and many 
U.S. destinations through its Experiential Science Education Research Collaborative - 
XSci.  On these adventures, teachers gain direct, first person experiences of unique and 
often challenging environments and multidisciplinary science within those settings.   
 
Similar professional development opportunities for teachers are widespread as summer 
programs through organizations nationwide.  Examples include the nonprofit foundation 
Fund for Teachers, the Earthwatch Institute, the Fulbright-Hays Seminars Abroad 
Program, the U.S. Department of Education's International Education Programs Service, 
the Toyota International Teacher Program, the American Councils for International 
Education Seminars in Greece, India, and Italy, the Transatlantic Outreach Program 



through the Goethe-Institut, the Teaching Excellence and Achievement Program (TEA) 
of the Bureau of Educational and Cultural Affairs of the U.S. Department of State, and 
many others. Typically these programs are funded through government-sponsored 
programs, museums/science centers, foundations, corporations, or through universities, 
both in the United States and internationally.  
 
Although many organizations offer such experiential learning opportunities, there is little 
in the literature about the value of science learning professional development approaches 
as lived experiences, how they are interpreted by educators, how meaning is made and 
communicated, how such experiences are integrated into the identities and practice of 
those who choose to participate in them, and the impact on student perceptions and 
outcomes. If a teacher goes to Africa and climbs Mount Kilimanjaro with a volcanologist, 
how does it matter to them as professional educators? Does it impact their personal 
and/or professional identity and practice in ways that are meaningful to their students? If 
so, how is that meaning made? What is the role of a cohort in making such experiences 
valuable? What is the essence of these experiences that makes them extraordinary for the 
participants? And ultimately, if the meaning of such experiences is created through 
personal reflection and interpretation, what is the process of constructing an extraordinary 
learning experience for oneself and others? 
 
The research agenda for XSci examines educators engaged in extraordinary professional 
development experiences in order to understand the personal processes that make them 
extraordinary and valuable as well as how they contribute to improved classroom practice 
and student outcomes.   
 
The central focus of XSci’s work with these experiences is science identity construction – 
or the psychological processes by which people become inspired by science.  It takes the 
point of personal relevance, ownership, and integration into the sense of self and also the 
position that the learning of new things can go beyond their incorporation into internal 
frameworks (or schema) for understanding (as traditional theories suggest), to actually 
inform, modify, and become integrated into a person’s identity or identities.  Simply 
put… learning changes us, sometimes deeply. Science identity incorporates the self into 
the learning equation and considers the relationship of the “knower” to the “known” as an 
essential element to learning, meaning making, agency, inspiration, and ultimately action. 
(Beler & Rittmayer, 2008).  Therefore science identity construction is the forging of a 
personally relevant relationship to science in the form of an identity out of which 
meaning is made and modified over time (Falk & Dierking, 2000; Roth & Li, 2005; Hull 
& Greeno, 2006). The results can enhance science literacy, promote STEM career choice, 
and for our science teachers… enrich their self-concepts and capacities as passionate 
professionals able to ignite lifelong curiosity and inspiration within their students.  This is 
the goal of XSci’s extraordinary experiences. 
 
Importantly, this approach considers the larger picture surrounding such extraordinary 
experiences, including: the complete design process; pre-journey, journey, and post-
journey components; and the formation of durable educator cohorts that extend into the 
future.   



The XSci Design Process    
 

 
1. Program selection - identify the 

central activity/theme based on 
need and opportunity 
a. What are the activities 
around that experience? 

b. Map the potential activities for what 
they bring to the experience in terms of 
the 3 science identity construction 
zones: intellectual, emotional, and 
physical.  

2. Participant Selection - 
Recruitment/ Self-
selection/Application process.        

3. Cohort Cohesion includes 
activities that support Initial 

Cohort formation as a "Community of Practice" (kick-off meeting, video 
workshops, skill activities, training, online interactions) 

4. Central Activity Engagement - the actual journey and associated activities with 
embedded reflections and assessments 

5. Post-Journey Reflections include video editing, journal completion, group 
sharing, film festival, course product delivery, curricular development) 

6. Dissemination 
a. Classroom implementation - resource sharing, classroom collaborations, 
networking with partners, sharing videos of discussing the experience with their 
class, etc. 
b. Professional / Collegial Outreach - Conference presentations, research papers 
and articles, collaborative curricula creation, website distribution of resources, 
short films, documentaries, etc. 

7. Extended Cohort Involvement includes alumni activities, involvement in other 
projects, further curricula development, involvement with other alums -- a 
continuing menu of opportunities to interact 

Our research approach synthesizes previous research and evaluations efforts that have 
examined various components of the process in addition to a fresh examination of the 
design process and participant experiences as a whole.  Specifically, this includes an 
analysis of the sequence, timing, frequency, and nature of cohort interactions through the 
various activities (pre-journey, journey, and post-journey) and cohort collaborations 
towards guided (semi-structured) classroom implementation strategies.  This research   



necessarily examines the interpretation of these experiences as teacher narratives in 
terms of science identity construction and the resulting changes in classroom practice and 
associated student outcomes due to that interpretation. We’ve selected a mixed methods 
research approach that includes case study analysis and quantitative measures to conduct 
this research. The research generally focuses on the following research questions.  
 
 (1) What is the content and nature of the individual meanings constructed by 
  participants about their experiences? 

(2) What is the type and nature of the influence of the “cohort effect” on these  
 constructions and resulting teacher collaborations?  
(3) What are the consequences of these constructions and collaborations for teacher  
 practice? 

 (4) What are the impacts of these experiences, constructions, and resulting practice 
  changes on their students’ science identities and performance?  
 
This mixed methods research approach allows for comparison and triangulation across 
the different experiences and to examine congruency among the different forms of data 
for validation.  Data sources may include: (1) Iterative and recorded participant and 
student interviews and observations (pre-journey, journey, post-journey, and several 
months up to 2 years post-journey); (2) participant travel journals as written narrative 
forms; (3) Teacher-created personal video documentaries as multi-dimensional narrative 
forms; (4) Survey instruments towards development of a science identity scale.  All 
procedures will follow appropriate protocols and ensure the confidentiality of 
participants.  
 
The interviews are both grouped and individual, semi-structured, guided interviews 
focused on open-ended questions to allow for the emergence of themes and identification 
of themes.  Each is video recorded for later transcription and open-coding analysis, and 
we take observational notes during the interview process.    
 
The review of the participant travel journals involve treatment of them as narratives using 
narrative analysis and an open-coding approach to identify emergent themes and 
categories, and to include significant quotations and comments that represent them.  Our 
journal protocol imposes a narrative structure a priori for teachers to use when writing in 
order to facilitate narrative form.  During this process it relies heavily on the researchers’ 
reflexive journals to compose reactions to and interpretations of the narratives, make 
metaphors, and attempt to relate emerging themes to the theoretical base of 
constructivism, and the theoretical framework of science identity construction.  This 
notion stems from the ideas of Jerome Bruner (1991), who asserted that narrative is a 
form of reality construction, “we organize our experience and our memory of human 
happenings mainly in the form of narrative – stories, excuses, myths, reasons for doing 
and not doing, and so on,” (p. 4). He goes on to say that knowledge is never without a 
point of view and that while the science of the natural world is concerned with 
empirically verifiable or falsifiable constructs, the “rich and messy” human and symbolic 
social world (where we construct reality and its meaning to us) is accessible only through 
interpretation. 



  
Regarding the analysis of the video documentaries as data sources, we use a narrative 
analysis approach that considers each film as a holistic story, as well as a deconstruction 
of its elements in order to better elucidate the multi-dimensional meaning of the films.  
Under this framework, we will apply a visual coding strategy to examine the imagery 
chosen by the teachers to identify visual themes and categories, a verbal-linguistic coding 
of dialogue and/or narration based on a textual transcription of each film to identify text-
based themes and categories, a scene-by-scene plot mapping approach to create a 
conceptual map of each film to examine the sequential order of “scenes” chosen or 
developed by the video creators, and finally a running narrative commentary in which 
video creators comment in real-time about their choices and what they were “going for” 
in their documentaries.  This is modeled on the “director’s commentary” option common 
on DVD movies as part of the special features menu and is recorded for video playback 
with commentary.  
 
Finally, the survey instruments build upon prior work in identity theory to characterize 
and describe individually held perceptions of self and role taking in professional and 
personal contexts.  Our goal is to ultimately develop and implement a science identity 
scale that helps describe growth and change resulting from extraordinary science learning 
experiences.   
 
Additionally, we create a customized online community for cohort interaction, content 
and curricular materials sharing, and other collaborations for each of the experiences.  
This web presence uses off-the-shelf tools (such as Facebook and Basecamp), but include 
elements for engaging alumni from prior XSci experiences to interact with the new 
cohorts.   
 
The XSci Experience Map model 
 
The XSci Experience Map model includes physical, intellectual, and emotional aspects. 
Following is an example of an XSci Experience Map for an Africa Science Learning 
Journey, presented for pre-journey, journey, and post-journey activities.  Note that the 
outermost ring depicts physical elements, the middle ring is for intellectual elements, and 
the center ring is for emotional elements.  Note also that the different activities listed are 
broken down for each category by percentage.  These kinds of maps serve to guide the 
design process for an overall experience.  The intent is to impact all three elements 
through a number of activities in order to assure positive science identity construction.  
It is not necessary that all activities within the experience include all three aspects, nor 
that there is an equal percentages total for the entire experience.  It is just a guide to help 
us recognize that all three are being addressed to some degree.  We recognize that a 
single experience does not in fact create major change in an individual’s science identity 
but that in fact ongoing experiences are required. 
 
 



 
 
 
 
 
 
 
 
 
 
  
 
 
 
 
 
 
 
 
 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
A critical aspect of any Xsci Science Learning Journey is reunion opportunities for the 
cohort.  Built into the model is a post-journey gathering of the cohort that includes 
sharing of their videos in an educator’s film festival format.  Also, the cohort is included 
in the online community for both regional and national interactions with other cohorts. 
 
Research involving the participants continues after the experience both in their 
classrooms and in professional settings.  For example the educators from an Africa 
journey may prepare and present in teams at a future NSTA Conference.  This is an 
important aspect of the experience post-journey  -- the opportunity to lead, communicate 
and disseminate science content to peers.  It also continues and strengthens the 
collaboration of the cohort.  
 
Summary 
 
The approach we’ve described in this paper supports the following overall outcomes:  

(1) Promote construction of more effective  experientially based teacher 
professional development programs through connecting theory with practice 
and informing designers of the psychological processes involved and how to 
connect them to student outcomes;  

(2) Contribute to the growing research into science identity through the 
formulation of a new model for experiential design processes based on identity 
theory and innovative research methods (such as teacher-created videos);  

(3) Empower educators themselves to become wiser consumers of experiential 
professional development opportunities, given their limited PD resources, and 
provide meaningful forums for collaboration on experiential methods (in-person 
regionally, online, and via a national conference). 
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Reflections on a Pilot Project: 

 
Removing the “Dis” from Disability: The Voice of DC 

 
 
 
Research Design 
 
 This pilot study is a qualitative research project that began with the initial intent 

of contributing to the genre of narrative inquiry with a feminist lens (Saldana, 2011).   

However, as noted in the “Reflections on the Process” section below, during the stage of 

data analysis, I became more intrigued with constructivist grounded theory as a 

methodological paradigm, informed by both critical theory and feminist theory as broader 

theoretical perspectives (Kushner, 2003; Stern, 2011; Wuest, 1995).    My investigative 

concern through the course of the project has evolved into giving shape to a theoretical 

process, rather than a constructed story, with the voice of the participant in the 

foreground.   

 
  

Research Setting 
 
 I conducted the research in 2011 within Santa Clara County of the San Francisco 

Bay Area of California.  I held dialogues with the research participant in the privacy of 

the participant’s living room of her home, at the discretion and choice of the participant.   

   
 
Selection of the Research Participant 
 
 The research participant (hereafter referred to by the pseudonym DC) is one of 

my colleagues and peers, whom I have personally known for the past seven years.  
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Therefore, the study’s sampling type could fall within the range of purposive sampling.   

I first asked DC to participate in my prospective pilot study through email.  All of our 

correspondence prior to our first dialogue was conducted via email or by texting.  

 

Questions to Guide the Initial Dialogue 
 
 For the pilot study, I aspired to use a feminist lens to explore potentially 

interconnected roles of disability and gender in DC’s social and work experiences in the 

U.S.  My intent was to engage DC in answering open-ended questions primarily informed 

by feminist theory.  The formulation of these questions was also informed by critical 

disability theory.  The dialogues between the researcher and the participant took place in 

a private setting of the participant’s choice to assure maximum privacy, confidentiality, 

and comfort.  All dialogues were recorded for later transcription after obtaining the 

consent of the participant.   

The following were prospective questions that I used to guide my conversations with DC. 
 
1) What does it mean to live and work as an adult woman with an invisible disability 

(e.g., legal blindness) in the U.S.? 

2) How do you define your adult identity given your life experiences in two cultures:  

the culture of  “sight” and the culture of “blindness”? 

3) How do you define your adult identity given your life and work experiences in both 

the “abled” and “disabled” communities in the U.S.? 

4) How do you define and perceive the impact of an invisible disability on your quality 

of life in both personal and professional contexts? 
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5) What are any social or cultural attitudes toward disability that may be impacting 

your life? 

 

Protection of Human Subjects 

 I received Institutional Review Board (IRB) approval for the pilot project from 

the University of San Francisco’s Institutional Review Board for the Protection of Human 

Subjects.   On the first day of meeting with my participant, I reviewed the informed 

consent form with her.  Some key items that I reviewed included the following:  

procedures, potential risks and/or discomforts, benefits, costs/ financial considerations, 

and reimbursement.  For this pilot study, there were no incurred financial costs for the 

participant, nor was the participant paid or reimbursed for participation in the study.  

Potential benefits were these: 

a) Potential contribution to the existing corpus of ethnographic documentation on 

women with invisible disabilities 

b) Increased self-understanding and self-empowerment through the narration of past 

experiences, namely the construction of narrative identity in relation to self identity  

 

In terms of potential risks, I shared three potential risks with DC: 

1.  It is possible that some of the questions addressing her “invisible” disability (i.e., legal   

blindness) may make her emotionally uncomfortable.  She was free to decline to answer any 

questions that she did not wish to answer.  She was also free to stop participating in the 

project at any time. 

  

2.  Any participation in research carries the risk of loss of confidentiality.  Study records, 
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including audio and electronic data files, would be kept as anonymous as possible and 

password protected.  No individual identities would be used in any reports, presentations or 

publications resulting from the study.   

 

3.  Because the time required for participation in this project may involve several hours of 

one-to-one interviews across a few days, there is the risk for DC to become physically 

fatigued and/ or bored.   To minimize this potential risk, rest breaks would be provided as 

needed in the course of conducting the interviews to allow for my maximum comfort.   In 

addition, on any one day, the interview time would not exceed 4 hours (total) of interview 

time.   

 

I also emphasized that participation in the pilot project is voluntary and that DC was free 

to participate or withdraw from the project at any point.   Reviewing all of the above 

points re-illumined and reinforced to me the potentially parlous terrain of the researcher-

participant relationship in qualitative research.  Fine et al (2000) further detail the 

tenuous, internecine relationship between representations and social responsibilities 

within qualitative research.  Regarding informed consent, Fine et al (2000) write: 

 The informed consent form forced us to confront and contend with the explicitly 
 differential relationships between the respondents and ourselves; it became a 
 crude tool – a conscience- to remind us of our accountability and position.  
 Stripping us of our illusions of friendship and reciprocity, it made ‘working the 
 hyphen’ even more difficult. (Fine, 2000, pp. 113-114) 
 
 
Backgrounds of Research Participant and Researcher  
 
 The research participant (DC) is a U.S.-born female of European ancestry who 

has crossed the bridge from the realm of “able-ness” into “dis-ableness” through acquired 

legal blindness in late mid-adulthood, secondary to cone dystrophy.  I am a Chinese-
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American female who has worked with children with disabilities and their families.  I am 

ostensibly “able-bodied” except for myopia with astigmatism.  Although this myopia is 

not severe enough to be considered blindness in legal terms, my vision is severely 

compromised without prescription lenses or glasses.   

 
   
Data Collection 
 
 I conducted three sets of dialogues with the participant on two separate days.   Rest 

breaks were provided as needed to allow maximum comfort for DC.  In addition, on any 

one day, the dialogue time did not exceed a total of 4 hours.  All dialogues were conducted 

in the privacy of the participant’s living room in her home, at the request of the participant.   

The first dialogue, held on the first day of our meetings, was 90 minutes in duration.  The 

second dialogue on the second day was 45 minutes in length; the third dialogue on the 

second day was one hour, 15 minutes in length.  All dialogues were digitally recorded using 

two devices, namely my iphone and my laptop with an auxiliary microphone.  

 

The following are examples of excerpts from my electronic field notes following each of the 

dialogues: 

 February 11, 2011 (Friday)     9:30 am to 2 p.m. 
 
 First meeting at DC’s home;  reviewed informed consent & gave copy to DC; recorded 
 conversation in living room for 90 minutes (1 hour, 30 minutes) 
 
 Topics included: 
 Isolation secondary to disability; economic marginalization of PwDs in the U.S.; DC’s vision for 
 Art of Possibility (AOP) & her work w/ artists with physical disability; challenges of disability in 
 terms of logistics of managing it (not the disability itself but the sequelae); differential treatment 
 secondary to disability; why she began to paint; her feelings about her disability (not her primary 
 identity) 
 
 
 
 February 16, 2011 (Wed)   10 am - 2 p.m. 
 Second meeting at DC’s home: 
 Recorded two conversations in DC’s living room: 
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 a)  45 minutes 
 b)  1 hour, 15 minutes 
 
 addressed self-definitions of identity (primary markers for identity for DC did not include the 
 disability) 
 - organic discussion included able-bodied folks’ fears/ perceptions about disability including 
 “people-first” language 
 - social isolation secondary to stage of life 
 
 
Data Analysis 
 
Transcripts 
 
 The recorded audio files were transcribed by a professional transcriber from the 

resulting MP3 audiofiles; all the files were anonymized.  Three and one-half hours of 

recorded interviews yielded approximately 85 pages of transcription.  

 
Analytical Memos 
 
 I recorded my impressions of our recorded conversations by long-hand in my 

research notebooks. The following comprise some excerpts from my analytical memos: 

 
 February 17, 2011: 
 Reflections after initial dialog-ing sessions with KO;  open interview (avoided 

 any excessively rigid structure): 

 Dialogue + narration + reflection do have a role in empowerment and identity 

construction (a la Ricoeur) 

 BUT I myself noted that KO lighted up when discussing problem-solving + 

action for social change => the possibility for co-participatory action research 

 I cannot in good conscience passively observe and document (as a classical 

“ethnographer”) without also trying to effect and document action for social 

change (as DC phrased it, “To know and not act for social good = a sin”)  vs. 

Ignorance as Bliss 

 DC noted : 1) her low-grade anger (via email the following week) in her 

exchanges & 2) her talent for problem-solving as potential emergent themes 
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DC sent me this insightful email on Feb 21, 2011 after our second dialogue had been 

completed and after I emailed her that I was beginning to read through the transcripts for 

possible, emergent themes: 

 
 The theme that emerged to me, upon reflection, is my low-grade anger.  I'm not 
 proud of it, either.  After our interviews I actually shared about it with two trusted 
 friends:  one, an entrepreneur in the air safety space (making flight safer AND 
 more efficient, with several patents) and he looks at his startup's cash position and 
 thinks "and that Zuckerberg douche lets people share cat pictures and is worth 
 $100m."  So I certainly didn't invent entrepreneurial envy comparing 
 validity/social good with where the money goes!  And then my friend Teresa says, 
 "well yeah, look what those other companies fuel:  ego, schadenfreud, me, me, me 
 ... of course they're cashing in on the base, reptile brain stuff."  Which I thought 
 was an astute observation, since there's exactly zero reptilian in AOP's model. 
 
 BUT I don't begrudge anyone their profits;  I picked the path I picked and I think 
 my frustration is that it has been UNNECESSARILY difficult.  Not that a social 
 entrepreneurial venture doesn't have inherent difficulty, but that so many of the 
 obstacles I've faced are unnecessary.  That's the difference.   
 
 Beyond that, the only other theme I identified from my "observer mind" is solution 
 orientation.  I may not be the best at monetizing solutions, but I'm really good at 
 identifying them!  :-D”   (DC, 2011) 
 

 
 Regarding DC’s insights, I am reminded of what Dyrness (2006) has written 

regarding testimonio for Madres Unidas, namely “testimonio affirmed anger as a healthy 

alternative to the self-blame and hurt that their school experiences would have otherwise 

inflicted; a necessary response to the politics of exclusion” (Dyrness, 2006).  Dyrness 

(2006) later refers to these testimonies as those of “pain and exclusion” (p. 20).   

 
Preliminary Results 
 
Initial coding and review of the transcriptions have revealed these emerging themes: 
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 Disability is secondary or even tertiary to the construction of identity (e.g.,  DC 

primarily identifies as a business person/ entrepreneur, artist, and social 

entrepreneur  

 Openness and transparency surrounding discussion of her disability: “I am not 

ashamed to have a disability…. Disabled is not unable” 

 The challenge is not the disability itself, but the sequelae and concomitant 

logistics of managing the disability in the context of inadequate social 

infrastructure in non-urban areas  

 Milestones impacting DC’s adult life were turning a certain age (40), getting 

married, and losing her mother; loss of sight was not included in these milestones 

 Economic marginalization for the disabled in the U.S. is extant, even for those 

who were gainfully employed prior to becoming disabled 

 The ethical dilemma of “people-first” language (e.g., “I am not going to see any 

better no matter what you call me” and “I don’t see any better or worse no matter 

what you label it so why are you spending time on that?”) 

 
 
Reflections on the Process 
 
 The most challenging part of my pilot project was working through a 

methodological muddle following my initial collection of data.  First, I had not 

anticipated the profundity and quantity of data from the dialogues.  I discovered that I had 

the unexpected dilemma of potentially too much data to read, code, and analyze.  

Secondly, I had vastly under-anticipated the amount of time it would take for me to code 
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and analyze all the data, as well as the background knowledge needed to cogently code 

the data for further analysis.   

 This lack of knowledge catalyzed my extant, existential crisis of methodology.  

This crisis in turn led to additional reading mid-semester on grounded theory in 

comparison to the qualitative methodologies of narrative inquiry, portraiture, and case 

study methodologies.   The opportunity to discuss this methodological conundrum at a 

round-table discussion at the annual American Educational Research Association 

conference provided a forum for some invaluable feedback on directions for future 

research (Yee, 2011).   

  I also had not anticipated the level of emotional energy that the dialogues would 

demand in light of where our discussions ultimately headed.  Specifically, emergent 

themes of anger and grief secondary to loss began to surface in our dialogues.  Both DC 

and I found that we became mentally and psychologically exhausted from delving into 

this complex emotional topography.  On the other hand, both DC and I were also happily 

surprised, in the process, by the extent to which the dialogues became a learning and 

awakening process for her in terms of her own understanding of the journey from “A-

bility” to “Dis-A-bility.”  To some extent, the dialogues seemed to function for DC as 

spaces for the reciprocal re-construction and re-interpretation of self-identity in relation 

to the act of narration and the creation of a narrative identity (Ricoeur, 1992).  The 

dialogues also seemed to function for DC as a means of heightening conscientizacao or 

critical consciousness (Freire, 2010).  As Freire has written in Pedagogy of the 

Oppressed: 
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 Dialogue is the encounter between men, mediated by the world, in order to name 
 the world…Those who have been denied their primordial right to speak their 
 word must first reclaim this right and prevent the continuation of this 
 dehumanizing aggression. 
 If it is in speaking their word that people, by naming the world, transform it, 
 dialogue imposes itself as the way by which they achieve significance as human 
 beings. Dialogue is thus an existential necessity.  (Freire, 2010, p. 88). 
 
 
 At the beginning stage of data analysis, I became paralyzed by a multitude of 

unresolved questions.  These included the following: What is the method of data analysis 

that can most judiciously value and honor all the content, informed primarily by the 

participant’s voice and perspective and embedded within the collected data?  How can we 

(both the participant and I as the researcher in collaboration) better understand the 

emergent themes evolving from our dialogues? What methodological process has this 

range of features: a posteriori induction rather than a priori assumptions, cyclical self-

generation and iteration, and organic, arboreal non-linearity?  What methodological 

approach is holistic enough to include potential triangulation between narrative 

transcripts, analytical memos, and subsequent dialogues with a single participant?  In this 

specific case, what is the method that will best facilitate understanding and chronicling of 

a process of change, loss, bereavement, and identity reconstruction secondary to health 

changes that result in permanent disability?   

 In contemplating these questions, and through further reading and reflection, I am 

slowly coming to the realization that constructivist grounded theory as a methodology, 

with the overlaid, theoretical lenses of feminist theory and critical theory, could 

potentially allow for a comprehensive means of understanding – and documenting – how 

and why a participant constructs meaning or actions in particular situations (Charmaz, 
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2010; Kushner, 2003; Stern, 2011; Wuest, 1995).  Constructivist grounded theory also 

acknowledges the delimiting influence and perspective of the researcher in this 

interpretive documentation: 

 A constructivist approach means more than looking at how individuals view their 
situations.  It not only theorizes the interpretive work that research participants do, but 
also acknowledges that the resulting theory is an interpretation… 
 The logical extension of the constructivist approach means learning how, when, 
and to what extent the studied experience is embedded in larger, and often, hidden 
positions, networks, situations, and relationships..  
 Constructivist grounded theorists take a reflexive stance toward the research 
process and products and consider how their theories evolve, which involves reflecting on 
my earlier point that both researchers and research participants interpret meanings and 
actions… Thus, constructivism fosters researchers’ reflexivity about their own 
interpretations as well as those of their research participants. (Charmaz, 2010, pp. 130-
131) 
 
 A primary research question that has emerged from a preliminary analysis of data 

from this pilot study is the following: 

 What is the process of change, loss, bereavement, and identity reconstruction 

 secondary to health changes resulting in permanent disability?   

In light of this a posteriori research question, the questions that I continue to grapple with 

methodologically are these: a)  whether or not a single participant’s experience is 

sufficient for drawing upon grounded theory as an approach or b) if an amalgam 

approach of both narrative inquiry and grounded theory is necessary in this specific case 

or c) if a case study approach is more appropriate in terms of triangulation of data to 

understand this process.  The viability of grounded theory, especially as informed by 

feminist and critical theories, as a means to explore and construct a potential theory about 

the process of loss and change inherent in moving from “able-ness” to “dis-able-ness”, 

with the female participant’s voice in the foreground, is appealing to me as a novice 



Michelle J. Yee 
University of San Francisco 
myee@stanfordalumni.org 
July 17, 2011 
 

13 

qualitative researcher, but I remain cautiously optimistic until becoming a veteran 

grounded theorist. 
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Abstract 

This study is the result of my professional experiences as a credentialed music teacher in 

a Northern California Unified School District.  The focus of this study is toward the development 

of instrumental music performance opportunities for young students who reside within the 

geopolitical boundary of a Northern California Unified School District.  The school district, in its 

ongoing obligation to work within an appropriate operating budget, eliminated the opportunity 

for elementary school students to start their study of instrumental music (band and orchestral 

instruments), effective with the 2010-11 school year.   

This qualitative research, approached in the method of action research, includes 

interviews with the individuals from community agencies in the public, private, and quasi-private 

sectors.  The interviews, with individuals and the collective of interested parties, are with 

agencies that provide various services and with various historical connections to this Northern 

California Unified School District.  The interviews serve to gather interests for the purpose of 

pooling strengths from each to benefit the specific elementary school population. 

As the researcher, I believe that the opportunity to study instrumental music is important 

to individual and community development, and that this should be something that children have 

the opportunity to do at younger ages.  Based upon the school district enrollment figures for the 

2010-11 school year, there were approximately 7,500 students in grades 3-5.  There are 

opportunities to provide the service to students, if we can develop a plan that incorporates the 

facets of strengths within the geopolitical boundary of the Northern California Unified School 

District.  How can we, or can we, bring together these facets from different sectors to provide 

instrumental music studies to elementary school students?  Is there potential for a community-

wide collaboration? 
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Stereotype threat effects 
(STEs)
“… a situational predicament – felt in situations 

where one can be judged by, treated in terms of, 
or self-fulfil negative stereotypes about one’s 
group.”

Spencer, Steele & Quinn (1999)
Definitions

Stereotype - on math, females are not as good as            
males or Asians outperform Whites

Situation - being given a actual math test



Experiment 1/2
 Aims:
 Suen (2007) successfully found STEs in 

Taiwan female university students 
sample on mathematics test
 In the past, most of STE studies were 

conducted in individual testing situation 
which differ from our real school 
situation, i.e. group testing situations. 
 Marx and Roman（2002, study 1）found 

male confederate can cause 
underperformance of female task taker. 



Experiment 2/2
 Aims:
 Suen et. al. (2007) used mixed-gender 

group testing condition (size=20), and 
found STEs in females only reveal in 
individual condition but not in group 
testing condition. The reason might be 
that group testing situation might cause 
threat already. 
 Thus, this study aims to add same-

gender group testing condition and aim 
to explore effects of different testing 
situations on female university students’ 
mathematic performance.



Experiment
 Experimental design:
 A 2 (stereotype condition: control vs. 

threat) × 3 (testing situation: individual vs. 
same-gender group vs. mixed-gender 
group) complete between-participant 
experiment design

Stereotype Threats

Control Threat

Testing 
Situation

Individual 
(1person)

n=23 n=23

Same-gender group
(15 People)

n=23 n=23

Mixed-gender Group
(15 People)

n=23 n=23



Experiment
 Participants :            
 138 Taiwan female university students,  

n=23 in each cells)
 Methods: 
 23 GRE math items / 15 min.

 Measures (DVs): 
 Accuracy of math tests



Procedure

Consent form, and 
read instructions → Manipulation Questionnaire 

(around 5 min.)

→ GRE math tests 
(23questions in 15 min) → Demographics 

& Debrief
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Two-way ANOVAs Results
• Interaction effect

– No significant interaction of stereotype 
condition and testing situation (p=?? ns.)

• Stereotype condition main effect 
– F(1,132)=4.02, p< .05
– Mathematic obtain scores in threat 

condition (M=72.41) is significantly lower 
than those in control condition (M=76.50);

– Support STEs in Taiwan sample again
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Two-way ANOVAs Results

• Testing situation main effect 
– F(2,132)=3.37, p< .05
– Post hoc analysis

• participants in individual condition respectively  
obtain marginnally higher scores (M=78.12) 
rather than in same-gender group (M=73.27; 
p= .054), and higher than in mixed-gender 
group condition (M=71.98 ; p< .05)

• There is no scores difference between mixed-
gender (M=71.98) and same-gender (M=78.12) 
group condition (p= .606) , but mixed-gender 
condition seems to cause lower score than 
same-gender one.



Results



Discussion & Suggestion

Stereotype Threat Effects can be 
successfully found/proved in 
Asian/Taiwan samples on math test 
scores. 
Group Testing situation indeed can 

cause underperformance in female 
test takers. 
Mixed-gender situation seems to 

marginally cause lower scores tather
than Same-gender situation. 



Discussion & Suggestion

Thus, schools need to consider group 
gender while asking female to take a 
math test in a group. 



The End
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Dealing	with	Distracted	Students	in	the	College	Classroom	
Dr.	Myrna	Olson,	Professor	

Austin	Winger,	Graduate	Student	
University	of	North	Dakota	

	
Having	been	a	college	professor	in	higher	education	and	special	education	for	

38	years,	Dr.	Olson	has	a	wealth	of	experience	with	students	who	have	difficulty	
learning.		Austin	Winger,	Dr.	Olson’s	son	and	co‐presenter,	has	not	only	had	
personal	experience	coping	with	anxiety	and	depression	throughout	his	years	in	
college	but	has	engaged	in	research	related	to	the	effects	of	technological	devices	on	
college	students.		Both	have	found	that	the	presence	of	these	devices	in	the	college	
classroom	often	serve	to	distract	students	from	learning.		For	the	purpose	of	this	
workshop,	“distracted	students”	were	defined	as	those	dealing	with	anxiety,	
depression,	and	addiction	to	technology.	

	
It	is	not	uncommon	for	anxiety	and	depression	to	go	hand	in	hand;	therefore,	

the	prevalence	of	these	problems	is	difficult	to	pinpoint.		The	American	College	
Health	Association	reports	that	49%	of	college	students	have	experienced	
overwhelming	anxiety,	and	30%	of	college	students	report	symptoms	of	depression.		
Nonetheless,	other	sources	indicate	a	range	of	18‐35%	suffer	from	anxiety	and/or	
depression.	Regardless	of	the	statistics	reported,	professors	need	to	understand	
these	disorders	in	order	to	properly	identify	these	students	so	that	appropriate	
resources	and	support	services	can	be	made	available,	adjustments	to	course	
requirements	can	be	negotiated,	and	extra	time	can	be	found.	For	example,	students	
with	anxiety	often	benefit	from	explicit	information	on	the	syllabus	for	completing	
assignments	as	well	as	guidance	on	ways	to	contact	professors	within	particular	
time	frames.		Students	with	depression	may	miss	class,	seem	disengaged	when	
present,	and	fail	to	turn	in	assignments;	nonetheless,	with	appropriate	intervention	
and	extended	timelines	and	other	course	adjustments,	better	outcomes	can	be	
achieved.	

	
While	the	rapid	development	of	technological	devices	can	facilitate	learning	

in	the	college	classroom,	many	students	have	become	addicted	to	their	use.		Rather	
than	use	their	portable	technological	devices	for	note‐taking	or	searching	for	
information,	students	are	on	social	networking	sites	or	texting	on	their	cell	phones	
to	the	point	of	distraction	during	class	time.		One	study	at	the	university	of	North	
Dakota	found	a	correlation	between	anxiety	and	cell	phone	use;	therefore,	any	
distraction	these	devices	present,	anxiety	is	added	to	the	equation.		College	
professors	must	not	only	provide	clear	guidelines	for	the	use	of	cell	phones	and	
other	technology	in	the	classroom,	but	must	also	understand	the	many	demands	
placed	on	today’s	college	students.		Increasing	the	opportunity	for	active	learning	
that	is	collaborative	in	nature	helps	students	be	more	engaged.		Furthermore,	
integrating	technological	devices	such	as	clickers,	smartboards,	and	interactive	
discussion	boards	may	provide	a	way	to	engage	today’s	college	students.	
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Abstract 

This study explores the causes of conflicts present in colleges between heads of colleges and teaching staff and investigates 
resolution strategies, used in colleges. 28 principals and 100 teaching staff were selected by systematic random sampling.  A 
structured interview and two questionnaires were administered to get the data. Percentages were taken for analysis of data and 
Chi-square test was used for verification of result. According to the findings, causes of conflicts are wrong decisions of 
management, injustice, communication gap, and misuse of authority, absence of democracy, professional jealousy and lake of 
managerial qualities. Data analysis proved that the popular strategies for resolution of conflicts were use of authority, formation 
of inquiry committee, consultancy, discussion and bargaining. The findings highlighted the lack of conflict management skills in 
Heads of colleges. More research is required with larger sample. Heads of colleges need rigorous training in conflict management 
skill. 

Key terms: Conflict; strategies; resolution; authority 

Introduction 

Conflicts are natural and unavoidable in all organizations. It may be simple or complex according to situation. 
Simply conflicts are a struggle between people with opposing needs, ideas, values or objectives. Researchers from 
all over the world have viewed the “conflict” from different perspectives. However, they all see the concept as the 
behaviour of organization members which results in opposition to other members. Robbins (1987), Peretomode 
(2001) and Adeeyemi (2007) provide additional commonalities among most conflict definitions, these include, the 
concepts of opposition, scarcity and blockage and the assumption that there are two or more interests or goals 
appearing to be incompatible. 
 Moran (2001) sees conflict management as “a philosophy and a set of skills that assist individuals and groups in 
better understanding and dealing with conflict as it arises in all aspects of their lives”. Wilmot and Hocker (2001) 
perceive conflict as “an expressed struggle between at least two interdependent parties who perceive incompatible 
goals, scare resources and interference from others in achieving their goals” Conflict is disagreement between 
parties. It connotes a stressful, unhappy, distressing, depressing, annoying and frustrating state of affairs (Sagimo, 
2002).   
 Conflicts in organizations cannot be avoided so it needs to be managed. Emergence of Conflict is an indication for 
change and provides an opportunity for growth, new understanding, and improved communication.  Rue and Byarrs 
(1992)  said that conflict occur because individuals have different perceptions, beliefs and goals while Bateman and 
Zeithalml (1993) state that conflict is inevitable when managers are making important decisions as they would face 
opposing pressures from different sources. Conflicts occur naturally when people interact. 
Stephen P. Robbins (1996) takes conflict as "processes that begins when one party perceives that another party has 
negatively affected or is about to negatively affect something that the first party cares about". In fact in educational 
organization the human relationship are so varied that conflict is inevitable. 

Conflicts may be functional or dysfunctional. Functional conflicts are confrontation between a group that enhance 
and benefits the organization’s performance increased awareness. Functional conflict leads to real understanding of 
problems that need to be solved, usually brings positive change, adaptive attitude, and innovative technologies in 
organization. 

Dysfunctional conflict is a negative interaction between groups that prove harmful for organization and become 
hurdle in or achievement of organizational goals. When a group or person seeks to achieve his or for her own 
objectives at the total expense or with disregards for others, usually dysfunctional conflict will result (Terry & 
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Franklin, 1982). Management must seek to eliminate dysfunctional conflict otherwise they become problem for 
organization. 
 There are many types of conflicts for example inter-personal, intra-group, inter-group conflicts, etc. In De Cenzo 
(1997) point of view “organisational conflicts can take the following forms: horizontal conflict, vertical conflict, and 
role confusion/conflict”. 
As other organizations, conflicts are also present in educational institutions and have a strong effect on its 
environment. Conflict management issues have great importance in educational institutions and need to be managed 
because "conflicts and attempts towards resolution are perhaps the most powerful force existing for bringing about 
changes in patterns of organizational behaviour" (Hanson, 1991). 

Both conflict management and a satisfactory solution are easier to attain when it is accepted that what we normally 
call conflict is a complex, multidimensional phenomenon. It is not caused by "inadequate" structures, nor is it 
undesirable. It is natural and inevitable and, properly managed, it is productive, relevant and creative (Bercovitch, 
1996).Effective and efficient resolution of conflicts are essential for the survival and well being of organization. 
“Conflict may be viewed as occurring along cognitive (perception), emotional (feeling), and behavioural (action) 
dimensions. This three-dimensional perspective can help us understand the complexities of conflict and why a 
conflict sometimes seems to proceed in contradictory directions (Mayer, 2001)”. Another aspect of conflict stated 
that a situation is already a conflict if one of the parties perceives the situation as a conflict (Giebels & Euwema, 
2006). 

Conflict is a multidimensional process and researchers have explained different aspects of it. Conflicts can occur 
within one person (intrapersonal), group or nation or between two or more persons (interpersonal), groups or nations 
(Deutsch, 1973). Conflict is most often perceived as involving two or more parties. These parties are also 
interdependent of each other (Hocker & Wilmot, 1995; Johnson & Johnson, 1996) According to Hocker and  
Wilmot (1995), conflict is a mutual activity in which the choices of each person affect the other person. A person 
who has independent’ actions or interests has no reason for conflict with that other person. When the parties are 
interdependent, the differences in their actions and interests cannot coexist if both want to achieve their goals. 

Keeping in view all aspects of conflict, it can be assessed that conflicts are everywhere. It creates disagreement, low 
performance and stressful environment. On the other side the conflicts also play a positive role in diagnoses of real 
problems and provide the environment for positive change.   

Conflict management includes processes and programs that guide individual’s concepts and skills for preventing, 
managing, and resolving conflicts. Conflict management can teach life skills, "win-win" negotiation strategies, 
mediation skills, and violence prevention strategies for resolution of conflicts. They are implemented in all 
organizations including educational institutions for students, teachers, administrators and parents to resolve conflicts 
effectively.  

Review of literature 

Causes of conflicts 

Researchers have identified many causes of conflicts depending upon their nature. Mostly there are three causes of 
conflicts in organizations. These are competition for scarce resources, desire for autonomy and differences in 
opinion. Ivancevich (1996) has stated “four factors are known to contribute to conflicts. They are: work 
interdependence, differences in goals, differences in perceptions, and increased demand for specialists 
Deutsch (1973) states that conflicts generally concern four types of issues. First, conflict can concern issues on 
control over resources which are perceived to be non-shareable, such as space, money, property, power, prestige, 
food, and so forth. Second, conflict can also arise over preferences and nuisances, which means that the activities or 
tastes of one person or group impinge upon another’s preferences, sensitivities, or sensibilities. Third, values and 
beliefs can induce conflict. The claim that certain values should dominate or be applied in general, even by those 
who hold different values, can cause conflict. Beliefs are about what one perceives to be reality. If the perception of 
reality of one person differs from that of another person, this can cause conflict. Finally, the relationship between 
parties can evoke conflict when, for example, two people have opposing views and desires in their relationship.  
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 There are so many causes of conflicts revealed by the researchers. Ruby (2010) explained five causes of conflicts, 
those are differing values, making assumptions, differing expectations, differences in background and knowledge 
and ability to deal with conflict. Filley (1975) thinks that, there are several conditions which can increase the 
occurrence of conflict in social relationships: ambiguity of the limits each party’s jurisdiction, conflicting interests, 
separation of parties from each other either physically or with respect to time which causes communication barriers, 
dependency of one party upon the other, parties wanting to make joint decisions, a need for consensus, imposing 
behaviour regulation on one of the parties, and the presence of unresolved prior conflict. These conditions may not 
always lead directly to conflict, but they can create opportunities for conflict to arise. 
Fisher (1997) explained, “Both individuals and groups have undeniable needs for identity, dignity, security, equity, 
participation in decisions that affect them”. “The sources of conflict include; shared resources, differences in goals, 
difference in perceptions and values, disagreements in the role requirements, nature of work activities, individual 
approaches, and the stage of organizational development”. (Plunkett & Attner, 1989) Overall, many theories 
emphasize the interference of actions, interests, wishes or needs between parties which causes conflict to occur. 
Conflict also arises from many other sources, such as: 
 1) Individual differences  
 2) Ambiguous authority system 
3) Differences in attitudes and behaviours 
4) Task assignment methods 
5) Difference point of views 
Briefly there are a number of causes which provide environment for conflict. Weak and complicated communication 
system provides a scope for role conflicts. Such tasks in which interdependency is there, and require cooperation of 
working individuals became a rich source of conflicts. Unclear and ambiguous instructions also favour conflict. 
Scarcity of resources is also among major causes of conflict.    

Power or values asymmetries provide opportunity for conflict when interdependent people or groups differ 
substantially from one another in status and influence on values. Change is another reason for conflict. Resistance 
against change and non acceptance of innovations create a big. 

Resolution strategies 

Several researchers have contributed a lot in identifying resolution strategies of conflicts. Sweeney and Caruthers 
(1996) define conflict resolution as, “the process used by parties in conflict to reach a settlement”. Robbins (1974) 
recommended eight techniques as follows: 

“(1) Problem solving (2) Super ordinate goals (3) Avoidance (4) Smoothing (5) Compromise (6) Authoritative 
command (7) Altering the human variable and  (8) Altering structural variables”. 
Thomas (1971) has suggested following strategies for managing conflict: 
“Citizens advisories, confrontation sessions, sensitivity training, process involvement, educational pluralism, 
volunteerism and cooperative studies. 
 Failure Conflict resolution entails the process of solving a conflict. The most preferable way to solve a conflict is 
through constructive conflict resolution, because then all the parties are satisfied with the decision of the resolution.  
They feel that they have gained something by solving conflict (Deutsch, 1973). 
Conflicts effects may be positive or negative on an organization. These positive or negative effects are due to their 
resolution strategies. To Zikmann (1992) “effectively managed conflicts can help identify previously undetected 
problems and attitudes. They can also help clarify uncertainties and improve overall cooperation”. 
Conflicts should not taken always bad, it also a tool for implementation of change in organization. An organization 
cannot live without conflict as it is the part of human nature. Conflicts should not be controlled with authority, 
hypocrisy, suppression or pretence. Management of conflict is required for improvement and progress of 
organization.  
The goal of conflict resolution education is to reduce the negative effects and mismanagement, of conflict for the 
benefits of organization. “Conflict resolution education helps students and educators to develop skills and 
inclinations that support constructive nonviolent conflict resolution” (Bickmore, 2002). 

Literature available and indeed findings of the fieldwork suggest specific strategies. There are three possible 
processes for conflict resolution. These are negotiation, mediation, and attribution. “Negotiation is a process in 
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which persons who have shared and opposed interests want to come to an agreement and try to work out a 
settlement” (Johnson & Johnson, 1996). 
When the disputing parties cannot resolve the conflict by negotiating themselves, mediation can be an option. 
“Mediation is the process in which an unbiased third party (the mediator) assists disputants to negotiate on 
integrative resolution for their conflict” (Bickmore, 2002; Johnson & Johnson, 1996). 
The third process is arbitration. Arbitration is the method in which dispute is asked to solve by impartial third party 
who makes a final decision about conflict resolution. Arbitration is commonly used as a last resort when negotiation 
and mediation have failed to resolve the conflict. The process of arbitration is particularly applicable in schools: 
“when mediation fails, the teacher or administrator often arbitrates the conflict (Johnson & Johnson, 1994)”.  
 
Research Questions 
The following research questions guided the study in relation to causes of conflicts in Government Degree Colleges 
of Multan Division and strategies used by Heads of these colleges 
1. What causes conflict in Government Degree Colleges of Multan Division? 
2. Which conflict management and resolution strategies are used by colleges ‘administrators?  
 
Research Methodology 
The present research was conducted to identify the source of conflict and the strategies used to solve the conflicts in 
colleges. The researcher used descriptive method of assessment using survey and interview as its main tools. 
Questionnaires were prepared for heads of the colleges and the teaching staff members of colleges working in 
Multan Division. To have a thorough and in-depth knowledge of the problem researcher had confined the study to 
Government Degree Colleges of Multan Division. Population of study consist of all heads of the colleges in Multan 
Division (40) and all teaching staff working in colleges of Multan Division (600).  A systematic sample of 28 
principals and 100 teaching staff was selected out of total 40 principals and 600 teaching staff members of Govt. 
Degree Colleges of Multan Division. There were six districts in Multan Division. Each district had different 
numbers of colleges. Total population of heads was forty. The sample taken was 28. From each districts 70% of 
heads were taken as sample. The sample of teaching staff was drawn from all districts. Sample consisted of 100 staff 
members. 16 teaching staff members are taken from each district while 20 teaching staff members were taken from 
Multan districts.   
The researchers interviewed the concerned personal such as principals of colleges of Multan Division, Lecturers and 
Assistant professors working in the colleges and on the basis of discussion with the above said officers the 
instruments were developed for obtaining data from field. Information was obtained through structured interviews; 
Interviewees were selected by random sampling method. Interview was conducted on 4 principals and 16 teaching 
staff members of Government Degree Colleges of Multan Division.   Data obtained were analyzed using descriptive 
statistics in forms of percentages, means and frequency counts. 
Validity of the instruments was determined by three experts from the Department of Educational planning and 
Management Allama Iqbal Open University Islamabad. Their comments were incorporated in the revised 
instruments. Reliability of the instruments was determined by piloting in 4 colleges which were not included in the 
study.  

The researcher decided to use the direct contact approach in administrating the instrument, help was sought 
in each District through colleagues and friends. This helped to minimize the no response from the respondents. This 
method gave excellent opportunity to establish a good rapport with the respondents and to explain the purpose of 
study. 

Findings from Interview 

Mostly Principals admitted that they have to face conflict during their management duties. Mostly Principals had no 
managerial training and posted as principal due to seniority. Analysis of the data from interviews indicated that 
according to heads of colleges  9%of the conflicts were due to  discrimination,12% for authoritative behaviour,16% 
due to injustice,16% due to lake of managerial qualities,9% due to communication gap,9% for political differences, 
8% for personal interest, ,15% for tolerance, and 6% due to professional jealousy. According to teaching staff 16% 
conflicts are due to discrimination,13 % for authoritative behaviour,15% due to injusti15% for tolerance ce, 13% 
due to lake of managerial qualities, 11% due to communication gap, 7% for personal interest, 9% for intolerance and 
11% due to professional jealousy. 
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For resolution of conflicts, 9% heads of the colleges follow justice, 12% maintain cooperative and friendly 
environment.15% heads were in favour of strict rules and regulations,15% follows the policy of broad mindedness 
and tolerance. 9% heads use their capability of managerial skills for resolution.9% solves the problem discussion, 
6% by consensus and also 6%by arbitration. 

According to teaching staff the strategies used for conflict resolution, 15% by justice and12% by maintain 
cooperative and friendly environment. In the same way 14% voted for strict rules and regulations and 12% were in 
favour of broad mindedness and tolerance. 10% solve the problem  by discussion, 5% by consensus and also 5%by 
arbitration. 

Findings from questionnaire 

Causes of conflicts 

Causes of conflict between teachers and administration were due to: authoritative behaviour, Injustice, 
Discrimination, Lack of managerial skill and Uncomfortable environment (Table 1). 
 
Table 1 
 

Causes of conflicts Heads of colleges Teaching staff 
Percentage Chi-square value Percentage Chi-square value 

Authoritative Behaviour 61%                      19.12  58%                    9.00        
Injustice 57% 16.85                 54% 48.8 
Discrimination                   75%  42 46% 23.64 
Lack of managerial skill 78%              43.7 54%                 48.8 
Communication gap      46%   11.42  58%     46.48 
Uncomfortable 
environment 
 

 53%                 15.13    48%        23.16 

 
Level of Alpha=.05, Degree of freedom= 3 
 
 According the Heads of Government Degree Colleges of Multan division, (61%) causes of teacher administration 
conflicts are due to authoritative behaviour. Other causes of conflicts were (57%) Injustice, (75%) discrimination, 
(78%) lack of managerial skill, (46%) communication gap and (53%) uncomfortable environment. Teaching staff 
opinion about causes of conflict were,(58%) authoritative Behaviour, (54%) Injustice,(46%) discrimination, (54%) 
lack of managerial skill, (58%) communication gap and (48%) due to uncomfortable environment. 
 
Table 2 
 
Resolution Strategies Heads of colleges Teaching staff 
 Percentage Chi-square value        Percentage Chi-square value         
Justice      64% 27.70 52% 39.29 
Use of authority 71% 34.5 54% 40.00 
Rules and Regulations 50% 10.00 52% 38.88 
Collaboration 50% 8.42 40% 12.32 
Negotiation 82% 49.13 64% 80.00 
Consensus 87% 16.27 32% 9.44 
Arbitration 41% 13.13 40% 15.72 
Accommodation 50v 8.42 40% 12.32 
 

Level of Alpha=.05,Degree of freedom= 3 



 
7 

 

It was indicated that (64%) of the respondents among heads of colleges deal the conflict with justice.  To resolve 
conflicts, (82%) respondents use negotiation, (57%) consensus, (50%), collaboration, (41%) arbitration (71%) use of 
formal authority, (50%) accommodation and (50%) by rules and regulations. 
 
According to teaching staff (62%)of  conflicts solved through justice. To resolve conflicts,(64%) respondents  use 
negotiation, (32%) consensus , (40%), collaboration,  (40%) arbitration (71%) use of formal authority, (50%) 
accommodation  and (50%) by rules and regulations. 
 
Discussion 
Overall view from the answers given by heads of colleges indicates that Authoritative Behaviour, of heads is a major 
cause of conflicts in colleges. Other factors which increase the potential for conflicts are Injustice, Discrimination, 
and lack of managerial skill, communication gap and uncomfortable environment. Usually Principals did not know 
how to manage conflict as they have no managerial skill or training for organizational management. Usually 
authoritative approach makes the environment more fertile for conflicts. Authoritative   behaviour and 
nondemocratic approach become a big source for injustice and discrimination. Communication problems are also 
among major sources of conflicts. Deteriorated misconceived and misunderstood messages always create conflicts. 
 Efficient and effective management of conflicts is fundamental duty of administration. conflict management is 
necessary to avoid the destructive component and help the parties to find some solution of their conflict. In the 
conflict process Usually Heads of colleges use logical approach to resolve conflict. Justice, use of authority 
Collaboration, Negotiation, Consensus, Arbitration and Accommodation were the strategies used by the heads of 
colleges for resolution of conflict.  
 

Conclusions 

1. Mostly decisions were made according to principal’s choice.  
2. Authoritative and Bureaucratic behaviour, favouritism, injustice, discrimination and personal 

liking and disliking cause conflicts.   
3. Communication gap was a big cause of conflict.  
4. Lack of management qualities in principals and absence of managerial training were the major 

root cause of the conflicts. 
5. Professional jealousy and personality difference also cause conflicts.  
6. Comprehensive instructions were not given while duties assigned. Moreover capabilities of staff 

member were not estimated during assigning duties. 
7. Consultation was taken only from senior members. Other staff members were ignored.  
8. Heads used to provide forum for conflicting parties to discuss and solve the problem.  
9. If conflict could not be handled in boundaries, help was taken from senior professionals.  

 
 
RECOMMENDATIONS 
Following recommendations are made on the basis of finding of the study:- 

 To develop and maintain environment of justice where everyone gets their rights easily.  
 There should be not discrimination on the basis of personal liking and disliking. 
 Heads should realize that their people are greatest asset. Tell them how important they are. 
 Ensure a steady communication system monitor, and evaluate the effectiveness of communication in 

the institution. 
 Facilitate the open exchange of ideas.  
 Authoritative and Bureaucratic behaviour should be avoided because it eliminates the mutual 

confidence and understanding between heads and subordinates. 
 Principals should be provided a high level managerial training before taking their charge. They 

should also be facilitated by short term refresher courses of practical management during their job. 
Technical knowledge provides them sound basis for management.  
 

 



 
8 

 

 
 
 
Suggestions for further research   
 

1 Present research is characterized by various limitations. Replication of study at large scale is 
suggested.  

2 A study is required to develop a systematic managerial program for the heads of institutions. 
3 A comparative study should be done about the management quality differences between those 

heads, who have some management and those who have not.  
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General Introduction

 In the past, gender stereotypes are categorized by 
dozens of masculine or feminine traits, which 
prescribe what is desirable for a man or a woman.

However, while some masculine traits are more 
prescriptive and more desirable for a man, they 
have nevertheless relaxed prescriptions for a 
woman, and  vice versa.

Besides, while a man or a woman will be punished if 
they violate some gender stereotypes, they will be 
nevertheless praised if they violate other gender 
stereotypes.



The contents of gender stereotypes are thus too 
complicated to be subsumed by simple masculine or 
feminine categorization.

Prentice and Carranza(2002) proposed the following 
four category framework which serves well to 
explain such complexity.



 Gender-intensified prescriptions (should be) are 
traits high in desirability for a person and even 
higher in desirability for the target gender.

 Gender-intensified proscriptions (shouldn’t be)
are low in desirability for a person and even lower in 
desirability for the target gender. 

 Gender-relaxed prescriptions (don’t have to be)
are traits high in desirability for a person but 
significantly lower in desirability for the target gender.

 Gender-relaxed proscriptions (are allowed to be)
are traits low in desirability for a person but 
significantly higher in desirability for the target 
gender. 



Chen, Hu, & Chou (2009) employed Prentice & 
Carranza ‘s framework, identified both the 
Intensified and Relaxed prescriptions and 
proscriptions for women and men in Taiwanese 
society.

The present research intends to expand the 
application of the four category framework to the 
study of the gender stereotypes toward male and 
female leaders in Taiwanese society.



 As more and more females get into workplace, 
there are more and more female leaders .This trend 
is called the “feminization of leader role” by Adler
（1996）.

 Masculine traits are believed to be the ideal traits 
for a leader, so female leaders confront more 
conflicts between the gender role (feminine traits) 
and the position role (masculine traits) than male 
leaders.



There are rich amount of studies on the gender 
stereotypes of “male” and “female”, but no study has 
been done on the gender stereotypes of “male 
leader” and “female leader”. 

The present study employed Prentice and 
Carranza’s method to analyze what people expect 
male leader and female leader to be, to understand 
the rich contents of gender stereotypes of male and 
female leaders.



Methods

Subjects:
 Two hundred and ten workers who work  in public 

and private enterprises served as subjects in 
present study.

 9 incomplete questionnaire data were excluded, 
therefore, there were 201 complete questionnaire 
data.

 The participants include 128 women, 70 men, and 3 
gender unidentified. Their mean age was 36 years 
old.



Materials : Questionnaire-Making:
 To create a list of traits for the questionnaire, the 

authors began with the pool of traits used in the 
studies of gender stereotypes conducted by Bem 
(1981)(60 items), Lee (1984)(60 items) and Prentice 
& Carranza (2002) (72 items). 

Combined synonyms and close synonyms, a pool of 
105 traits were merged which includes 37 feminine 
traits, 36 masculine traits, and 32 neutral traits.



Procedures: Questionnaire Administration:
The 210 workers were asked to rate how desirable it 

is in Taiwanese society for a leader gender 
(unspecified), a female leader, or a male leader to 
possess each of the 105 traits.

They were asked to make these ratings according to 
what society deemed desirable, rather then 
according to their own personal opinions.



Data Analysis

A. For each trait, an analysis of variance was made 
to reveal those traits which had significant 
differences among ratings of desirability for a male 
leader, female leader, and a leader.

B. Of these traits, further analysis tried to find out 
those traits which had significant difference 
between the desirability for a male leader and 
female leader, a female leader and a leader, or a 
male leader and a leader.



C. These traits were then classified into those with 
higher ratings in general desirability for a leader 
(those for which ratings averaged above 5 are
prescriptions) and those with lower ratings in 
general desirability for a leader (those for which 
ratings averaged under 5 are proscriptions), both 
having the midpoint of the scale as its dividing line.



D.  Of the traits with higher rating in general desirability 
for a leader, further categorized were made as 
follows:

1. Intensified prescriptions for a female leader:
Traits high in general social desirability and even 
higher in desirability for a female leader.

2. Intensified prescriptions for a male leader: 
Traits high in general social desirability and even 
higher in desirability for a male leader.

3. Relaxed prescriptions for a female leader:
Traits high in general social desirability but 
significantly lower in desirability for a female 
leader.

4. Relaxed prescriptions for a male leader: Traits 
high in general social desirability but significantly 
lower in desirability for a male leader.



E. Of the traits with lower ratings in general desirability 
for a leader, further categorized were made as 
follows:

1. Relaxed proscriptions for a female leader:
Traits low in general social desirability but 
significantly higher in desirability for a female 
leader

2. Relaxed proscriptions for a male leader: Traits 
low in general social desirability but significantly 
higher in desirability for a male leader.

3. Intensified proscriptions for a female leader:
Traits low in general social desirability and even 
lower in desirability for a female leader.

4. Intensified proscriptions for a male leader: 
Traits low in general social desirability and even 
lower in desirability for a male leader.



Results

 Categorization of traits

 Intensified and Relaxed prescriptions and 
Proscriptions for female leader in Taiwanese 
Society                                           Table 1

 Intensified and Relaxed prescriptions and 
Proscriptions for male leader in Taiwanese 
Society                                           Table 2



General Discussion

 The comparison of stereotypes toward female 
leader’s and male leader’s shows that even male 
and female leaders hold the same leading position, 
people have different expectations toward them.

 They are both leaders, but in general, people 
expect female leader to possess feminine traits, 
and male leader to possess masculine traits.



 The relaxed prescriptions for female leader include: 
responsible 、decisive 、aggressive 、forceful. 
This means that people expect leaders and  male 
leaders to possess these traits more than female 
leaders.



 「submissive」&「whispering」are included in 
intensified prescriptions for female, but they are 
included in  relaxed proscriptions for female 
leader. It reflects the dilemma of female leader: 
female should be submissive、whispering, but 
leader is better not to be submissive、whispering 
→ Female leader is evaluated by double standards. 
No matter she is submissive 、whispering or not, 
she gets negative evaluations.

 And 「 whispering 」is included in relaxed 
proscriptions for male, but it’s included in 
intensified proscriptions for male leader。



 Some traits in intensified prescriptions for female 
leaders are not included in intensified prescriptions 
for females.People have more expectations for 
females who hold the leading positions .
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139 words 

Using Prentice and Carranza’s four category framework, 201 workers from public 
and private organizations, with different genders, jobs and job levels were asked to 
indicate how desirable it is in Taiwanese society for a female leader, a male leader, 
and a typical leader to possess each of the 105 characteristics.  

Based on the results, the present researchers construct female leader’s and male 
leader’s gender intensified prescriptions (should be); gender-intensified proscriptions 
(shouldn’t be); gender-relaxed prescriptions (don’t have to be) and gender-relaxed 
proscriptions (are allowed to be). 

The comparison of female leader’s and male leader’s stereotypes shows that 
even they hold the same leading positions, people have different expectations toward 
them. 
    The significance of the present research and its application to business and 
industrial situation, together with a through comparison of Prentice and Carranza’s 
result, are discussed in the present paper. 
Keywords: Female leader, Gender stereotypes, Gender prescription, Gender 

proscription. 
 

Topic area: Science Education 
 
Presentation format: Paper Session 
 
1st and Correspondent author: 
Dr. Jeaw-Mei Chen (PhD/Professor)  
 Examination Yuan, Taipei City, Taiwan, R. O. C.  
 Department of Psychology, National Chengchi University, Taipei City, Taiwan, R. O. C.  

E-mail: cmchen2@nccu.edu.tw; cmchen2@exam.gov.tw 
 
2nd author: 

Dr. Mei-Jong Lin (PhD/Associate Professor)  

 Department of Applied English, JinWen University of Science & Technology, New Taipei City, 
Taiwan, R. O. C.  

Email: meilong@just.edu.tw 

 
3rd author: 
Dr. Mein-Woei Suen (PhD/Assistant Professor)  
 School of Psychology and Institute of Clinical Psychology, Chung Shan Medical University, 

Taichung City, Taiwan, ROC. 
 Department of Medical Research, Chung Shan Medical University Hospital, City, Taichung 

City, Taiwan, ROC. 
 Social and Gender Issue Research Center, Chung Shan Medical University, Taichung City, 

Taiwan, ROC. 
E-mail: blake5477@yahoo.com.tw; blake@csmu.eud.tw 

 



A critique of staff-development efforts by the Academic Development Centre 

Livingstone Makondo 

Senior  Academic  Development  Advisor/Senior  Instructional  Designer,  North West University, 
Mafikeng Campus, Private Bag X2046, Mmabatho, 2735, South Africa 

Livingstone.Makondo@nwu.ac.za 

Mamolahluwa Mokoena, Director, Academic Development Centre, North West University, Mafikeng 
Campus, Private Bag X2046, Mmabatho, 2735, South Africa 

Mamolahluwa Mokoena@nwu.ac.za (Corresponding writer) 

Teacher development 

Properly qualified lecturers/researchers are central for effective university teaching-learning, 
research and community engagement activities to occur. This discussion interrogates whether the 
North West University (NWU), Mafikeng Campus (MC) is doing enough to ensure that new and 
seasoned lecturers are ‘trained’ and ‘retrained’. The study also interrogates if the university has 
an effective system of staff-developing staff members with junior qualifications, recruiting post-
doctoral fellows and nurturing its postgraduates. These are noble moves which, among others 
ensure that the university would continue to have properly qualified staff to execute its core 
functions. The study proceeds by exploring the effectiveness of the diverse Academic 
Development Centre’s staff capacity building programmes. The changing trends due to 
technological innovations coupled with globalization, among others, require lecturers to be well 
equipped for them to deliver cutting-edge service. This on-going study draws inspiration from 
the experiences at the NWU MC. 
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Abstract 

 This paper describes a university course delivery model that simultaneously embraces 

students’ digital connectivity and enhances content acquisition. In-class instruction focuses on 

content application and skill development that encourages globally focused, professionally 

valuable problem solving. In conjunction with a larger university-wide reform effort focused on 

improving instructional effectiveness, faculty within the College of Education, Department of 

Curriculum and Instruction developed the On-Demand Instructional Model to: 

1. Provide a formal structure/vision of how instructional practice can be altered to reduce 

frustration and meet learning standards, 

2. Enhance opportunities for instructors and students to engage in current professional 

practices within a global arena, 

3. Reduce anxiety associated with implementing instruction that differs from traditional 

models (defaulting to teaching strategies experienced as a learner), and 

4. Provide a non-threatening model of teacher/learner interaction in which roles change 

according to the needs of the project.  
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On-Demand Instruction: Rebooting the University Instructional Model  

 With growing frequency, faculty at a North Central Texas university express frustration 

that students do not respond to lectures, do not read assigned material, and cannot disengage 

from digital connectivity during class. Encountering similar problems, some law schools have 

gone so far as to block Internet access during classes (Guess, 2008). Furthermore, websites 

touting activities that actively engage university students during lecture (e.g. Carnegie Mellon 

(n.d.) indicate complaints are not unique to this campus. This paper describes a university course 

delivery model that simultaneously embraces students’ digital connectivity and enhances content 

acquisition. In-class instruction focuses on content application and skill development that 

encourages globally focused, professionally valuable problem solving. In conjunction with a 

larger university-wide reform effort focused on improving instructional effectiveness, faculty 

within the College of Education, Department of Curriculum and Instruction developed the On-

Demand Instructional Model to: 

5. Provide a formal structure/vision of how instructional practice can be altered to reduce 

frustration and meet learning standards, 

6. Enhance opportunities for instructors and students to engage in current professional 

practices within a global arena, 

7. Reduce anxiety associated with implementing instruction that differs from traditional 

models (defaulting to teaching strategies experienced as a learner), and 

8. Provide a non-threatening model of teacher/learner interaction in which roles change 

according to the needs of the project.  

Theoretical Perspective 
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Development of the On-Demand Instructional Model was informed by a review of theories 

reflecting the nature of digital and adult learners, 21st century higher education competencies 

and metaphorical adaptation of an established commercial instructional model.  

Characteristics of Digital Learners  

 Unlike previous generations, today’s university students complete courses using digital 

brains (Sprenger, 2006). Having experienced a digital world since birth, digital natives, more 

than previous generations, are consumer and entertainment oriented and immersed in 

customizable I-worlds. In addition, their hyperconnected digital brains effectively skim and scan 

information (Sprenger). Not surprisingly, digital natives are more likely to intellectually 

disengage in non-digital classes, have difficulty with face-to-face relationships (skepticism, 

cynicism, civility) and with boundaries (self interested, privacy issues). Furthermore, while 

appearing tolerant, adaptable, and pragmatic, they are apt to pursue excellence through 

entitlement, negotiation, and parent advocates (Taylor, 2010).  Nevertheless, they prefer learning 

environments that combine teamwork and with digital tools.  

 The culture of the digital world comprises both digital immigrants, for whom technology 

is an adopted language, and digital natives, for whom technology is a native language (Prensky, 

2001). University instructors, typically digital immigrants, must substitute digital tools for their 

first language (non-digital) instructional tools. Even the most accomplished scholar can feel 

overwhelmed and threatened by this transition. Reluctance by digital immigrants (instructors) to 

incorporate instructional technology they have not mastered potentially creates a cultural clash 

between instruction and learning; between immigrant and native. Ironically, Pensky 

(2001observes  digital natives (students) have grown up translating the digital world to adults 

(instructors) so they expect digital immigrants to be less technologically proficient.  
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Learning Characteristics of Adults 

 Adult learning theories often run counter to traditional university instructional practices. 

This disconnect identifies another factor in the cultural clash between instruction and learning.  . 

Lindeman (1926) suggested adult motivation to learn was tied to life-centered personal interests, 

best explored through experiential self directed activities. Friere (1970) rejected the view of 

adults as empty vessels to be filled by teacher content (banking metaphor). Rather adult 

education is a political act, fostering empowerment and liberation. Knowles (1973) added that 

adult learners prefer to learn in connection to their substantial reservoir of prior knowledge. 

While motivation to learn may initially stem from external motivators (e.g. higher salary), the 

most potent motivator is internal (e.g., self-esteem, quality of life). Mezirow (1991) Believed 

education changes adult understanding, belief systems, and lifestyle through critical reflection, 

reflective discourse, and ultimate action. Adding to this theoretical foundation, Vella (1994) 

noted the need for sequential instruction (e.g., easy to hard) followed by feedback and reflection 

(praxis). Clear instructional expectations including opportunities for teamwork, engagement, 

accountability were requisite. 

21st Century Higher Education Competencies 

A common body of information is required for functional societies to communicate and 

evolve. Knowledge shared from earlier generations contributes foundational understanding, 

social stability and transmission of insights upon which society’s future is developed (Brady, 

2008). Processing skills were prominent in necessary 21st century skills identified by Gardiner 

(1994) and Triling and Fadel (2009). Both models share skills in: critical thinking, problem 

solving creativity and innovation, collaboration, teamwork, and leadership, cross-cultural 

understanding, and communication, information, and media literacy. Gardiner (1994) included 
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adaptability and ethical behavior, while Triling and Fadel (2009) added computing information 

and technology literacy, and career and learning self-reliance. Few of these skills are nurtured in 

traditionally taught university classes. 

Whether students acquire content from traditional sources (lecture, library, text books) or 

digital sources (YouTube, e-books, Twitter, news blogs) academic rigor requires that they 

evaluate the quality of the content sources and apply information to solve current complex 

problems ranging in scale from individual to global (Brady 2008). A fundamental shift is needed 

from what instructors do with course content to what students do with course content. Class 

instruction focused on processes that filter, then act on content might address what Gardiner 

(1994) suggests is the lack coherence and content depth and breadth commonly found in 

undergraduate liberal arts instruction.  

Instructional Metaphor 

Washor, Mojkowski, and Newsom (2009) evoked the Apple Store experience as a 21st 

Century instructional metaphor for reshaping classroom instruction for digital learners. Apple 

Store customers range from novice to expert and differ in their reasons for entering an Apple 

Store: curiosity about product’s applied usefulness, direct application instructional needs, and 

help solving problems.  Recognizing that customer learning was critical to business success, 

effective instruction addresses differences in customer motivation and ability. We are all more 

likely focus on unique skill performance when engaged in problem solving, critical thinking, 

relevant projects, or complex task activities, especially when coupled with interactive feedback 

(specific, multiple modalities, timely, and learner controlled) from expert groups (audience). In 

this respect, 21st century learners are not unlike their instructors; In short, learning is enhanced 

by providing opportunities for learners to hone skills supported by expert, interactive feedback.  
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Literature Review 

The Lecture 

 Since the Middle Ages, university instruction has primarily focused on content 

dissemination in the form of lecture.  Unfortunately, since the early 1980s study findings suggest 

students are not attentive during 40% of the lecture, students retain 70% of lecture information 

the first 10 minutes but only 20% by the last 10 minutes and after four months attending lecture 

based class, students knew only 8% more than students not enrolled in the course (Meyers & 

Jones, 1993). Furthermore, students spend up to half of lecture time accessing non-related phone-

based applications (Gardiner, 1994).   

Active Learning 

  Research suggests student must do more than listen to learn - students must write, read, 

discuss, or be engaged in solving problems (Chickering & Gamson, 1987). More importantly, 

students must engage in high-order thinking skills (synthesis, evaluation, analysis) while 

performing tasks and thinking about what they are doing (Marzano, 2007). Furthermore, students 

prefer strategies promoting active learning to lecture. Lowman (1984) found a supportive 

intellectual environment that encourages students to take risks under the direction of expert 

guidance is optimum.  

  Student achievement tied to lecture or active learning strategies are similar in content 

mastery, but active learning strategies are superior to lecture when students must write or think 

(McKeachie, 1986).Active, applied learning engages multiple learning modalities (visual, 

auditory, kinesthetic, mathematical, language, etc.) and promotes a longer-term relationship with 

content material. In addition, it motivates students toward further learning and applying 

information in new settings, while developing thinking skills (McKeachie). This is supported by 
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brain research that finds vision systems (particularly dynamic digital graphics) send more than 

80% of information to brain and increases students motivation to apply information while 

stimulating brain function and learning (Jenson, 2008). 

The Flip 

Manzure’s (2009) success with the Flip indicates university students are capable of 

learning complex course content by themselves (within defined parameters), freeing in-class 

instruction for higher order problem solving and skill development activities. Requiring students 

to arrive in class prepared to act on the content eliminates the instructors need to address content 

acquisition during class. Students who are not content-prepared, do not the have background 

necessary to complete in-class work. While reducing the likelihood of ill-prepared students, this 

fosters 100% in-class participation from students.    

On-Demand Instruction Instructional Model 

 Smart phone applications provide instant access to navigational satellites, soldiers on the 

battlefield, government representatives, news as it happens and articles written by prominent 

scholars from university databases worldwide – in the palm of our hands. Even medieval 

instructors might wonder why universities would limit connectivity to such treasure. Access to 

course content is ubiquitous – no longer a precious commodity. If college professors only deliver 

content information, and information is no longer precious, students might ask, “Why do we 

need professors?” A more precise question: “Why do we need professors who only deliver 

information?” 

 Based on growing expressions of frustration among our university instructors who 

primarily lecture, we concluded lessons delivered primarily through lecture across university 

campuses no longer compute with digital learners. To be effective instructors, we must 
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continually ask ourselves, “What can students learn in class that cannot be learned on their own? 

What course changes must be implemented to meet current professional expectations?”  

 We offer the On-Demand Instructional Model as a vehicle to structure instructional 

reform. Meeting the critical process and competencies requirements and using a new metaphor 

for instruction, this model begins with a flipped content acquisition process from traditional, 

lectured – based content instruction, to active, in-class process and project problem solving. 

Resources, including digital tools, are utilized based on their appropriateness in relation to the 

problem being solved.  Decisions are made individually and in collaboration with peers, 

instructor(s), and experts in the field. Autonomous students seek instruction, guidance, and 

feedback based upon project needs they identify. Student needs are addressed on-demand, that is 

instructors respond to student-generated questions much like the “geniuses” at the Apple Store. 

Table 3 outlines major differences between the Traditional Instructional Models and the On-

Demand Model. 

Table 3  

Comparison of Instructional Practices: Traditional and On-Demand  

Traditional 

University Instruction 

On-Demand 

University Instruction 

 Teacher directed 

 Passive learners (Lecture/memorizing) 

 Content focus (Isolated information, 

little application or global context) 

 Same delivery option for all 

 One-size-fits-all instruction  

 Student directed 

 Active learners (Student inquiry) 

 Application focus (scientific application to 

current global context) 

 Flexible course delivery 

 Differentiated by learning needs 



ON-DEMAND INSTRUCTION     10 
 

 

 One right answer 

 One way to learn  

 One way to demonstrate learning 

 Teacher /expert; student / learner 

 Multiple solutions 

 Choice of learning activity 

 Choice of learning demonstration 

 Facilitation; reciprocal learner/expert roles  

 Students work in isolation;  

 Little/no peer leadership opportunity 

 Individual responsibility to instructor 

 No responsibility to group 

 Little instruction or opportunity to 

develop teamwork or leadership skills 

 Content knowledge assessment 

 Students work in flexible groups  

  Alternating peer leadership 

 Shared/individual  responsibility to instructor 

  Individual responsibility to group  

 Explicit instruction and consistent practice of 

meaningful local/global citizenship and 

character development skills 

 Standards-based assessment of content, 

process and team responsibility  

 Instructor/text source of content  

 Little instruction on source evaluation  

 Multiple modes/sources of content  

 Explicit instruction on source evaluation  

 Controlled technology applications to 

types teacher can use 

 Explore new/sophisticated technology 

formats 

 Instructor limits what can be learned 

 Outcomes articulated and reliant upon 

instructor  

 Instructor responsible for learning 

 Student accountable to teacher 

 Students learn what they do not know 

 Outcomes articulated with learner and reliant 

upon learner 

 Student responsible for learning 

 Student accountable to an authentic audience 
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Conclusion 

 By blending boundaries between in-class and out-of-class content acquisition, digital and 

face-to-face activity, individual and team work, and expert and learner roles, instructors might 

reinvigorate classroom instruction and challenge digital natives to perform at levels necessary to 

thrive in the 21st Century workplace. 

Although technically savvy, today’s students often lack experience to discern the 

legitimacy, value and application of information. A context or framework is needed to make 

sense of, fairly judge and interpret the usefulness of information. Today being educated requires 

more complex skills than simply knowing content information. Because content-delivery is no 

longer the sole domain of instructors, processing (i.e. doing) rather than collecting information 

(i.e. knowing) should guide instruction. The  On-Demand Instructional Model provides a matrix 

that suggests effective instructional practices to replace frustrating traditional strategies, 

enhancing engaged global learning opportunities, while reducing anxiety and blurring the 

boundary between teacher/learner.   

 

 

 

 

 

 

 

 



ON-DEMAND INSTRUCTION     12 
 

 

References 

Brady, M. (2008). Cover the material - or teach students to think.  Educational Leadership,  

 65(5), 64-67. 

 Carnegie Mellon. (n.d.). Design and teach a course: Lectures. Retrieved from 

 http://www.cmu.edu/teaching/designteach/teach/instructionalstrategies/lectures.html 

Freire, P. (1970). Pedagogy of the oppressed. New York: Continuum. 

Guess, A. (2008, April 18). Hey, you! Pay attention! Inside Highered. Retrieved from 

 http://www.insidehighered.com/news/2008/04/18/laptops 

Gardiner, L. F. (1994). Redesigning higher education: Producing dramatic gains in student  

learning. ASHE-ERIC Higher Education Report series 94-7, (Volume 23-7). 

Washington, DC: ERIC Clearinghouse on Higher Education 

Jensen, E. (2008). Brain-based learning: The new paradigm of teaching. San Diego, CA: Corwin  

 Press. 

Knowles, M. (1973). The adult learner. Houston, TX: Gulf Publishing. 

Lindeman, E. (1926). The meaning of adult education. New York: New Republic.  

Marzano, R. (2007). The art and science of teaching: A comprehensive framework for effective 

instruction. Alexandria, VA: Association for Supervision and Curriculum Development. 

Mazur, E. (2009, Nov 12). Confessions of a Converted Lecturer: Eric Mazur.  Retrieved from  
 

http://www.youtube.com/watch?v=WwslBPj8GgI&feature=player_embedded 
 

McKeachie, W. &  Svinicki, M. (2011) McKeachie’s teaching tips: Strategies, research, and 

theory for college and university teachers (13 ed.). Independence, KY: Cengage 

Learning.  

Meyers, C. & and Jones, T. (1993).  Promoting active learning: Strategies for the college  



ON-DEMAND INSTRUCTION     13 
 

 

 classroom. San Francisco, CA: Jossey-Bass  

Mezirow, J. (1991). Transformative dimensions of adult learning. San Francisco, CA: Jossey-

Bass. 

Pink, D. (2006).  A whole new mind:  Why right-brainers will rule the future. New York: 

Riverhead Books. 

Prensky, M. (2001, October). Digital natives, digital immigrants: Parts 1-2. On the Horizon. 

NCB University Press, 9(1). 

Sprenger, M. (2006). Focusing the digital brain. Educational Leadership, 67(1), 34-39. 

Taylor, M. (2010). Teaching generation next: A pedagogy for today’s learners. Retrieved from 

http://www.taylorprograms.com/drtaylorarticles.html   

Trilling, B., & Fadel, C. (2009).  21st Century skills:  Learning for life in our times. San 

Francisco, CA: Jossey-Bass. 

Twenge, J. (2006). Generation me. New York: Free Press. 

Vella, J. (1994). Learning to Listen, Learning to Teach. San Francisco, CA: Jossey Bass.  

Washor, E., Mojkowski, C., & Newsom, L. (2009). At the core of the Apple Store:  Images of 

next generation learning. Phi Delta Kappan, 91(2), 60-6. 

 



‘What manner of dance?’ A critique of the research promotion process 

Mamolahluwa Mokoena, Director Academic Development Centre 

Mamolahluwa Mokoena@nwu.ac.za (Corresponding writer) 

Livingstone Makondo, Senior Instructional Designer/Senior Academic Development Advisor 

Livingstone.Makondo@nwu.ac.za 

North West University, Mafikeng Campus, South Africa 

Abstract 

Teacher education  

Universities, as centres of higher education ought to provide teaching‐learning, research and community 

services to their diverse stakeholders. This study examines the role being played by promoters towards 

the  successful  completion of  the  research  component by  students within  specified  time periods. This 

discussion  submits  that  research promotion by  the promoter and execution by  the  student  is a  ‘two‐

man  dance’.  The  dancers  therefore  need  to  click  for  them  to  have  a  harmonious  rhythmic  dance. 

Conversely, the dance suggests that the promoter is the senior dancer who should have the acumen to 

guide the ‘amateur’ dancer. If the former fails to effectively control the dancing, for reasons within this 

scope, the results range from students failure to complete on time to withdraw among others. To this 

end, this study explores what researcher promoters at North West University, Mafikeng Campus can do 

to ensure that the throughput rate is improved upon. The role of the Academic Development Centre is 

also examined. This on‐going study submits that the unpreparedness of some students to successfully 

navigate  their  way  through  the  research  component  at  postgraduate  level  is  compounded  by  the 

inabilities of some of the promoters to give befitting guidance. To this end, this action research shares 

experiences  aimed at  capacitating  the promoters  so  that  the dance  should have  the  intended happy 

ending. 
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Mathematics and Science Curriculum Implications from Sled Dog Research 
 
The background for this presentation Mathematics and Science Curriculum Implications from 
Sled Dog Research began several years ago with a study that I was involved with related to 
selected predictive biomarkers for canine endurance exercise.  This particular study investigated 
the relationship between blood serum biomarkers and whether or not a sled dog participating in 
1,000-mile races like the Iditarod and Yukon Quest are candidates to be dropped during the race 
(eliminated from the racing team).  It is generally agreed that these races are "all about the dogs"- 
the athletes - so research enabling mushers to select their team members with the greatest 
probability of finishing in good health is the goal. 
 
During my involvement with this research, I have been involved with many mushers, their dogs 
and kennels, and particularly the Iditarod over several years.  My interests have been given 
particular meaning through my friend Gumbie, a sled dog veteran of both the Iditarod and Yukon 
Quest, whom we have adopted.  Gumbie was selected as the 2010 Yukon Quest Patch and Pin 
dog by the way.  I have become very interested in various aspects of this sport that have direct 
and fascinating implications for the mathematics and science curricula taught in schools.  I have 
developed a series of curriculum units dealing with such topics as race training, sled dog care 
(e.g., feet, coats), and trail feeding.  Integrated into these units are some of the most revealing 
pictures of sled dogs racing across Alaska, truly motivational to any learner. 
 
In this session, I presented a discussion of a six-week study (twice each week) in two second 
grade classrooms at Westwood Elementary School in Stillwater, OK.  I discussed how the 
children's questions motivated the math and science topics for the lessons, how they interacted 
with Gumbie, and how he was a motivation to studying several aspects of sled dog racing and 
training.  I showed examples of student math and science curriculum materials and spectacular 
photographs taken from the trail of the Iditarod.  My hope is that this presentation was an 
inspiration to teachers to explore math and science units related to sled dogs and a tribute to our 
canine friends. I also shared Gumbie's Travels, a short photo story showing how Gumbie made 
the transition from Northern Star Kennel in Yellowknife, NWT to his new home in Stillwater, 
OK. 
 
Meet Gumbie...during his travels ... 
 



                  
  Yellowknife, NWT  2009 Yukon Quest Finish 
 

         
  Colorado    Stillwater, OK 
 



Gumbie's Travels 

by Doug Aichele 

Stillwater, Oklahoma 

 

This is a story - largely a photo story - of how one man and one very special dog spent the 

summer together in the mountains of Colorado at 11,000 feet building a log cabin and learning 

about each other. 

 

 Gumbie, that's right, Gumbie! Gumbie is an Alaskan Husky who spent most of his six years 

in Yellowknife, NT with the Warren and Kate Palfrey family in their NorthernStar Kennels. He 

was a team member in Warren Palfrey's 2006 Iditarod team, his 2009 Yukon Quest Team, and 

ran in many shorter races. Gumbie is also a father to several dogs in the Palfrey's kennel now 

located in Quesnel, BC. Here's a picture of Gumbie Chillin'. 

 

 
 

 About Gumbie, Warren said, 

  "Gumbie is a very athletic dog, with a nice coat, a bit thicker boned than his brother  

  Archie, but still very fast, never injured, great attitude and has really come on as a leader 

  this fall." 

 

 I first met Gumbie at the 2009 Iditarod while helping Kate feed and tend to their dogs prior to 

the start of the race. At that time I had NO IDEA that he and I would become such good friends. 

Here are some pictures of him and me hanging out before the Start. 

 

 

         
 

 



                        
 

 Before long, plans were underway for Gumbie to move to Oklahoma to join my wife and our 

dogs, Lilly and MAXine. Warren brought him to Seeley Lake, MT on one of his trips south 

which was a good idea. We had some false starts in the moving process from Seeley Lake 

though; shipping him by air didn't work out because it is too hot. We thought we has going to be 

able to take a road trip to Dallas and I would intercept him along the way - that didn't work out 

either. While all of this is happening, I was heading to Pitkin, CO for the summer to help one of 

our sons build his log cabin. All said and done, Gumbie was placed temporarily ( about a week) 

at Cindy Gallea's kennel in Seeley lake until I could pick him up.  

 

 Now that you know a little about Gumbie and his recent past, let's move on with his journey 

to Oklahoma through a wonderful summer in Colorado. I arrived in Seeley Lake on Monday, 

June 8th, very excited to reconnect with him. Here's what I saw waiting for me; I recognized him 

immediately. He was barking and running around like all of Cindy's other dogs. He looked 

happy, but a little thin. Did I really want to take him away from this? Would he be happy with 

his new life and me? 

 

 
 

I had a large dog crate in the back of my truck and he seemed anxious to get in and get started. 

We drove south though Montana, Idaho, Utah, and Colorado; we arrived at my cabin near Pitkin, 

CO on Wednesday, June 10th. We arrived to a fresh dusting of snow. 

 

 
 



During the summer we became well acquainted and he began to appreciate that the world as he 

had understood it would be changing. He traded a doghouse for a log cabin...He liked the porch. 

 

                            
 

Each morning, Gumbie and I would walk up to the jobsite where we were building the cabin. He 

was cautious around his new environment but liked to be part of the work crew!  

 

                       
 

 

At the end of June we made a quick trip back to Oklahoma. Gumbie liked traveling in the back 

seat of my truck better than in his crate. Yep, a regal looking Gumbie - paws crossed and all! 

   

 
 

When we got Oklahoma, he met my wife and his new friend Lilly... It turns out that Lilly and 

Gumbie are the same age -- their birthdays are one day apart! He also met MAXine who is quite 

a bit older and more subdued than either Lilly or Gumbie. Here's Lilly and Gumbie chillin' in our 

backyard; MAX chillin' at our cabin in CO. 

 

       



 

Our cabin building adventure ended for us in early August. We posed for this last picture before 

returning to Oklahoma. 

 
 

Life is good in Stillwater... 

 

       
 

Then came winter... and it got better 

 

    
 

Then came Spring... 

 



    
 

Then came Summer...  Took a hike to one of the most beautiful Continental Divide lakes 

imaginable - Graphite Lake, CO (elev. 13,000 ft approx.) 

 

             
 

     

          
 

 

Happy Trails! 



 

Gumbie's Claim to Fame:  Gumbie has been chosen as the Pin and Patch Dog for the 2010 

Yukon Quest.  So, even though he has retired to a wonderful home with great new friends, he 

will still be a big part of the Quest this year.  

 

To read more about the 2010 Quest and their mascot Gumbie visit this link: 

  

http://c.ss36.on9mail.com//new/en_send_preview_iframe2.aspx?SID=13&SiteID=4304&Newsle

tterID=28830&EmailID=22200665 

 

Here's the picture that was used to create the Yukon Quest 2010 Patch and Pin ... 

 

 
 

 

      
 

 

The complete story is available online at: http://www.canadog.ca/home 
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Abstract 

 

This descriptive case study examined the digital, place-based literacy projects created by 

31 inservice teachers who participated in the Lehua Writing Project—Ancient Places and Digital 

Spaces on the Big Island of Hawaii.  The participants explored ancient places (through field 

trips, historical information, and legendary mo’olelo or stories), such as Akaka Falls, Mauna 

Kea, and Waipio Valley.  The participants then created digital spaces, such as social web sites, 

blogs, and wikis, to share their literacy projects, including writings, drawings, annotated 

photographs, and narrated movies based upon the inspiration they received from the ‘aina or 

land visited.  Submitted projects were analyzed based upon media, genre, and content choices.  

Recurring themes, such as reconnecting on a mana or spiritual power level with ancestors, were 

also identified and explored.      
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International approaches to the recognition of non-formal 
and informal learning for access to university awards 

 
Larry Smith 
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Universities are under significant pressure from both industry and governments to give 
greater legitimacy and value to knowledge generation and skills development that has 
occurred outside the traditional academic pathways – what is generally referred to as the 
recognition of prior learning or RPL.Proponents of RPL argue that in particular, it acts 
as a catalyst for lifelong learning for those people from groups that are considered to be 
socially, geographically or culturally disadvantaged with respect to access and 
participation in university study.This paper explores the way in which non-formal and 
informal learning experiences are being valued and used by universities around the 
world to provide access to, or advanced standing in, university awards. It is based on a 
thematic analysis by the author of the 23 Country Background Reports on the 
Recognition of Non-Formal and Informal Learning (RPL) commissioned by the 
Education Policy Committee of the Organisation for Economic Co-operation and 
Development (OECD)during 2007. The reports required detailed reporting by 
contributing countries of RPL activity in all post-secondary institutions, including 
universities.The analysis reveals that the strong rhetoric by almost all national 
governments in support of RPL is not reflected either in policy or practice by the 
university sector.  

 

Introduction 
 
Recognition of prior learning (RPL) for universities generally is understood as credit given 
for non-formal and informal learning for the purpose of university entrance or for advanced 
standing into a university award. Formal learning refers to learning that takes place through a 
structured programme of instruction that is recognised by the attainment of a formal 
qualification or award (e.g. a Certificate, Diploma or Degree); non-formal learning refers to 
learning that takes place through a programme of instruction that does not lead to the 
attainment of a formal qualification or award (e.g. in-house professional development 
programmes conducted in the workplace); and informal learning refers to learning that results 
from daily work-related, social, family, hobby or leisure activities (e.g. the acquisition of 
interpersonal skills developed through the experience of working as a sales representative) 
(Smith & Clayton 2009). 
 
The 2006 National Study to Improve Outcomes in Credit Transfer and Articulation identified 
four key ‘drivers’ for Australian universities to offer RPL for university entrance:  

1. Government policy and attendant financial incentives at national and state and 
territory levels to address skill needs;  

2. Increased income from fees linked to increased collaboration between sectors and 
with business and industry; 



3. Competition for students in view of recent downturns in higher education 
enrolments; and 

4. Pressure from employer and student groups to give greater value to work-based 
learning.  

 
During 2006-7, Country Background Reports on the recognition of non-formal and informal 
learning were requested from 23 countries by the Education Policy Committee of the 
Organisation for Economic Co-operation and Development (OECD). The reports assembled 
information from each of the countries relating to RPL activity in all their post-secondary 
institutions, including universities. Countries that provided detailed reports were: Australia; 
Austria; Belgium; Canada; Chile; Czech Republic; Denmark; Germany; Greece; Hungary; 
Iceland; Ireland; Italy; Korea (South); Mexico; Netherlands; New Zealand; Norway; 
Slovenia; South Africa; Spain; Switzerland; and the United Kingdom. All these country 
reports can be downloaded from the OECD website at www.oecd.org/edu/recognition. At the 
time of writing this paper, an International Synthesis Report – being prepared by the 
Education Policy Directorate of the OECD – was still not available. 
 
This paper draws on the OECD Country Background Reports to explore how non-formal and 
informal learning experiences are being valued and used by universities around the world in 
order to provide access to, or advanced standing in, university awards. It is structured into 
three parts. Part 1 provides a short description of the university RPL approach in six 
countries: Australia; Canada; Korea (specifically South Korea); South Africa; Spain; and the 
United Kingdom. Given restrictions on the length of this paper, it was not possible to provide 
descriptions for all 23 countries that provided Country Background Reports.The six countries 
were chosen because of their capacity to reflect both geographic diversity and a range of 
different approaches to RPL. Part 2 identifies the major themes or issues that emerged from 
an analysis of all 23 Country Background Reports. Part 3 discusses the implications of the 
reports’ findings for the future of university education. 

 
Part 1: Examples of RPL approaches 
 
Australia 
The recognition of non-formal and informal learning is a major policy initiative of all 
Australian government, state and federal.Australia has an endorsed national qualifications 
framework (the Australian Qualifications Framework  or AQF), the purpose of which is to 
provide a generic set of referents for comparing the learning outcomes of different formal 
qualifications. Fifteen qualification levels from the schools, training and university sectors 
are linked through the AQF. Significantly, the guidelines for the Australian Qualification 
Framework state that each qualification must provide RPL pathways, although the extent and 
nature of those pathways is not specified. 
 
Australia’s 37 public and two private universities are all 'self-accrediting'; that is, they are 
authorised to accredit their own courses and are responsible for their academic standards.   
Australian universities that allow recognition of non-formal and informal learning towards 
university entrance or advanced standing primarily use two assessment mechanisms: 
challenge tests and presentation of a portfolio. The challenge tests usually are in the form of a 
written examination, although a small number of departments within some universities 
provide for an oral examination. Portfolios require the student to collate sufficient and 
comprehensive evidence of learning and achievement to demonstrate equivalence with the 



course entry requirements, or in the case of advanced standing, equivalence with the stated 
learning outcomes of the unit(s).  
 
Most Business Schools at Australian universities have entry pathways to qualifications on the 
basis of learning that has occurred in the workplace. Demonstration of professional 
achievement, usually including a minimum time period of relevant employment, is detailed in 
the entry requirements for courses such as Graduate Certificates in Business and 
Management, and even the Master of Business Administration (MBA) in several universities. 
At least one Australian university allows entry to its Bachelor of Nursing program on the 
basis of non-formal and informal learning. 
 
The Australian Background Report to the OECD included a scan of Australian university 
websites, and found that most had little or no information – at least in an overt form – about 
how candidates might claim credit for prior non-formal and informal learning. Further, data 
presented in the report indicate that the rate of participation in RPL for the major equity 
groups in Australia is extremely low. The Report suggests that the reasons for this may 
include cost, the complexity of the process for the candidates, and the difficulty many RPL 
candidates have in validating their non-formal and informal learning. According to the 
Report, many people do not consider keeping validated records of their non-formal and 
informal learning experiences because at the time, the idea of undertaking a qualification was 
not a consideration.  Similarly, many businesses do not keep detailed records of staff 
participation in professional activities once the employee moves on to another job, and as 
businesses move to electronic record-keeping, paper files are frequently discarded.  A 
particular problem exists for migrants who often have no easy or reasonable access to 
information about their professional and life experiences in their country of origin.  
 
There is no consistent and readily accessible process in Australia for recording the level of 
use and the outcomes of RPL assessments made by universities, and so accurate statistics are 
not possible. However, on the basis of ‘best available’ information, the OECD report asserts 
that the level of recognition of non-formal and informal learning in universities around 
Australia is very low, particularly in comparison to the vocational education sector. In 
particular, it appears that RPL is not a strong feature in the more traditional universities 
(known in Australia as the Group of Eight), and is most likely to be given status in multi-
function universities – those that incorporate a technical college with a university under the 
one administration.   
 
Canada 
In Canada, the recognition of non-formal and informal learning is referred to as ‘Prior 
Learning Assessment and Recognition’ or PLAR. Variations occur in the way PLAR is 
administered and applied in colleges and universities across Canada’s ten provinces and three 
territories, in large part because there is no national system for recognising PLAR in Canada, 
and generally no budget allocations for the purpose at either federal or state levels (Canada 
CBR, p.39). Further, Canada does not have a national qualifications framework to guide any 
future development of PLAR policy and procedures. In 2007, however, the Council of 
Ministers of Education, Canada released a Statement on Quality Assurance in Degree 
Education in Canada in which they recommended that all post-graduate institutions, 
including universities: 

 Publish academic policies with respect to prior learning assessment; 
 Ensure appropriate forms of assessment of prior learning for admission to 

programs; and 



 Make available full, accurate and truthful material regarding prior learning 
assessment policies. 
(Cited on p.53, Country Background Report) 

It is important to note that these Ministerial statements are recommendations only, not policy 
directives, and that any moves towards implementation in universities in Canada generally 
are at a very preliminary stage. 
 
The Canadian Country Background Report (p.71) acknowledges that there are no national 
data available on the number or nature of PLAR assessments conducted by Colleges and 
Universities, and that few universities keep statistics on PLAR assessments. The Report 
makes it very clear, however, that PLAR is rarely used by Canadian universities to award 
credit towards a university degree (p.49), and that the level of PLAR activity in the university 
sector is extremely low. Where PLAR is used in universities, it predominantly takes the form 
of challenge examinations rather than portfolio assessments. 
 
A recurring theme in the material presented in the Canadian Country Background report is 
the inclusion of ‘attitudes’ in the definition of PLAR. No information is provided, however, 
regarding the assessment of attitudes, nor indeed what these attitudes might be. Nevertheless, 
there is a plethora of emerging research material that suggests that employers increasingly 
regard the development of appropriate attitudes – such as work ethic, punctuality, openness to 
constructive criticism, and a desire to learn and improve – to be fundamental responsibilities 
of all education levels and sectors. The Canadian report is one of the few to specifically 
highlight the importance of attitudes in this regard. 
 
Korea 
In the Republic of Korea (often referred to as South Korea), Article 31 of the Constitution 
makes the Korean Government directly responsible for developing and maintaining the rules 
and regulations for the delivery and promotion of lifelong learning. There is no national 
qualifications system in Korea. The legal basis for the recognition of non-formal and informal 
learning towards a university qualification is provided through the Act for the Acquisition of 
Academic Degrees through Self-Education (Dok-Hack-Sa). 
 
Recognition of non-formal and informal learning through the Dok-Hack-Sa is actually 
directed more towards university rather than vocational qualifications because in Korean 
culture, university qualifications are regarded as being much more important socially (p.48 of 
the Korean Report). 
 
The Dok-Hack-Sa allows an individual to complete an entire Bachelor’s degree through self-
education via two pathways: an ‘exemption course’, in which participants complete a series 
of courses and learning events but are not formally assessed on their learning; and an 
‘examination course’, in which candidates are not required to complete any prescribed 
courses, but are eligible for a Bachelor’s degree endorsed by the Korean Government as long 
as they pass the examinations (Country Background Report, p.30). In Korea, the ‘exemption 
course’ pathway is often referred to as ‘non-formal learning’ (because there are no 
examinations) and the ‘examination course’ pathway as ‘informal learning’ (because there 
are no prescribed curricula or learning activities). 
 
The Korean Government actively promotes the opportunities offered through the Dok-Hack-
Sa by: distributing promotional materials, particularly through information centres located in 
public libraries; conducting public presentations and surveys; and operating Customer 



Service Centres that are located in regional campuses of the Korean National Open 
University. 
 
In 1998, Korea established an Academic Credit Bank System (ACBS). The ACBS was 
introduced “to award degrees by assessing the curricula each individual has completed from 
all sources and recognizing them in the form of credits” (Korean CBR, p.35). Essentially, The 
ACBS keeps a documentary record of the non-formal and informal learning activities 
undertaken by people who have registered with the ACBS (termed ‘participants’), and 
formally recognises those activities by granting ‘credits’. When the prescribed number of 
credits for the desired qualification have been accumulated and verified, the ACBS arranges 
for the conferral of the degree on the participant. The credits accumulated through the ACBS 
can be used for entry to both Bachelor’s and Master’s degrees, as well as for advanced 
standing. Participants must first have successfully completed high school (or equivalent) in 
order to be registered on the ACBS.  
 
The Korean Country Background Report (p.51) asserts that RPL is more likely to be a feature 
of the newer universities, and that in general, “traditional universities in Korea follow the 
traditional way of accepting regular students and granting diplomas”. 
 
South Africa 
In South Africa, RPL is viewed by Government as an important process – particularly for 
public universities – because it provides a mechanism “to contribute to the achievement of 
the higher education policy goals of equity and redress, broadened access and increased 
participation” (SA Country Background Report, p.8). The report elaborates this background 
in some detail (p.31): 

It is particularly in education and training that the apartheid regime found some of 
its strongest expression. For this reason, South Africa’s new democracy has seen 
the promulgation of a number of new Acts for the purpose of transforming 
education and training to be more inclusive of all learners, including adult 
learners, of the country ..... RPL is considered to be an important mechanism for 
opening up access to those previously denied the privilege of quality education. 
For this reason, in all new education Acts, explicit and implicit reference is made 
to the widening of access to non-traditional learners. RPL seems to have become 
an integral part of the psyche of South African education and training. 

 
The National Plan for Higher Education (NPHE), introduced in 2001, focussed on the need 
for increased participation and a broadening of access in university education. The National 
Standards Body Act Regulations (1998, p.6) require that a qualification shall “indicate in the 
rules governing the award of the qualification that the qualification may be achieved in whole 
or in part through the recognition of prior learning, which concept includes but is not limited 
to learning outcomes achieved through formal, informal and non-formal learning and work 
experience”. This means that every NQF-registered qualification can be achieved through 
RPL, at least in part. The NSBA Regulations (1998, p.7) also require universities to have 
“policies and practices for the management of assessment (including RPL)” as part of the 
process for on-going accreditation of the institution. 
 
The South African Qualifications Authority (SAQA) has developed a national RPL policy 
and attendant guidelines for implementation in colleges and universities. The policy provides 
detailed information about the steps that should be followed when assessing non-formal and 
informal learning for the purposes of university credit. 



 
RPL in South African universities is inhibited by two statutory regulations of the Higher 
Education Act: matriculation with endorsement as an entry requirement into higher 
education; and the 50% residency clause. Matriculation with endorsement restricts candidates 
for university RPL to learners who have received a school-leaving certificate. The 
matriculation with endorsement regulation of the Higher Education Act, therefore, denies 
access to university study to “thousands of learners who were prevented or discouraged from 
completing formal schooling and who may have left school at an earlier stage, for example at 
Grade 10 or 11” (SA Country Background Report, p.35).  The 50% residency clause requires 
learners to complete at least half of their qualification through formal study at their 
university, and thus formally limits the amount of RPL that can be claimed. 
 
Many universities whose demographic profile includes a significant number of non-
traditional learners (such as the University of South Africa – UNISA) have established RPL 
centres to assist students gain credit towards a qualification for their non-formal and informal 
learning. Nevertheless, the South Africa Country Background Report quite clearly argues that 
South African  universities generally reflect neither a common understanding of, nor a 
common approach to, RPL. This may be due, in part at least, to the fact that RPL is still a 
highly contested topic in the more traditional, more ‘established’ universities in South Africa. 
“A key issue in the RPL debate is the nature of different kinds of knowledge and ways of 
knowing, and whether or not RPL can serve as a catalyst for the transformation of the higher 
education curriculum” (SA Country Background Report, p.36). 
 
Spain 
Sections 36 and 42 of the Organic Act 4 on Universities (2007) establishes conditions for the 
validation of job or professional experience for the granting of credit towards courses and 
qualifications in the university sector. The Act allows for direct access to university for adults 
over 25 years of age, irrespective of their previous level of education or any diplomas held, 
through equivalence or access examinations designed to  assess whether applicants have the 
necessary maturity, generic learning skills and specific profession-related skills, capabilities 
and aptitudes to succeed in a university course.  

 
Access examinations in universities are conducted annually and are regulated by a Royal 
Decree. The examinations consist of two separate assessments: a ‘common exam’ to 
determine the general suitability of candidates for university study, and a ‘specific exam’ to 
determine the knowledge, skills and aptitudes relevant to the chosen broad area of study. 
Approximately 20,000 people sit for the examinations each year (Spanish CBR, p.67). 

 
One aspect of Spanish education of some relevance to the recognition of RPL is the 
emergence of 49 ‘universities for older adults’. These appear to be similar to the University 
of the Third Age in Australia, in that they target adults over 50 years of age, are organised 
around topics of interest rather than of relevance to particular jobs or professions, and do not 
lead to a formal university qualification. After five years, however, participants are able to 
apply for a Diploma of Higher Senior Graduate, and if they have written a dissertation-style 
report that involves some research, an Excelsior degree. 
 
United Kingdom 
The Schwartz Report on Fair Admissions for Higher Education (2004) reported that 71% of 
mature-aged university admissions in the UK were made on the basis of qualifications other 



than the traditional ‘A’ level, including students admitted on the basis of APL (accreditation 
of prior learning) and APEL (accreditation of prior experiential learning). 
 
The UK Country Background Report does not provide more recent statistical information 
from which to infer the current level of RPL activity in UK universities. Nevertheless, the 
report does make a strong claim that the use of APL and APEL for university admission “is 
increasing in the United Kingdom”, but that “entrants are concentrated in the newer 
universities (former polytechnics)” (p.7). The general inference from the Report is that the 
UK’s more traditional universities do not yet accept the legitimacy of RPL as a pathway to 
university entrance. 
 
There is no legal or regulatory framework for the recognition of non-formal and informal 
learning in the United Kingdom, and because of the “relatively autonomous nature” of UK 
universities, practices vary considerably. Much of the RPL provided by UK universities 
relates to credit for vocational or other ‘sub-degree’ qualifications already completed by the 
candidate, such as higher-level Certificates and Diplomas from the vocational sector, initial 
teaching qualifications, and pre-registration nursing courses. A small number of universities 
give credit for successful completion of membership examinations for professional bodies, 
particularly if the university has entered into a formal relationship with the professional 
association. The UK Country Background report (p.62) also indicates that an increasing 
number of universities are giving credit towards both undergraduate and post-graduate 
degrees on the basis of relevant learning from work. 
 
Significant funding has been allocated in recent years through the Higher Education Funding 
Council (HEFCE) for the purposes of expanding the opportunities for people from 
disadvantaged backgrounds for using APEL for university entrance. Otherwise, the UK 
Country background Report mentions few initiatives for promoting the use of RPL in the 
United Kingdom, and states (p.78) that “information is not widely publicised”. A review of 
UK university websites undertaken by the author reveals that only  a small number make 
mention of opportunities for prior learning, but that in many cases, this is in relation to a 
‘challenge examination’ for entry.  

 
 
Part 2: Major themes to emerge 
 
The 23 Country Background Reports were subjected to a thematic analysis (Leedy 1997), 
assisted by the Leximancer V3.07 software program. While there is considerable diversity in 
the way that the university sectors in different countries are addressing the recognition of 
prior learning, ten general themes emerged from the data: 

1. In spite of government policy positions to the contrary, RPL activity in universities 
around the world generally is very low, particularly when compared with the 
vocational education sector. Further, while Government reports consistently allege 
that the levelof RPL in universities is increasing, the rate of increase is 
unquestionably very slow. 

2. ‘Traditional’ or more established universities generally do not support, at least in 
practice, the use of RPL for access to their awards. Anecdotal comments in reports 
and journal articles suggest that the reason for this may be linked, in large part, to 
questions about the legitimacy of knowledge obtained through non-academic 
learning pathways and experiences. 



3. Newer universities, particularly those that have grown out of polytechnic-style 
colleges, are most likely to embrace recognition of non-formal and informal 
learning, although even in most of those, the actual level of RPL activity is low. 

4. Many countries lack a national qualifications framework to guide the development 
of policy and practice regarding the recognition of non-formal and informal 
learning. The qualifications frameworks that do exist primarily focus on the school 
and vocational sectors. 

5. Policy and regulatory frameworks to promote the recognition of non-formal and 
informal learning, or to ensure the quality and consistency of its implementation, 
are rare. 

6. RPL in universities primarily relates to university entrance, not advanced standing. 
Where advanced standing arrangements do exist in universities, they generally 
involve credit transfer for subjects or units completed at other Higher Education 
institutions, not to an assessment of non-formal or informal learning. 

7. The primary assessment mechanism for RPL in universities is access or entrance 
examinations. These are designed to equate the accumulated knowledge, skills and 
aptitudes of the candidate with identified course and graduate outcomes for the 
particular university. Professional portfolios identifying achievements in non-
formal education settings such as the workplace are rarely accepted as legitimate 
evidence for the purpose of university entrance. 

8. University websites generally make no mention of recognition for non-formal and 
informal learning for purposes of entry to, or advanced standing in, an award. 
Articulation from completed vocational sector qualifications is, however, often 
referred to on university websites as RPL, from which one can infer a general lack 
of understanding by these universities of the RPL process and attendant 
government policy positions. 

9. There are clear attempts by most Governments to promote the recognition of non-
formal and informal learning, but the process primarily is promoted for the 
vocational sector where there are much stronger and more clearly articulated 
processes and arrangements. 

10. While the vocational sectors in most countries have established clear mechanisms 
for supporting RPL for people from disadvantaged groups, only a small number of 
countries reflect this emphasis in their university RPL policies, processes and 
procedures. 

 
 
Part 3: Conclusion: Implications for university education 
 
In the context of a world experiencing rapid, pervasive and fundamental change in most 
aspects of society and the economy, there is a strong and growing expectation from 
governments, industry, employers and individual students for a greater and more overt nexus 
between learning and practice (Australian Country Background Report 2007; Smith 2004; 
Whittaker 2006). The long-accepted pathway for most people of  preparing for a single job 
role for life no longer applies, and individuals must now commit to ‘lifelong learning’ in 
order to continually adapt their knowledge and skills to changing work and life 
circumstances. Lifelong learning not only involves engagement with formal curriculum, but 
also a commitment to convert what is learned and experienced in work and social settings 
into generic knowledge (Murphy 2008). As a consequence, academic institutions are 
increasingly being placed under pressure to accept the legitimacy of what is learned outside 



the traditional academic curriculum through non-formal and informal engagements, and RPL 
is a primary mechanism for acknowledging that legitimacy. 
 
The following five recommendations emerge logically from the themes revealed by the 
OECD Country Background Report. Taken sequentially, they provide a framework for 
improving the level of RPL activity as well as the quality of the RPL processes used in 
universities: 

1. Universities need to have the debate about, and clearly establish the extent to 
which, learning that occurs outside the traditional academic paradigm – learning 
that occurs through work and everyday life experience – constitutes legitimate 
knowledge, The debate needs to be informed by the strongly expressed views of 
governments, employers and individual learners about the significant advantages of 
contextualised and experiential learning, not just by internal university 
perspectives. The important thing is for universities to have a clear and defensible 
position on the role and merits of non-formal and informal learning so that RPL 
policy and practice does not drown in a nebula of anecdotal positions about its 
worth.  

2. Universities need to develop clear policy, processes and procedures to be followed 
for students seeking to use non-formal and informal learning for the purposes of 
university entrance or advanced standing. Such policy needs to provide clear 
guidelines regarding how to apply for RPL, the nature of the evidence that will be 
required, and the areas for which RPL may (or by inference may not) be 
appropriate and available. The policy also needs to clearly differentiate between 
RPL and the process of credit transfer, which applies to completed formal study, 
not non-formal and informal learning.  

3. University websites need to be upgraded to include clear and easily accessible 
information for prospective students seeking to use RPL, in whole or in part, for 
the purposes of entry into an award and/or advanced standing. 

4. Universities need to educate their academic and administrative staff about the 
processes and procedures available in the university to support RPL. Smith and 
Clayton (2009) identified lack of knowledge about and support for RPL by staff in 
the institution as one of the greatest inhibitors of effective RPL. 

5. Establish specific RPL processes and guidelines for supporting students from 
disadvantaged groups. One of the major arguments for the use of RPL is to 
improve the opportunities for persons from disadvantaged groups (such as 
Indigenous people, migrants, women and the geographically isolated) to access 
Higher Education, yet the OECD reports clearly demonstrate that this is an area of 
serious neglect by universities world-wide. 

 
There is also a priority for governments to establish nationally-consistent procedures for 
recording RPL activity in universities, and to establish national RPL data bases for collating 
and analysing RPL information, in order to accurately inform RPL policy and to ensure that a 
range of learning initiatives – particularly for disadvantaged groups – are supported 
appropriately. Further, there would appear to be a need for funded research that investigates 
the academic success of students who have entered university or been given advanced 
standing on the basis of RPL. 
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Abstract 

This paper examines the motivations behind and current realities of the charter 

school movement.  The parlance of school reform consistently appears strong on paper 

but performs weak in practice. Yet, in the 1990s, the charter school movement began 

under the auspices of an avenue to address the disillusionment of education policy, the 

sense of powerlessness felt by parents and teachers, and the disparities of achievement 

between different races. In conjunction with anaylsis of the charter school movement, 

examination of the achievement gap identifies the social and economic stratifications 

that occur and perpetuate within schools. A series of principles that successful charter 

schools embrace are shared. The authors conclude by identifying the pros and cons of 

charter schools, which provides insight into the lasting effects this movement is having 

on 21st century education as well as tenets all school leaders can utilize to improve their 

school communities. 

 

Keywords: charter schools, education reform, achievement gap, social and 

economic stratification 
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A Critical Analysis of Making a Difference in American Education: 

The Public Charter School Movement 

 

The fate of our country won’t be decided on a battlefield, it will be determined in a 

classroom. 

Weber, 2010                              

 

The promise of quality education is a cornerstone of American culture. From 

barbershops to Capitol Hill, education is a guaranteed topic of lively and frequent 

debate. Indeed, congressmen and educators, mayors and businessmen, all claim to want 

great schools for our nation. Parents want to send their children to schools that will 

prepare them for a lifetime of success and financial prosperity. Why, then, is this not the 

experience of every child in our nation? Why are we still ‘Waiting for Superman’ in the 

21st Century (Weber, 2010)?  How can America be the richest nation in the world, spend 

more per pupil on education than most other industrialized nations (McKinsey, 2009), 

and still have alarming dropout rates, test scores, and failing schools? A brief look at 

school policy, systemic stratification of students, and the antediluvian structure provide 

sources for the answers to these questions and explain the current culture and focus of 

school reform policy. 

The parlance of school reform consistently appears strong on paper but performs 

weak in practice. Dialogue is often centered on general academic debates that pit 

traditional public schools against any change.   
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We must reappraise our assumptions of what constitutes ‘public schooling’ …in 

a world where charter schooling, distance education, tuition tax credits, and other 

recent developments no longer fit neatly into our conventional mental boxes…we 

must discern what it is that makes schooling public and accept diverse 

arrangements that are consistent with those tenets.  Otherwise…public schooling 

is a politicized obstacle rather than a shared ideal (Hess, 2004, p. 586).  

Often, the policy is laden with big promises, but no true plan of action. “Policy talk 

about the schools has moved in cycles of gloomy assessment of education and 

overconfident solutions, producing incoherent guidance in actual reform practice” 

(Tyack & Cuban, 1995, p. 134). The policies, while seemingly relevant and needed, are 

typically devoid of changes necessary to truly improve the current state of education in 

America. Indeed, policy language has hovered in a “squishiness in terms” (Goldhaber, 

2002, p. 49) so that there is little consistency in expectations or common understanding.  

The “soft bigotry of low expectations” in education policies (Whitman, 2008, p. 

4) has treated our most under-resourced population of students, low-income minority 

students, more as an ailment that must be tolerated than a population of students 

deserving of an equitable education. Often, expectations have been lowered to 

compensate for their perceived deficits in skills and ability thus exacerbating the 

disgraceful and glaring achievement gap and failure of our public school system for 

these students.  

While schools are not primarily responsible for creating this achievement gap, 

“the K-12 system…fails to do much to shrink the gulf in achievement” (Whitman, 2008, 

p. 13-14). Indeed, the system is not the great equalizer so many claim it to be. And so the 
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cycle starts again, a new policy, with new catch phrases is developed and delegated in 

hopes that it will be the long awaited Phoenix (Tyack & Cuban, 1995). This pattern of 

overpromising and under delivering has led to “disillusionment and blaming the schools 

for not solving problems beyond their reach” (Tyack & Cuban, 1995, p. 3). 

In the 1990s, the charter school movement began under the auspices of an avenue 

to address the disillusionment of education policy, the sense of powerlessness felt by 

parents and teachers, and the disparities of achievement between different races. Since 

the first charter school in 1991, the movement has steadily gained momentum, support, 

and success. “As of 2009, more than 4700 charter schools enroll over 1.4 million 

children in 40 states and the District of Columbia. The ranks of charters grow by 

hundreds each year. Even so, more than 365,000 names linger on charter school wait 

lists” (CREDO, 2009, p. 47). The term charter school has become synonymous with 

success, not so much based on the promise of raising the test scores for all students, 

because the results are mixed with little statistical difference (Hacker, 2011, and 

Whitman 2008), but on ‘thinking outside the box’ by introducing and using creative 

strategies and methods for educating students facing a plethora of academic and social 

challenges.  

Charter schools do symbolize hope, change, and something new in a public 

school system that is failing too many children.  The charter school movement seems to 

offer solutions to some of the frustrating and lingering issues in public education. 

Charter schools seem to be the avenue for change for people who are truly ready to stop 

complaining and actually make something happen in public education, embodying the 

“I’m Always For Better” Campaign, where “schools [serve] as potentially the most 
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transformative lever for breaking cycles of intergenerational poverty” (Mehta, 2011, p.7) 

in all corners of America.  

With many supporters from all levels of government and the community, it is 

important that we still turn a critical eye to public charter schools to accurately assess 

their impact on individual students as well as the system at large. How are charter 

schools claiming to close the achievement gap?  What does the charter school movement 

indicate, represent, and change for America’s public education system? 

What is the Achievement Gap? 

As reported in Sweating the Small Stuff (2008), of the more than 20,000 public 

high schools in the United States, almost half of the nation’s dropouts attend just 10% 

(2,000) of the schools. More troubling, nearly half of all black and Hispanic students in 

our country attend these failing schools. Whether at one of these “dropout factories,” or 

at one of the many schools across America that is failing to educate students to 

completion, the issue is at the epicenter of the school reform crisis (Epstein, 2007). 

Broadening the lens to include students who have not dropped out but fall into 

the category of low performing, the discrepancy of ability between races continues to 

alarm. “The average black twelfth grader has the reading and writing skills of a typical 

white eighth grader and the math skills of a typical white seventh grader” (Whitman, 

2008, p. x). In high schools with a predominantly Caucasian population, more students 

identify themselves as college bound and have the option of taking several college 

preparatory classes.  However, in schools where the majority of students are African 

American or Latino, a significantly smaller number classify themselves as college bound 

and have much less opportunity, if any is offered at all, to take college preparatory 
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classes. Even within schools that have a better balance of racial groups, the student body 

seems to self-segregate. “Most of the students in high-track classes [are] white while 

most of the students in lower-level classes [are] African American or Latino” (Holme, 

Wells, & Revilla, 2008, p. 354). The self-segregation is not solely the result of students 

choosing which level of difficulty in their coursework they would like to pursue. There 

are a myriad of factors contributing to this so-called self-segregation: discrimination, 

quality of education received prior to high school, socio-economic level, stability of 

home life, healthcare, lack of intervention to remediate low performance to maintain 

academic achievement on part with their white classmates. How is it possible that in a 

country of such acclaimed opportunity, the college prospects of most kindergarteners 

can be forecasted with nearly impeccable accuracy? (Gracey, 1975/2008). How is it that 

achievement levels in as early as fourth grade can be linked to life outcomes? 

(McKinsey, 2009).  How can non-poor whites in the highest performing states be five 

years ahead of poor blacks in DC by the fourth grade? (McKinsey, 2009).  

Repercussions of the illusion of merit-based success is another component to the 

widening achievement gap low-income minority students are up against. The undertone 

to most current school reform is that students are lazy, unmotivated, and stupid. In the 

book One Nation, Underprivileged: Why American Poverty Affects Us All, the sources of 

the merit-based illusion are highlighted. “Americans tend to rank individual reasons 

(such as laziness, lack of effort, and low ability) as the most important factors related to 

poverty, while structural reasons such as unemployment and discrimination are typically 

viewed as less important (Rank, 2004, p. 50). Thus, teachers, who mostly come from the 

middle class, have echoed this mantra in their classrooms.  
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The assumptions are based on the illusion of merit: students just have to try 

harder to do better, which allows for policy makers, administrators, and teachers to have 

a clear conscience and sleep well at night because the responsibility is now solely 

burdening the shoulders of students. “If they want to succeed, it is up to them. The 

opportunity is there,” is the mentality shared by many in the positions to actually change 

the structure and culture of the system that perpetuates poverty and the achievement gap.  

 Do Charter Schools offer a Model for School Reform? 

The charter school movement is the most recent policy amalgamation and 

manifestation of several reform ideas that have been a part of public education for 

decades including magnet schools, public school choice, alternative schools, site-based 

management, privatization, and community-parental empowerment. The term "charter" 

is believed to have been first used by New England educator Ray Budde in the 1970s 

when he recommended that small groups of teachers be given contracts, or charters, by 

local school boards to explore new approaches. Albert Shanker, former president of the 

American Federation of Teachers, then publicized the idea, suggesting that local boards 

could charter an entire school with union and teacher approval. Several schools-within-

schools, called charters, were developed in Philadelphia in the late 1980s.  

Legislation soon followed. Minnesota was the first state to enact legislation to 

allow charter schools in 1991. By 1995, nineteen states had signed laws permitting the 

formation of charter schools, and by 2003 that number increased to forty states, Puerto 

Rico, and the District of Columbia. Charter schools are one of the fastest growing 

innovations in education policy, enjoying broad bipartisan support from governors, state 

legislators, and past and present secretaries of education (US Charter Schools, 2009).  
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Essentially, charter schools are public schools when it comes to funding and 

student population served. Usually, the schools are run by non-profit organizations, trail-

blazing individuals, public school districts, and even for-profit companies. There are 

academies one can attend if interested in opening a charter school.  

The Pros and Cons of Charter Schools 

While much of the No Child Left Behind (NCLB) legislation enacted in 2002 

perpetuated the paper-based appeasement of the broken system, namely by mandating 

changes but providing minimal funding, one burgeoning source of change gained even 

more momentum. Since NCLB, out-of-the-box charter schools have continually called 

the bluff of the rosy-worded agenda of current school reforms and shown what far-

reaching, life-impacting, poverty cycle-stopping change actually looks like.  These 

charter schools are showing that one way to change an under-resourced child’s life “is to 

get him into and through a high-quality high school and into and through college” 

(Whitman, 2008, xvi).  

 Of the six schools profiled in Sweating the Small Stuff  (Whitman, 2008), five are 

charter schools and all are located amid large, urban school districts. Typically in the 

high-poverty areas of these school districts, between 20-40% of students graduate from 

high school in four years. At the three high schools, more than 85% of students go on to 

a four-year college or university. How is it that these schools, often juxtaposed to failing 

secondary schools, produce such drastically different results? How can these schools 

ratchet up student achievement by several grade levels within one to two years and 

essentially eliminate the achievement gap when it comes to graduation and college 

admission rates? Whitman (2008) identifies a top 20 list of successful reform practices 
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for urban, high-poverty schools. They are:  

1. Tell students exactly how to behave and tolerate no disorder. 

2. Require a rigorous, college-prep curriculum. 

3. Align curriculum with state standards and specify performance outcomes. 

4. Assess students regularly and use the results to target struggling students. 

5. Keep students busy in class with a clear plan and a variety of assignments. 

6. Build a collective culture of achievement and college-going. 

7. Reject the culture of the streets. 

8. Be vigilant about maintaining school culture. 

9. Extend the school day and/or year. 

10. Monitor and enforce attendance. 

11. Welcome accountability for adults and embrace constant reassessment. 

12. Give principals and teachers more autonomy — think “charter school.” 

13. Eliminate (or at least disempower) local teacher unions. 

14. Use unconventional channels to recruit committed teachers. 

15. Don’t demand much from parents. 

16. Escape the constraints hobbling traditional district schools. 

17. Don’t waste resources on fancy facilities or technology. 

18. Keep the school small. 

19. Track and support students after they graduate. 

20. Help create additional schools following your model. (2008, p. 259) 

For the purpose of this paper, five of the recommendations will be briefly examined as to 

their impact for educational reform.  First, #1 Tell students exactly how to behave and 
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tolerate no disorder and #7, Reject the code of the streets, will be examined in tandem. 

Instinctively it is easy to begin to criticize these recommendations. These 

recommendations can very easily be seen as wrong, egotistic, and overbearing, not to 

mention disrespectful of cultural differences. However, when comparing cutting students 

slack for undesirable behavior because of their supposed differences verses expecting a 

strict code of conduct, the impact of the “soft bigotry”(Whitman, 2008, p.4) is 

highlighted. Expectations for behavior must be high, they must be based on main-stream 

society, and they must be modeled, practiced and demanded. Of all the qualities of the 

school that students said were desirable, feeling safe ranked number one (Whitman, 

2008). This approach to behavior forces students to be successful rather than just be 

judged by the middle class values that not only create most school cultures, but also are 

what they are critiqued on for any and all achievement in life. As Chester E. Finn Jr. 

noted a decade ago, “although nearly all parents would run screaming from schools that 

call themselves paternalistic, in practice paternalism seems to be what many want: 

institutions with explicit standards for skills, knowledge, and behavior, and with the 

gumption to hold both teachers and pupils accountable for achieving those norms” 

(Whitman, 2008, p. 22).   

Maslow, in his Hierarchy of Needs (1954) and Glasser (1992) concur with 

sequential and recursive components for successful schools.  The basic biological and 

physiological, survival needs (food, water, air, physical movement, etc.) mandate that 

schools provide healthy food choices, ample hydration, clean air, and body exercise.  

The need for safety implies the requirement of order, protection, security, and stability.  

Just having all students walk through a metal detector does not guarantee students are 
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leaving the code of the streets at the door.  The need for love and belonging mandates a 

culture of caring, a ‘school family’ (Bailey, 2000), where connections and cooperation 

govern relationships.  There can be no invisible students; rather each person is noticed 

and nurtured.  Esteem needs include confidence, achievement, responsibility, where 

expertise is identified and personal value is honored with respect to others and respect of 

others.  The need for self actualization indicates reaching full potential, where students 

can access their brilliance with creativity, innovation, and freedom. 

Arguably, without imploring the other components proven to change the 

educational and life outcome of minority and low-socioeconomic students, schools 

simply remain being large-scale babysitters until students are expelled or reach the legal 

dropout age.  One of the beliefs of this new breed of successful schools is that,  

…parents want to do the right thing but often don’t have the time or resources to 

keep their children from being dragged down by an unhealthy street 

culture…[T]he school helps to reinforce middle-class mores by nurturing a work 

ethic and culture of achievement. (Whitman, 2008, p. 28) 

The next three recommendations, #2 Require a rigorous college prep curriculum, #3 

Align curriculum with state standards and specify performance outcomes, and #4 Assess 

students regularly and use the results to target struggling students are transformatively 

interconnected. “Giving disadvantaged adolescents a full and fair shot at success in life 

may require a period of close supervision and explicit instruction in how to learn and 

how to live” (Whitman, 2008, p. xvii). This intense supervision sounds like most 

teenagers’ worst nightmare, but how else can the hidden rules of the social culture and 
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the academic culture be explicitly taught, practiced, and ultimately transferred for 

students to utilize for their advantage?   

In reflecting on the top 20 list of recommendations, one can certainly find them 

abrasive, insensitive, and unsympathetic. Yet, they seem to be working, and most 

surprising, students attending the charter schools say it is what they want (Whitman, 

2008). The students know a more prosperous, stable, career-savvy lifestyle exists, and 

they can even see it, but it is behind a glass wall. It is not that these schools such as 

charter schools examined in Whitman’s book do not understand the sociological 

foundations of the problems facing minority and low socio-economic students. Quite the 

contrary seems to be true, actually. These revolutionary schools and programs simply 

say, “Ok, so now what?” As Whitman writes, 

The best way to help the poor overcome social problems and make their way out 

of socio-cultural cul-de-sacs… is to create policies that set clear expectations and 

then closely supervise beneficiaries to ensure that they meet those expectations. 

The key to such policies is not the behavioral requirements themselves but the 

monitoring and assistance provided to people to help them meet those 

expectations and, ideally, change their lifestyles for the better. (2008, p. xvii)  

Perhaps the key lies in the language and guidelines of the new Common Core 

Standards, adopted by 48 states, 2 territories and the District of Columbia to date. With a 

shift from “What’s Taught” to “What Students Need to Be Able to Do” (CCSSO, 2010), 

there is leverage to legitimize a new pattern for all students.  There is a fresh mandate for 

21st Century Skills for 21st Century students that can be replicated nationwide to include 

      1.  Solve problems                                 6.  Communicate                                         
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      2.  Manage oneself           7. Work in teams 

      3.  Adapt to change                        8. Create/innovate/critique                                              

      4.  Analyze/conceptualize           9.  Engage in learning throughout life 

      5.  Reflect on/improve performance 

 

The application of these skills in daily learning situations provide a common set of 

expectations to level the playing field. In essence, the blame game stops at the front door 

of schools, and students are not made to feel inadequate because of what they do not 

know or do not do. Rather, they are taught how to act, how to think, how to speak to be 

successful. How revolutionary to adequately and authentically educate the members of 

low-income and minority populations so that they can equitably participate in all facets 

of middle-class society. 

However, the term charter school cannot be equated necessarily with success and 

high-test scores. As the Center for Research on Education Outcomes (CREDO) from 

Stanford University recently published a report on the success rate, test scores, and 

sustainability of charter schools in sixteen states. They concluded,  

Despite promising results in a number of states and within certain subgroups, the 

overall findings of this report indicate a disturbing — and far‐reaching — subset 

of poorly performing charter schools. If charter schools are to flourish and 

deliver on promises made by proponents, a deliberate and sustained effort to 

increase the proportion of high quality schools is essential. (2009, p. 47) 

Another report, Study Casts Doubt on Charter School Results, published by Education 

Week, found that charter schools perform, on average, worse than public schools with 
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the same demographics (Maxwell, 2009). On an individual basis, there are tremendous 

success stories of charter schools, but the mixed results indicate more work is needed for 

this policy reform to impact American education.  

Are Charter Schools the Hope for the Future of American Education?  

The understanding that America’s schools are in need of transformative reform is 

widely agreed upon by congressmen, parents, the president, mayors, and businessmen, 

even if their reasons for wanting it are vastly different. The debate, and thus the 

stalemate and subsequent blame game, unfolds around ‘the how and why’ of reform.  

School reform has historically been carried out in piecemeal because of the intransigence 

of stakeholders including unions and school administrators, state boards of education 

and bureaucrats.  

There is something seriously frustrating about incrementalism when applied to 

[inner-city] education. If Americans are serious about changing the lives of 

disadvantaged kids through schooling, we need to embrace super-schools with 

the power to do that, and not pretend that the schools we have today, with a 

minor makeover and a few new fillips, will get the job done. (Whitman, 2008, 

xvi) 

Indeed, the time is now to call the bluff on the piecemeal approach that has plagued and 

appeased school reform, and Common Core Standards are part of the solution. However, 

the so-called super-schools, which is another name for charter schools, may be an 

incomplete and simplistic solution for a tremendously complex problem. As Apple 

claims, “…[N]o analysis of education can be fully serious without placing at its very 

core a sensitivity to the ongoing struggles that constantly shape the terrain on which 
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education operates” (2001, p. 65). The ongoing struggles in healthcare and economics do 

indeed influence some, but not all, charter schools.  The Harlem Children’s Zone, under 

the leadership of Geoffrey Canada, is a pristine example of netting families and 

neighborhood in what has been recognized  ‘A Promise School’ by President Obama.  

Obama proclaimed:  “If poverty is a disease that infects an entire community in the form 

of unemployment and violence, failing schools, and broken homes, then we can’t just 

treat those symptoms in isolation.  We have to heal the entire community.  And we have 

to focus on what actually works.” (Tough, 2008, p. 265) 

 Charter schools can and must be a true part of the solution to eradicating the 

achievement gap between different classes and races of students by being advocates of 

social justice for all students.   As Rothstein writes,  

The fact that children’s skills can so clearly be predicted by their race and family 

economic status is a direct challenge to our democratic ideals. Policy makers 

almost universally conclude that these existing and persistent achievement gaps 

must be the result of wrongly designed school policies—either expectations that 

are too low, teachers who are insufficiently qualified, curricula that are badly 

designed, classes that are too large, school climates that are too undisciplined, 

leadership that is too unfocused, or a combination of these. (2004, p. 1-2) 

The sorting of students into distinct tracts of academic and life success begins in 

kindergarten and is typically perpetuated in every grade level. The function of 

kindergarten, Barr and Dreeben write, “is to transform an aggregation of children into an 

arrangement suitable for establishing an instructional program” (2008, p. 76). Indeed, 
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schools seem to more so perpetuate the inequality found in our work force and economy 

by assigning roles to five year-olds.  

In his essay, “Learning the Student Role,” Harry Gracey asserts that “systematic 

socialization of the young” through schooling allows for society’s “organization and 

operation, values, beliefs, and ways of living” to be maintained and continued (Gracey, 

1975/2008, p. 132). Schools are, according to Gracey, a “secondary institution,” 

influenced by such “primary institutions as the economy, political system, and military” 

(1975/2008, p. 132). It is these primary institutions and bureaucracies that dictate what 

will be taught, how achievement will be defined, and what skills will be valued. Conflict 

theorists will assert that our society is designed to reward ‘a few’ through the labors of 

‘many’ (Ballantine & Spade, 2008). Gracey claims that students throughout their 

schooling are drilled to compliance, learning how to “go through routines and to follow 

orders with unquestioning obedience” (p. 133). Therefore, the primary institutions, 

controlled largely by ‘the few,’ make sure schools stay a place where students, the 

‘many,’ are taught to be good direction followers and task completers.  Where do 

schools insure that nurturing imagination, creativity and innovation are integral so that 

learners have possibilities to move away from “path dependence” (Liu & Noppe-

Brandon, 2009, p. 8)? 

The educational system is not solely to blame for the disparities in social and cultural 

capital; however, the system “reproduces and legitimates a preexisting pattern” (Bowles 

& Gintis, 2008, p. 41) of haves and have-nots. Schools are where “social categories 

become elaborated and segmented during this developmental period” (Guest & 

Schneider, 2003/2008, p. 240). In other words, school is where, because of their social 
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and cultural capital, students are labeled and classified into specific groupings and roles 

that will impact the rest of their formal schooling as well as professional and adult life.  

Schools are where students learn where they fit into the social classes and academic 

roles, based on the skills and values their social and cultural capital has given them.          

Conclusion 

What will happen when in fifty years educators, politicians, parents, and students 

look back at the charter school movement?  Will it be deemed successful and 

transformative?  Will the landscape of public schools be unrecognizably better by using 

charter school best strategies and methods, which include embracing the common core 

skills?  Will all students be provided with an equitable education and similar 

opportunities for financial and professional success?   The hope is that the educational 

paths American students may choose in the 21st Century are being paved by forward-

thinking, innovative strategies and exploratory invitations made plausible from the 

developing best practices of public charters to produce global citizens for tomorrow. If 

these best practices of the public charter school movement continue to be analyzed and 

expanded, with attention to meaningful mission and action steps, the answer may be a 

qualified “yes, we are moving in the vicinity of improvement.” 

To truly have long-lasting, transformative change in America’s education system, 

the reforms must delve further into the intricacies of the system, acknowledge and 

account for the interconnectedness between the economic structure of the United States 

and schools, and expose and change the underlying culture that perpetuates its existence. 

Echoing this sentiment are Tyack and Cuban.  

“…[T]he utopian tradition of social reform through schooling has often diverted 
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attention from more costly, politically controversial, and difficult societal 

reforms. It is easier to provide vocational education than to remedy inequities in 

employment and gross disparities in wealth and income.” (2005, p. 3-4)  

On an individual basis, some truly impressive charter schools exist; however, as a 

movement, as a policy, charter schools have not yet hit the bulls eye to comprehensively 

address the underlying systemic causes of disparities in achievement.  

In support of this realization, Rothstein asserts in his conclusion to Class and 

Schools,  

If as a society we choose to preserve big social class differences, we must 

necessarily also accept substantial gaps between the achievement of lower-class 

and middle-class children. Closing those gaps requires not only better schools, 

although those are certainly needed, but also reform in the social and economic 

institutions that presently prepare children to learn in radically different ways. It 

will not be cheap. Raising the achievement of lower-class children, and 

narrowing the gap in cognitive achievement and non-cognitive skills between 

these children and those from the middle class, are more ambitious undertakings 

than policy makers today acknowledge. …[E]liminating the social class 

differences in student outcomes requires eliminating the impact of social class on 

children in American society. It requires abandoning the illusion that school 

reform alone can save us from having to make the difficult economic and 

political decisions that the goal of equality inevitably entails. School 

improvement does have an important role to play, but cannot shoulder the entire 

burden, or even most of it, on its own. (2004, 149) 
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Long lasting school reform does not begin with requiring all eighth graders to 

take Algebra or basing graduation on the passing of high stakes, end of instruction 

testing. These ‘paper’ attempts at change are devoid of a true understanding of the 

myriad of sociological factors that impede students’ ability and opportunity to succeed in 

school. Rather than stating the requirement as all eighth graders must take Algebra, to 

truly lead to the type of educational and sociological improvements everyone wishes to 

see, the policy must be reworded to state that by the eighth grade, all students will want 

to take Algebra and even more advanced math because their individual, academic, 

cultural, economic, and sociological needs have been met.  Likewise, simply giving 

students more choices as to which school to attend does not make up for the fact that 

they are living in poverty and do not receive adequate healthcare, or that their parents 

cannot work at better paying jobs because public transit does not travel to suburbs, the 

areas typically where higher-paying jobs are found or that public housing is only 

available in concentrated urban settings (Anyon, 2005). 

The need for policy alignment does not indicate a proper fit between mandates 

from all levels of government. Rather, as Anyon writes,  “…between 

neighborhood, family, and student needs and the potential of education policies 

to contribute to their fulfillment” (2005, p. 200).  

Charter schools, while they have merit and have produced some promising 

results, are not the panacea some policy makers and supporters tout them to be. As long 

as politics control what is best for all students, assuring that no child is left behind will 

be difficult to secure. What is demanded is a dramatic and honest assessment of what is 

really going on in the education system, both in traditional public schools and public 
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charter schools, juxtaposed with the economic structure and stratification of classes. 

Only with a thorough dissection and vision will the American Educational Enterprise be 

able to produce policy that is far-reaching, relevant, visible, and equitable.  
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Mount Royal University (MRU) and the Calgary Board of Education (CBE) team up to provide 
a unique practicum promoting intercultural competency for 3rd year child health student 
nurses. Piitoayis Family School offers an Aboriginal-based program for ~140 children of 
Blackfoot, Cree, and Métis descent. Student nurses are assigned to a classroom during 
intensive 3-week placements throughout the school year, and promote health based on 
children’s priorities and provincial health curriculum. The unique strength of this placement is 
in the curiosity and respect generated amongst children, nurses, and teachers who are 
learning from each other. Children appreciate their school community through Seven Sacred 
Teachings (love, respect, courage, honesty, wisdom, humility, and truth). Nursing faculty and 
students are predominantly non-Aboriginal, and welcome children and teachers as cultural 
informants. Teachers of both Aboriginal and non-Aboriginal ancestry demonstrate mutual 
respect in their beliefs, knowledge, and cultural practices. Our diverse mix of ages, roles, and 
backgrounds promotes intercultural competency for all.  From this standpoint, we work 
together to identify interventions and strategies that support children’s determinants of health. 
We are building a program of learning, service and scholarship, whereby student nurses are 
becoming increasingly involved as partners in assessing, planning, implementing, and 
evaluating child and school health outcomes. We hope to network with educators who work 
with Indigenous children so that we may collaborate and learn from each other. 
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Abstract

This session will present materials developed for the Math With Robots program which targets

Algebra Support objectives.  The development of project materials was funded in part by the West

Virginia Department of Education and the Center for the Advancement of STEM Education.  The

materials have been used in several workshops for the professional development of teachers, in pre-

service teacher education classrooms, and with middle and high school students. A cyclic model adapted

from Ball (2003) depicts the relationship among the development and implementation of new

curriculum and instructional methods, the production of knowledge within students, and the

improvement of practice in STEM education. Plans are underway for more a formal evaluation of

project materials. Learning materials will be shared and strategies used for professional development

and the implementation of materials will be discussed.
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Teaching Algebra Support with Robots

The Math With Robots program was developed to provide Algebra I teachers innovative

materials that could be used with students enrolled in a newly adopted Algebra I Support course.  In

West Virginia, Algebra I Support content objectives are the same as those for Algebra I. Given that

students enrolled in both courses are required to learn the same content objectives, teachers are in search

of supplemental curriculum materials that motivate and inspire students yet still address appropriate

content needs. Teachers in the Math With Robots project typically work with students who are enrolled

in Algebra Support as a co-requisite course to Algebra I.  Both courses can be simultaneously offered on

a block schedule for one-half a year, on an alternating block schedule for a full year, or in a more

traditional year-long setting. Students enrolled in Algebra I Support are those identified as "at risk" for

being able to successfully complete Algebra I without some type of intervention. 

West Virginia Policy 2510 (WVDE, 2011) for entering high school freshmen in 2008-2009

requires four mathematics credits for graduation. It is the intent that students in West Virginia will take

mathematics annually, and they must take at least three of those mathematics classes in grades 9-12. In

order for a student to receive 1 credit for Algebra I and 1 credit for Algebra I Support, the student must

be enrolled in the equivalent of two high school courses.

Framework for Implementation of New Instructional Materials

The cyclic model in Figure 1 is adapted from Ball (2003) and depicts the relationship among the

production of new curriculum materials and instructional methods, the improvement of STEM teaching,

increased learning by students, and evaluation for improvement in all components. Movement within the

cycle travels through the categories of Developing/Adapting Tools, Materials and Methods; Professional

Development with teachers; Implementation with students; and Evaluation. As with Ball, this model 
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includes research (evaluation) and development as key components necessary for the production of

knowledge in students and the improvement of practice by teachers. The importance of the cyclic model
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is that the interrelatedness assures that investments for improvement in one component contributes to the

strengthening of all components.

The initial motivation for the development of the Math with Robot materials was that teachers

were searching for supplemental materials to use with students in the Algebra I Support course.  The

materials needed to be different from those already being used. It was decided to develop instructional

materials making use of Lego Robot kits that would include scientific inquiry as well as periodic design

challenges all viewed through the lens of mathematics. Lego kits were chosen due to their cost and non-

metal parts.  The plastic parts reduce the possibility of cuts with the younger audience. In addition, many

science teachers have sets of the Lego robotics platforms and the West Virginia NASA Educational

Resource Center has loaner kits. Finally, Robotics Clubs are becoming a part of the school environment. 

The development of the Math with Robot materials as well as essential professional development

sessions were funded in part by the West Virginia Department of Education and the Center for the

Advancement of STEM Education. As such, the materials have been used in several workshops

throughout the United States for the professional development of teachers as well in pre-service teacher

education classrooms.  In particular, in the summer of 2011, a unique opportunity presented itself such

that the curriculum developers provided professional development for middle and high school math,

science and technology teachers.  Also participating were university faculty and educational resource

staff from a local museum.  After a three-day session, a middle school mathematics and science teacher

each volunteered to use the materials for half-day sessions with middle school students in a week-long,

full day academic camp.  The teachers used the materials with the students in the morning  and the

curriculum developers and teachers met in the afternoon to debrief and prepare for the next session with

the students.  
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 Of the 20 students attending the workshop, 19 completed an anonymous program evaluation at

the end. In attendance were five students who had just completed 8th grade, eight who completed 7th

grade, five who completed 6th grade and one who completed 5th grade.  All of the 8th grade completers

and one of 6th grade completers said that they had taken Algebra I. An analysis of selected questions 

follows.

Did you like using computers to learn math?

16- Yes 1 - No 2 - A little

Did you like using robots to learn math?

18- Yes 1 - No

Did you like working in a group with partners to learn math?

15- Yes 3 - No 1 - Sometimes

These responses indicate that the materials are appropriate for use in situations beyond the

Algebra I Support course for which they were developed. In addition, on surveys from professional

development workshops on Math with Robots,  teachers have indicated that they feel the materials are

appropriate for use in such situations as summer camps, after school clubs, technology classes, and for

differentiating instruction at several grade levels. More materials are being developed and plans are

underway for more a formal evaluation of project materials and their impact on student learning.
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INTRODUCTION 
 
 The need for more experts and innovators in the fields of science, technology, 
engineering, and mathematics in the United States has become a paramount for the 
success of the nation (Couto, Mani, Lewin, & Peeters, 2007; National Science Board, 
2008; Lewin & Couto, 2006: U.S. Department of Labor, 2008).  While the need for more 
experts in STEM fields is increasing dramatically, the number of students who are 
pursing college degrees in these fields is decreasing (NAEP, 2007; National Science 
Boards 2008; National Academies of Sciences, 2006, National Science Board, 2006).  
Factors that may be influencing this decrease may be:  1) students’ poor preparation and 
lack of success with an interest in math in middle and high school, particularly students 
with special educational needs (Arizona Department of Education, 2007; OECD, 2007; 
TIMSS. 2007; Wagner, Newman, Cameto, & Levine, 2006), 2) general education and 
special education teachers under-prepared to engage students in explorations of key 
mathematical concepts and skills, problem solving strategies, and new technologies. 
Further the lack of applications to the solution of challenging context-based problems that 
are highly motivating and provide a usefulness for that knowledge (Hill, Rowan & Ball, 
2005; Maccini & Gagnon, 2006; Maccini & Hughes, 2000); National Survey of Algebra 
Teachers, 2007; Nicol, 2002; Stigler & Hiebert, 2009). 
 
 Typically curriculum, particularly in the STEM disciplines (science, technology, 
engineering and mathematics) has been siloized through the critical school years and 
rarely include in goals and objectives for students receiving special education services. 
These global imperative disciplines rarely connect to the content and intersections of the 
other disciplines. These connections are particularly challenging for general and special 
education teachers equally unprepared to address these tasks. 
 
 Results of a national survey of secondary special and general education teachers’ 
instruction of students with disabilities showed that as compared to general education 
teachers, special education educators usually lacked content preparation to teach 
mathematics and science. Likewise, general education teachers were not as likely as 
special education teachers to implement instructional, assessment or curricular content 
accommodations for their special education students (Maccini & Gagnon, 2006). This is 
not surprising, considering the nature of teacher preparation programs in colleges and 
universities. 
 



 
 As well as having lack of a depth of knowledge in their own teaching area, special 
and general education teachers have little or no training in the sciences or technological 
fields, and as a consequence, tend to avoid “story” problems in their instructional 
programs, that is problems, that are situated in non-mathematical contexts. Teachers 
spend most instructional time on computational algorithmic problems that are context 
free (“naked” problems). For students with special education needs, the thinking has been 
that by removing text, comprehension demands are reduced and students can focus on the 
procedures. Yet it is context that gives meaning to problems, that provides the motivation 
for solving the problems, that gives a reference for considering the accuracy of solutions, 
and that demonstrates the power of mathematics as a means of modeling, representing, 
and clarifying relationships, and enhancing problem solution (Butler, Miller, Crehan, 
Babbitt, and Pierce, 2003; Witzel, Mercer, & Miller, 2003).  
 
 
IMPORTANCE OF DEVELOPMENT AND INNOVATION THROUGH 
PROFESSIONAL DEVELOPMENT RESEARCH 
 
 The field of special education has historically been presented with legislative 
mandates, revised national and state academic standards, a burgeoning diverse 
population, increase in numbers of students eligible for special education services, and 
the requirement to educate students in inclusive classes. Similarly, professional 
organizations have endorsed the concept of meeting the needs of all students in their 
respective content areas. 
 
 The confluence of these initiatives has brought together general education content 
teachers and special education teachers to address the needs of all students in inclusive 
classes. Special and general educators teachers alike are questioning current practices and 
beliefs regarding effective methods of instruction. As the trend towards inclusive 
schooling practices escalates, the need for school-wide collaboration and professional 
development to reconsider curricular, pedagogical, and assessment issues, is imperative.  
Meeting the diverse needs of students requires first professional development and second 
collaboration of special and regular education teachers.  In recent years, collaborative 
teaching has become a means for providing students with a free and appropriate public 
education in the least restrictive environment (Individuals with Disabilities Education 
Improvement Act, IDEIA, 2004). 
 
 Previously cited research highlights the pressing need for improving STEM skills 
for all students, the need for collaboration among general and special educators to 
guarantee effective and appropriate instructional practices, and the need for development 
of innovative professional development to specifically address these areas. Key factors 
for professional development include: 1) innovative delivery through the Village model 
of collaboration among expert practitioners, 2) blending STEM content with 
differentiated instruction, and 3) incremental, ongoing, in-class follow-along mentoring 
of collaborative teams. These factors will be examined to determine impact on 



collaborative team efficacy, and general and special education student achievement in 
math and science. 
 
STEM VILLAGES: A PROFESSIONAL DEVELOPMENT MODEL 
 
 The overarching goal of the STEM Villages  is to design, implement, evaluate, 
refine and disseminate a collaborative village strategy for the professional development 
for special education and general education teachers. The STEM Villages will enhance 
teachers’ knowledge of 1) key concepts of STEM thinking, 2) how student understanding 
of those concepts can be nurtured to become more robust, 3) instructional strategies that 
promote student perseverance, collaborative interactions, and understanding of the 
“language of STEM,” 4) techniques for designing and conducting projects, problems, and 
learning activities that integrate math with other content areas, 5) methods for assessing 
and assisting students with varying educational needs, and 6) strategies for adapting 
pedagogy and instructional materials to address educational needs.  
 
 STEM Villages consist of special education and general education teachers and 
university faculty with expertise in three major areas: 1) mathematics and science 
education, including curriculum development, the adaptation of curricula and 
pedagogical practices to enhance learning, and the design and administration of 
professional development programs; 2) special education, including identification of 
learning difficulties, strategies for adapting instruction, and methods for enhancing 
collaborative teaching; and 3) evaluation, including the design of instruments for and the 
conduct of  assessments for monitoring progress in achievement, collaboration, 
communication, and mathematical problem solving. 
 

Components of the include: Intensive Summer STEM Villages that use Concept-
Study methods to explore big mathematical ideas in depth, b) Saturday ConCourses that 
focus on strategies for designing, implementing, and revising curricula, and instructional 
and assessment strategies, and c) In class work for implementing and evaluating 
curriculum, pedagogical approaches, and assessment tools.  All work will be in concert 
with Response to Intervention practices of: (1) high-quality research-based classroom 
instruction, (2) in-depth classroom performance measures, (3)Research-based 
interventions (4)  progress monitoring during interventions, and (5) fidelity measures to 
document that the intervention has been implemented to specified criteria (Graner, 
Fagella-Luby, & Fritschmann 2005). 
 
 The goals for the STEM Villages include: 1) update teachers’ content in their own 
and related fields through professional development; 2) integrate inclusive practices into 
the villages, 3) increase general and special education student’s interest and success with 
the study of STEM in high school; 4) Increase student awareness of STEM careers, 
university preparation programs and their own talents as related to these fields; 5) create a 
collaborative environment for teachers, students and field based scientists to create 
opportunities for STEM learnings. 
 



Each village focuses on critical global issues such as strategic planning for wind turbines, 
cellular network communication, international clean room development, and 3-D 
visualization for architectural design. A follow-along research model has assessed 
longitudinal achievement and persistence of participants in STEM fields as well as 
teacher efficacy. Evidence-based replication and scale-up processes for these new 
learning spaces will be explored for inclusive practices. 
 
PRACTICAL IMPORTANCE 
 
 In general education classes, there are always students with varying levels of 
understanding of content, problem solving strategies, and communication and 
collaboration skills. This variability has increased as a result of federal and state 
mandates that require students with disabilities to be educated with their non-
handicapped peers in least restrictive environments. Furthermore, many parents of 
children identified with mild disabilities are insisting on general education placements for 
their children.  General and special educators struggle in their collaboration to maintain 
the rigor of the academic content for all students in regular education environments while 
differentiating instruction for students receiving special education.  
By participating in STEM Villages, teachers will be better able to promote their students’ 
success with mathematics and science.  
 
 In conclusion The STEM Villages model for professional development addresses: 
1) national and state concerns regarding teacher knowledge for instruction in STEM 
related fields through its innovative professional development, 2) the dismantling of 
siloized instruction through its focus on collaborations among general and special 
educators, university faculty, and community practitioners, 3) the monitoring of progress 
through its use of intense in-class observations of students and the participation of 
teachers in concept study, and 4) assessment of STEM related knowledge and skill 
through its application of  best practices in inclusive special education practices. 
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Abstract: 
 
The population of students speaking English as an additional language is growing in U. S. 
schools, yet these students are underrepresented in university science programs and scientific 
careers.  Reports show that content area teachers are underprepared to meet the needs of these 
English Language Learners.  One means to address this issue is to ensure pre-service science 
teachers are better prepared by engaging in literacy strategies as learners in their science content 
courses at the university level.  Research points to the essential role of modeling literacy 
strategies; as such, this faculty inquiry project was designed to expand and improve skills that 
support literacy development in the context of an Animal Physiology course.  The focus strategy 
under investigation in this science course was choral repetition, a fundamental strategy for 
language development and acquisition.  The instructor utilized choral repetition with nine 
targeted terms throughout the semester.  The particular terms chosen were based on the 
likelihood they represented unfamiliar, complex, and relevant concepts.  A mixed-method 
approach was used to assess the impact of the strategy on participants (n = 22) by examining 
learning gains for targeted terms (quantitative data) and students' perceptions during semi-
structured interviews (qualitative data).  Learning gains were measured with subsets of items 
corresponding to the targeted terms on 4 assessments, a pre-test (before implementation), post-
test (after implementation), exam 1 (delayed-post test), and a final exam.  Paired-samples t tests 
were used to compare students' performances on the post assessment to the most inclusive 
preceding assessment.  Students performed significantly better on all post-test comparisons.  In 
line with the impact evident in learning gains, interviews revealed an overwhelmingly positive 
view of this elementary strategy.  All students recognized the use of choral repetition throughout 



the course and gave examples of how this strategy contributed to their learning (e.g. promoting 
awareness of the content goals, participation and engagement, discovering relationships, and 
constructing meaning).  Students recommended the strategy be implemented by school-level 
science teachers as well.  Findings provide a rationale for integrating a carefully constructed 
repertoire of choral repetition in science courses, not only as a means to assist students in 
tackling the dense linguistic landscape of science, but also as a means to provide modeling of 
this fundamental pedagogical strategy for students to pursue as learners and in teaching. 
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Paper Abstract  

 

               The EnGauge  report on 21st Century  Skills  for 21st Century  Learners  (2003)  and  the 
report by UNESCO Task  Force on Education  for  the 21st Century  (1999) have  identified  skills 
necessary for the 21st Century falling  largely  into four domains: Digital Age Literacy,  Inventive 
Thinking, Effective Communication and High Productivity.  

 

               In response to the call to moulding the future of our nation, the school has developed 
and tested the ACE approach to curriculum design, thereby enabling the school to advance  its 
vision of developing each pupil to be a Gentleman, a Leader and an Ambassador.  Through the 
ACE approach, the school has extended  its pedagogical span to create opportunities for pupils 
to  assume a heightened  and more  self‐directed  role  in  their  learning.   With  its emphasis on 
Authenticity,  Customisation  and  Embedded‐values,  the  ACE  approach,  compared  with  the 
traditionally established  curriculum and pedagogy,  is well poised  to develop a  community of 
learners  (pupils) who  are  equipped with  21st  century  skills  (3Cs  –  Confidence,  Curiosity  and 
Cooperation) and hence better prepared  to  face  the  incalculable challenges of  today’s world.  
The sharing will focus on how the school has developed a school‐wide ACE approach to develop 
in our pupils the 3Cs.  

 

               It  also  specifically describes how  the  school has  successfully  implemented  two of  its 
school‐based curricula (Mini‐Literature and Inquiry‐based Learning of Science) aimed at helping 
pupils become more confident learners, better team players and possess a keen thirst to learn 
and explore. Through  these programmes,  teachers and pupils collectively engaged  in projects 
that  allowed  pupils  to  1)  display  confidence  founded  on  skill  and  practice  through  careful 
planning,  practice,  oral  communication,  and  critical  review  of  each  other’s  work,  2) 
demonstrate cooperation through responsible engagement, active  listening and application of 
positive language, and 3) grow in curiosity evidenced by asking questions which are relevant to 
the task, taking initiative to learn by finding answers and showing ability to apply learning to the 
task at hand.  

 

               This session will share both quantitative and qualitative findings comprising pre‐/post‐
test scores, pupils’ performance task assessment results, and teachers’ and pupils’ journals and 
reflections.  It  will  also  share  the  school’s  rubric  for  the  assessment  of  the  3Cs,  issues  and 
challenges  faced, and some considerations and recommendations for the  improvement of the 
processes and implementation of the assessment of non‐academic traits.  
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Paper Abstract  

               With  the  rapid  development  of  modern  technology,  including  the  Internet  and  its 

applications  in  education  for  improving  and  enhancing  student  learning,  terms  such  as 

multimodalities, multiliteracies and hybridity are no  longer unfamiliar  to educators  in  literacy 

and  language arts education. However, compared with the body of well‐documented research 

into reading comprehension strategies used by students in traditional text environments, much 

less is known about how students use reading comprehension strategies to access information 

in electronic environments, particularly the Internet. In Singapore, little is known about primary 

school students’ online reading comprehension processes and strategy use due to a paucity of 

digital literacy research. 

               The  purpose  of  the  three‐phase  study was  to  explore  the  nature  of  upper  primary 

students’  multimodal  reading  processes  and  strategies  in  online  environments,  and  to 

determine the effectiveness of a strategies‐based online reading  intervention.   The first phase 

of the study established the patterns of 300 students’ online reading processes and strategies 

through  the  administration of  an Online Reading  Strategy Questionnaire.    The  second phase 

comprised a descriptive study that analyzed both the think‐alouds and online screen captures of 

students  as  they  completed  two  Internet  reading  tasks,  namely  1)  reading  in  a  single 

multilayered website context, and 2) reading for specific information in a search engine context.  

Students were required to answer specific questions about their strategy use while engaging in 

each  Internet  reading  task.  The  third  phase  studied  the  effectiveness  of  a  strategies‐based 

online  reading  intervention  based  on  The QUEST Model  of  Internet  Inquiry  by  Eagleton  and 

Dobler  (2007)  that  focuses  on  the  cyclical  nature  of  Internet  inquiry  of  Questioning, 

Understanding  Resources,  Evaluating,  Synthesizing,  and  Transforming,  on  students’  online 

reading comprehension and their application of online reading strategies.  

               Using  a  mixed‐methods  approach,  the  study  presented  both  quantitative  and 

qualitative  findings  drawn  from  multiple  sources  including  online  reading  strategy 

questionnaires, pre‐/post‐online reading tests, think‐aloud protocols, field observations, screen 

captures,  and  semi‐structured  interviews  to provide  insights on  the nature of upper primary 

students’ multimodal reading processes and strategies in online environments.   
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Abstract 

 
Instruction tailored to children’s interests enhances engagement and motivation in school, 
which is associated with academic achievement and social and cognitive development 
(e.g., Shue, 2009; Tomlison & McTighe, 2006).  Since the path to disengagement and 
dropping out of high school can begin as early as Grade One (Alexander, Entwisle, & 
Horsey, 1997), it is critical to engage children within the early school years.  The 
L.E.N.S. Program (Learning in Engaging Networked Settings) is an initiative of R. J. 
Hawkey Elementary School where the regular curriculum is taught through one of four 
different interest areas: Sports and Athletics, Humanitarian/Environment, Visual and 
Performing Arts, or Scientific Inquiry and Innovation.  During the 2010-2011 school year 
children in Grades Two, Three, and Four were placed in classrooms based on a composite 
interest score derived from child, parent, and teacher interest surveys (Deeth, Cairns, 
Hoch, & Craigie, 2010) from the preceding spring.  This presentation will report on the 
evaluation of this program in terms of academic achievement, student engagement and 
motivation, parental satisfaction, attendance rates, student misbehaviors, as well as 
students’ and teachers’ experience with the program. Early findings are promising. 
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8. Abstract	and/or	full	paper	
Motor	development	is	associated	with	many	benefits	for	children,	family	and	the	society.	In	particular,	
moving	 and	 developing	 physical	 and	motor	 skills	 in	 early	 childhood,	 such	 as	 climbing,	 jumping	 and	
running	 is	 associated	with	 better	motor	 skills	 in	 school	 age	 children	 and	with	 higher	 intensity	 and	
duration	of	physical	activity	in	adulthood.	Thus,	developing	such	skills	during	early	childhood	has	the	
potential	 to	 promote	 healthier	 habits	 and	 reduce	 social	 costs.	 However,	 researches	 on	 the	 subject	
suggest	 that	 children's	 level	 of	 physical	 activity	 are	 low	 during	 this	 period.	 They	 spend	 nearly	 two‐
thirds	 of	 their	 time	 in	 sedentary	 activities	 (sitting,	 spending	 time	 in	 front	 of	 a	 screen,	 inactive	
transportation)	 (Reilly,	 2010).	 These	 sedentary	 activities	 predispose	 children	 to	 overweight	 and	
obesity	(Reilly,	2008),	which	will	ultimately	generate	significant	social	costs.	
Educational	 childcare	 services	 aim	 at	 promoting	 healthy	 lifestyles	 and	 fostering	 children's	 global	
development.	Childcare	should	be	a	place	enhancing	active	play	and	game	in	all	children,	and	this,	from	
an	early	age.	However,	results	of	studies	on	physical	activity	suggest	high	levels	of	physical	 inactivity	
and	 low	 levels	 of	 activity	 for	 children	 attending	 childcare	 services	 (Reilley,	 2010).	 Fortunately,	
researches	 link	 some	 childcare's	 factors	 to	 higher	 level	 of	 physical	 activity	 (respecting	 international	
standards)	as	well	as	improvements	in	children's	physical	and	motor	development.		
This	communication	wishes	to	present	a	systematic	review	of	those	studies	conducted	between	2000	
and	2010	that	addressed	the	physical	and	motor	development	of	children	attending	childcare	services.	
It	aims	to	answer	the	following	questions:	1)	What	are	the	effects	of	childcare	quality	on	the	physical	
and	motor	development	during	early	childhood?		2)	What	are	the	effects	of	childcare	type	and	quantity	
on	the	physical	and	motor	development	during	early	childhood	?	3)	What	other	factors	are	associated	
with	physical	activity	in	childcare	services	?	The	conclusion	offers	recommendations	for	policy	makers	
and	practitioners	as	well	as	for	future	research	in	the	field.	
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8. Abstract		
For	over	40	years,	researchers	are	questioning	the	effects	of	daycare	on	cognitive	development	of	children	
who	attend	 them	(Burger,	2010).	 	The	 first	 studies	on	 the	effects	of	daycare	attendance	 focused	on	 the	
child's	attachment	to	his	mother	(see	paper	of	Tardif).		It	was	only	later	that	the	experts	have	noted	that	
daycare	could	have	positive	effects	on	children's	cognitive	development.		These	early	studies	were	based	
largely	on	research	demonstrating	the	importance	of	efforts	to,	firstly,	reduce	the	influence	of	risk	factors	
most	likely	to	affect	children's	development	and,	secondly,	increase	the	influence	of	protective	factors	that	
are	known	to	contribute	to	its	enhancement	(Appleyard	&	al.,	2005;	Hubbs‐Tait	&	al.,	2002;	Middlemiss,	
2005).	 	Among	 these	 research,	 the	Perry	Preschool	Project	 is,	undoubtedly,	one	of	 the	most	often	 cited	
longitudinal	evaluation	study	(Chambers,	Slavin	&	Cheung,	2006).		Schweinhart	and	his	colleagues	(2007)	
report	that,	compare	to	adults	from	similar	background	in	the	no‐program	group,	40	years	old	adults	who	
experienced	 the	high	quality	preschool	program	as	children	are	 less	dependent	on	social	 services,	have	
less	 trouble	 with	 the	 law	 (fewer	 lifetime	 arrests,	 convictions	 and	 sentences)	 and	 have	 a	 higher	
employment	rate.	 	This	project	generated	the	High/Scope	curriculum	that	 is	widely	 implemented	 in	 the	
United	States	and	serves	as	a	model	for	many	educational	programs.		
Since	then,	a	tremendous	amount	of	research	synthesis	and	meta‐analysis	were	published	on	the	cognitive	
development	 of	 children	 attending	 daycare	 during	 infancy	 (Anderson,	 Shinn,	 Fullilove,	 Scrimshaw,	
Fielding,	 Normand,	 Carande‐Kulis	 &	 the	 Task	 Force	 on	 Community	 Preventive	 Services,	 2003;	 Barnett,	
1995;	 Belsky,	 2006;	 Burger,	 2010;	 Camilli,	 Vargas,	 Ryan	 &	 Barnett,	 2010;	 Gomby	 ,	 Larner,	 Stevenson,	
Lewit,	 &	 Behrman,	 1995;	 Karoly,	 Kilburn	 &	 Cannon,	 2005;	 Lamb,	 2000;	 Vandell,	 2004).	 	 Many	 have	
reported	 positive	 outcomes	 related	 to	 daycare	 attendance,	 especially	 for	 children	 from	 disadvantaged	
backgrounds	(Anderson	et	al,	2003;	Barnett,	1995;	Belsky,	2006).	 	Some,	however,	call	into	question	the	
relevance	 of	 daycare	 attendance,	 specifically	 for	 Caucasian	 children	 from	 affluent	 backgrounds	 (Currie,	
2001),	while	 others	 report	 no	 or	 very	 little	 difference	 for	 children	who	 attend	 these	 services	 (Burger,	
2010;	Erel,	Oberman,	and	Yirmiya,	2000).	 	Although	these	studies	have	been	carried	out	rigorously	and	
have	 focused	 on	 representative	 samples	 of	 diverse	 populations	 around	 the	 world,	 they	 present	 a	



considerable	limit.	In	fact,	many	of	these	studies	have	been	published	before	the	1990	or	2000,	when	we	
were	not	controlling	for	some	important	variables,	including	the	educational	quality	of	care	observed.	
This	paper	 aims	 to	present	 a	 synthesis	of	 studies	published	during	 the	 last	decade	 (between	2000	and	
2010)	on	the	relation	between	daycare	attendance	in	infancy	and	early	childhood	and	children's	cognitive	
development.	 	 This	 presentation	will	 contribute	 to	 the	 literature	 on	 the	 subject	 by	 providing	 a	 current	
state	of	knowledge	on	the	effects	of	daycare	attendance	on	children's	cognitive	development.		Specifically,	
we	aim	to	answer	four	important	questions	regarding	children's	cognitive	development:		1)	Can	daycare	
experience	offset	the	negative	effects	of	poor	living	conditions	on	children's	development?,	2)	Can	quality	
of	care	moderates	the	relationship	between	daycare	attendance	and	children's	development?,	3)	Does	the	
duration	of	attendance	and	 the	age	of	entry	 into	daycare	matter?,	4)	Are	 the	positive	effects	of	daycare	
attendance	on	children's	development	reported	in	previous	studies	persist	over	time?		We	conclude	this	
presentation	with	a	summary	of	current	research	from	which	we	suggest	 future	avenues	of	research	on	
daycare	attendance	and	cognitive	development	during	early	childhood.	
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8. Abstract and/or full paper 
This  paper  session  aim  to  a  current  state  of  knowledge  on  the  relationship  between  daycare 
attendance  and  children  development.    Drawing  on  research  on  early  childhood  education 
conducted  around  the  world  during  the  past  decade,  we  draw  a  portrait  of  the  evolution  of 
knowledge  concerning  the  four  dimensions  of  development  of  children  before  five  years  old, 
cognitive, social‐emotional, affective and motor.   Our first objective  is to underline what  is really 
known  at  this  time  on  daycare?    This  is  so  that  researchers,  practitioners,  policy makers  and 
stakeholders working in the field of early childhood education may have access to recent updates 
on what is really known about daycare services and child development during this crucial period of 
life. 
Daycare services have the objective of promoting the optimal development of children.  From the 
perspective of equal opportunities,  attending daycare quality  could  reduce  the  influence of  risk 
factors  on  the  development  of  children  exposed  to  less  favorable  conditions  in  their  home 
environment.   But so  far, what do we  really know about  that?   This session aims  to answer  this 
question  that many are asking  today.  Is  it beneficial  for  children  to attend daycare during early 
childhood?  
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8. Abstract	and/or	full	paper	
       Nowadays, early childhood educational settings such as daycare are offering to young children the 
opportunity to be in contact and interact with peers and other adults more frequently and earlier in life than 
before. For most children, it is their first experience in a group context that confront them to rules and 
requirements of community living (Ladd, Herald, and Andrews, 2006). Therefore, early childhood education 
pursues a major socialization goal leading children to internalize the rules and norms valued by the society in 
which they live in (Government of Quebec, 2007). In other words, daycare attendance is expected to foster the 
acquisition and mastery of behaviors required to adapt well to a group context and an educational setting.          
       While attending daycare offers many learning opportunities regarding social and emotional skills, this 
experience may offer her share of challenge. Thus, it is not uncommon for young children to manifest difficulties 
in adapting to the group context and its demands. In most cases, these problems are temporary and relatively 
minor. However, it also happens that they become more disturbing and persistent. For educators, the 
management of such behaviors is one of the most demanding, stressful and exhausting aspects of their work 
(Hemmeter, Ostrosky, and Fox, 2006, Joseph and Strain, 2003). In this regard, many report feeling insufficiently 
prepare to intervene with children showing behavioral difficulties (Hemmeter, 2007; Hemmeter, Ostrosky, and 
Santos, 2008). 
       This presentation aims to clarify the issue of behaviors that might affect children's development and impair 
their adaptation to daycare. The first part briefly define behavioral difficulties in early childhood. The second 
part discuss the subject of prevention and intervention in daycare by answering two questions: 1) What is known 
about the relation between daycare attendance and children's behaviors?; 2) What can be made to support 
children experiencing behavioral difficulties in daycare? More specifically, we explore how enhancing quality is 
likely to facilitate the prevention of behavioral difficulties and intervention towards children manifesting them. 
Thus, we review the current research on this issue to answer these questions and formulate recommendation for 
policymaker, researchers and practitioners. 	
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Abstract 
 
This presentation details an action research which led to improve the self-esteem among 20 
Iranian minority students (Kurdish,Turkish,Lurish). The researchers began exploring the links 
between two side-by-side educational programs: Persian pronunciation and life skill teaching 
programs. The project contained three interrelated cycles. In first cycle the problem identified 
and the different stages for each course planned and the other official affairs arranged, all in 8 
months. The second cycle devoted to implementing the two training courses through 8 stages 
within two months. In the third cycle the findings analyzed and the achievements disseminated. 
Data collected in different ways such as reflective reports, focused interviews, diaries of the 
participants, and observation analysis of the researchers and the observers. Findings identified 
the success of the teaching program and revealed substantial benefits for the students. Although 
the project had, some limitations but the findings provided support for the hypothesis. Moreover 
the results showed that there is a need to a follow up period to assure of the effectiveness of the 
actions. It is suggested that the collaboration between psychological and phonological teaching 
courses offers a potential model for developing healthy and positive self-esteem to similar 

students.  

Key Words: Action Research; Self-esteem; improvement; minority students; Persian 
Pronunciation teaching; Life skills teaching 
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Paper Submission 
Introduction 

We are concerned that our lives show forth our belief in the way of love. This means 

that we cannot do violence to others and we cannot pay deference to such common 

fetishes of our day as race superiority, nationalism, materialism, or economic class 

interest (Pacific Oaks, 1946).  

While the Pacific Oaks Statement of Purpose cited above may have seemed radical 65 

years ago, in the second decade of the twenty-first century, this critique of our society is still 

true.  In fact, it may be safe to say that our planet is faced with even more violence, racism, 

nationalism, and materialism than was the case in the 1940s.  Despite all the effort to 

nationalize the effort to ensure that “no child is left behind,” many of our schools are still not 

serving the needs of all students.   

This paper presents how in a struggling atmosphere for education that one college is 

optimistic about the future by offering school districts its PRISM Principles professional 

development as a means to ensure that “no child is left behind.”   Pacific Oaks College & 

Children’s School is known for its premiere programs in early childhood education, human 

development, and marital studies.  It is expanding its unique model of education across K–12 

with the intention of providing a solution through its preparation of educators and its PRISM 

Principles professional development for school districts to meet the needs of all students.  

The focus of the PRISM principles professional development is on social justice, equity, and 

culture-centered education as a means to transform the school culture and enhance the 

effectiveness of teachers so that every child can succeed.  
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Today schools and teachers are under the gun to increase the performance of students.  

Most strategies imposed by school district administrators on teachers involve curricular 

changes intended to better prepare students for high stake testing.  This may be successful 

with students who come from European American middle to high income families but this 

strategy is not working with diverse, second language students, especially from low income 

families.  Knowing that Pacific Oaks College needs to be a leader in addressing these 

concerns, the vision of the School of Education at Pacific Oaks College is to become a world 

leader in providing an education based upon the mission of the College and the School to 

transform society through education.   

Background and Experience of Pacific Oaks College 

Over the years, Pacific Oaks College gradually evolved into an innovative educational 

institution and then by leaps and bounds as a result of consistently high standards in practice 

into a leader in early childhood education.  When an institution’s goals align with the needs 

of society, the foundation for building a powerful future is laid.   

Pacific Oaks College is an independent institution of learning influenced by its 

Quaker heritage and dedicated to principles of social justice, respect for diversity, and value 

of individual uniqueness.  Through its partnership with the Children’s School, a private non-

profit early childhood school serving diverse pre-school through second grade students, its 

primary focus has been on the needs of young children and their families, and all those who, 

directly or indirectly, touch their daily lives.  Education at Pacific Oaks College includes 

academic, research, clinical, and community outreach components to help develop 

understanding of the settings in which a child acts and, in turn, develops.  Pacific Oaks 

College promotes educational practices within the institution, profession, and public schools 

that encourage learners to find their own voices, to take stands in the face of opposition, and 

to exercise competence while collaborating with others.  The goals of Pacific Oaks College 
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include the following: teaching and learning in order to prepare professionals for early 

childhood education, classroom teaching, human development, and family counseling; 

demonstrates developmentally appropriate practices/environments and cultural sensitivity; 

scholarship and policy studies in order to construct and disseminate knowledge about 

children and their families; collaborative classroom practices; and community and service in 

order to encourage community and civic responsibility for a changing the world. 

History of Pacific Oaks College 

Throughout its 65 years of existence, Pacific Oaks College has been a consistent  

leader in early childhood education.  In the 1950s, Elizabeth (Betty) Jones, a faculty member, 

published the first resource on multi-age grouping in the Children’s School.  A directory of 

service providers for the Welfare Planning Council of the Los Angeles Region was 

completed by Betty Jones in 1962, a project initiated by Elizabeth Prescott.  The latter soon 

became a member of the Pacific Oaks family and together sought and received a series of 

grants from the U. S. Children’s Bureau to exam the quality factors in child care that led to 

numerous conference presentations and publications.  Further research throughout the years 

on the effects of learning environments on children brought the institution widespread 

recognition.  Its reputation in early childhood education led in 1965 to an invitation from the 

federal government to conduct fast-track training for Project Head Start.  At the time pre-K 

education was unheard of in public schools and 32 states did not even offer public 

kindergarten.  Head Start promised food, medical attention, parental education, training in 

hygiene, and an education that would prepare disadvantaged children to enter first grade.  

Head Start is today considered the most successful program of President Johnson’s Great 

Society.  Pacific Oaks College faculty were critical in initiating this landmark development 

legacy that continues to assist thousands of children and their families. Since that era, Pacific 

Oaks College has continued to provide college credit through its outreach to Head Start 
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teachers working to meet California State and U.S. federal academic requirements.  As a 

result, many Head Start teachers, staff members, and administrators have completed degrees 

at Pacific Oaks College. 

Two of the most important products of Pacific Oaks College are Marlene Canter and 

Louise Derman Sparks.  Marlene Canter, a graduate of Pacific Oaks College, and her 

husband founded Canter and Associates in 1976. They used this company to market their 

assertive discipline program. Canter and Associates has expanded from merely selling the 

many books and other publications regarding discipline to marketing products aimed at 

education teachers on other topics like motivation, violence prevention, conflict resolution, 

and instructional strategies to provide professional development training for teachers, and 

materials that can be used by universities for degree programs and graduate level course 

work.   

Louise Derman Sparks is a long-time human development faculty member at Pacific 

Oaks College, now Professor Emeritus.  She had worked with young children and families as 

an early childhood educator and program director.  Through her work in collaboration with 

other faculty at Pacific Oaks College, the anti-bias curriculum was created in order to counter 

the “color blind” approach to dealing with diversity in schools.  The anti-bias curriculum 

brought international distinction to the long-standing tradition of equality at Pacific Oaks 

College.  She is the author and co-author of several books, and continues to be mentor to 

faculty and administrators at Pacific Oaks College. 

Current Goals of Pacific Oaks College  

Pacific Oaks College has historically educated its candidates with the knowledge, 

skills, and dispositions to connect the students’ culture, family, and ways of knowing with 

learning the content the school considered important to know.  In the second decade of the 

twenty-first century, the Pacific Oaks College mission statement continues to be committed 
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to social justice, equity, and a cultural-centered education.  While in the past, the ability of 

Pacific Oaks College to impact education was limited to early childhood education, due to the 

creation of a new School of Education, Pacific Oaks College is now ready to prepare 

educators who can have a positive impact on children throughout the preK-12 age groups.  

Through the School of Education, Pacific Oaks College especially intends to help low 

performing students and/or schools and school districts through its unique approach.  This 

approach involves changing school environments into places that support social justice and 

equity through a systemic transformational process that utilizes a set of principles, which 

include curriculum revision, instructional strategies (constructivism, experientialism, anti-

bias curriculum, and culture-centeredness), multicultural education, and school climate 

change; all based upon the goal of ensuring that everyone in the school treats each other with 

respect and dignity.  It is our belief that the ideal completer of School of Education programs 

will be  effective educators who serve urban and suburban or rural schools and school 

districts populated by low income and culturally diverse families and students.  Our programs 

will provide candidates not only with what to do in transforming their classes, schools, and 

school districts but how to do this in an environment bombarded by the demands of 

governmental regulations and critics inside and outside of the schools and school districts.   

There is a sense of urgency in accomplishing the vision and mission embedded in the 

approach of the School of Education at Pacific Oaks College.  At one level, the urgency 

applies to the need to offer an alternative education so that today’s children can grow into 

adults capable of leading our world towards a peaceful and sustaining place for all people.  At 

another level, Pacific Oaks College approach can help teachers become effective to ensure 

that more children reach their full potential and in doing so lead schools and school districts 

to achieving the goals of NCLB in their states.  We offer a means to ensure the efficiency and 

quality of the programs offered.  The rapidly changing needs of learners and learning 
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communities requires interventions that do not just pound more content into the heads of 

students.  According to the educational philosophy of the School of Education at Pacific Oaks 

College, the best way to ensure that students succeed at school is to educate the whole child 

(inclusive of the culture, customs, and language they bring to school) in order to connect the 

knowledge and skills to which students already have with what they are required to know 

according to standards of the state.  This approach honors the students’ self efficacy and 

triggers their innate curiosity and intelligence.  Once children feel respected for who they are 

and what they know, their own intrinsic motivation will lead them towards successfully 

translating their own knowledge with the knowledge required by the state standards – thus, 

becoming bi-cultural and/or bi-lingual.   

Effective Teachers  

The key to this transformation of education is the teacher.  Evidence shows that 

teacher quality is the key determinant when it comes to measuring student success.  Students 

who have highly effective teachers for multiple years in a row will close the achievement gap 

between these students and their privileged peers (Varlas, 2009). 

One of the few areas of consensus among education policymakers, practitioners, and 

the general public today is that improving teacher quality is one of the most direct and 

promising strategies for improving public education outcomes in the United States, 

especially for groups of children who have historically been taught by the least 

qualified teachers (Darling-Hammond, 2010).   

While teacher effectiveness can be gauged by student test scores on standardized tests, they 

should not be the sole criteria.  Test scores do not give a full picture of teacher contributions 

and student circumstances.  A research synthesis for the National Comprehensive Center for 

Teacher Quality (NCCTQ) cites the following five elements of teacher effectiveness: have 

high expectations for all students and help them learn, as demonstrated on value-added, test-
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based, or alternative measures; contribute to positive academic, attitudinal, and social 

outcomes for students such as regular attendance, on-time promotion to the next grade and 

graduation, self-efficacy, and cooperative behavior; use diverse resources to plan and 

structure engaging learning opportunities; monitor student progress formatively, adapting 

instruction as needed; and evaluate learning using multiple sources of evidence; contribute to 

the development of classrooms and  schools that value diversity and civic-mindedness; and 

collaborate with other teachers, administrators, parents, and education professionals to ensure 

student’ success, particularly the success of students with special needs and those at high risk 

of failure (Goe, Bell, & Little, 2008).     

Efforts to Significantly Improve Student Achievement 

Traditionally, Pacific Oaks’ academic programs address the need for an educated, 

effective and culturally sensitive workforce in early childhood and primary education.  The 

quality of early childhood education is a critical factor in closing achievement gaps as 

students begin their primary level education.  It has been our mission for more than 65 years 

to provide young children with a strong educational and developmental foundation.  Research 

on infant brain development has shown the importance of enriching early learning 

experiences on academic readiness and achievement.  At birth, all of an infant’s organs are 

fully developed except the brain.  If properly stimulated, the child’s brain builds itself during 

its first five years.  Each time an infant uses one of his/her senses (seeing, tasting, touching, 

hearing, smelling), a connection is made in the brain.  These connections are strengthened 

with repeated stimulation, and these connections shape the way a child things, feels, behaves 

and learns.  It has been shown that children who receive challenging and appropriate 

stimulation and guidance perform better on measures of cognitive, social and behavioral 

skills.  Children in low quality educational settings to not receive the brain-stimulating 

experiences they need for healthy development. Without high quality early education, 
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children start school behind their peers and remain behind (Peisner-Feinberg, Burchinal, 

Clifford, Culkin, Howes, Kagan, & Yazejian, 2001).  Children in poverty are more likely to 

receive lower quality educational opportunities in their early years.  

In addition to our success in enhancing the competence of early childhood educators, 

Pacific Oaks addresses the need to promote diversity in the teaching professions. Teachers in 

America's classrooms do not represent the student population they teach.  According to the 

U.S. Department of Education, less than 15 percent of teachers in the United States are 

African-American or Hispanic, while African Americans and Latinos represent more than 35 

percent of the nation’s student population. In California, the gap is even wider. In the Los 

Angeles County, more than 71 percent of students are Latino but less than one-third of 

teachers are Latino (U. S. Census, 2010).  

While Pacific Oaks believes that competent, dedicated teachers can be effective 

regardless of their background, race or ethnicity, conclusions from an analysis on teacher 

diversity indicate that students of color tend to perform better – academically, personally and 

socially – when taught by teachers from their own ethnic groups (Assessment of diversity, 

2004).  Students tend to benefit from teachers in whom they see themselves, as well as 

teachers who expand their worldview. 

Pacific Oaks College has a distinct pedagogy which has effectively and sensitively 

met the needs of students traditionally underserved by higher education as a means of 

diversifying the teaching profession.  With an average age of 41, working adults make up the 

bulk of the student population. Nine out of ten students are women, and two-in-three students 

(66 percent) are persons of color.  Enabling these underserved populations to access higher 

education provides opportunities for vocational and personal growth that benefit families and 

communities.   
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Pacific Oaks College is the previous recipient of a Title V (Developing Hispanic-

Serving Institutions Program) grant for enhancing educational opportunities for Hispanic 

students.  Over the course of the 2002-2006 grant periods, Pacific Oaks College made a 

substantial effort to recruit, retain and graduate Hispanic students.  Key developmental goals 

of the federally funded grant project were to deploy methods to assist minority students to 

achieve academic and career goals, and to develop new resources and methods to strengthen 

instructional models and train faculty and staff to address the needs of Latino/a students. Not 

only did this grant enable Pacific Oaks to diversify its candidate population to a greater 

extent, we succeeded in adding to the cultural competence of the teaching profession in the 

Southern California region.  

Pacific Oaks College PRISM Principles  

The School of Education at Pacific Oaks College impacts the transformation of 

education through both its programs for candidates enrolled in the College and its 

professional development delivered through the Center for PRISM Principles (see Appendix 

A).  The Center for PRISM Principles at Pacific Oaks College was created to provide a place 

to gather faculty, consultants, Fellows, and Teacher Assistants geared towards the 

development of effective teachers and leaders at schools where disadvantaged students are 

failing to achieve API proficiency and serve as a place to promote and carry out scholarship 

related to the work of the School and College.  The Center for PRISM Principles is based 

upon a set of principles based upon the acronym PRISM.  The “P” represents “Praxis or the 

Mastery of Knowledge and Skills;” the “R” represents “Responsible and Respectful 

Professional Dispositions;” the “I” represents “Individual Uniqueness and Diversity;” the “S” 

represents “Social Justice;” and the “M” represents “Metamorphosis and Transformation.”  

PRISM is an appropriate acronym for Pacific Oaks College because of it historic mission of 

supporting social justice and equity.  It is a suitable acronym for the goals of the School of 
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Education because just as a prism takes light and transforms it into a rainbow of colors, 

PRISM principles help candidates and teachers to reflect the needs of all people.  

Thus, the PRISM Principles guide programs used to prepare candidates for the 

California early childhood permit; teacher, special education, and educational leadership 

credentials; and master’s degrees in teacher and special education and educational leadership; 

and it’s professional development activities.  Through the PRISM Principles, the School of 

Education of Pacific Oaks College meets the expectations of the five teacher effectiveness 

components of NCCTQ.   As a result, teachers who receive their education from Pacific Oaks 

College or receive its professional development  have high expectations of students, work 

collaboratively with others, connect with their students and families, and reshape curriculum, 

instruction, and assessment.   The connecting goal is to help their diverse students connect 

their culture and ways of knowing with what is needed to be proficient in the knowledge and 

skills of the school curriculum.   

Culture-centeredness is the central focus the Pacific Oaks College approach to 

education. Through the PRISM Principles, the following elements of culture-center 

education are emphasized: recognition and use of the student’s vernacular language; 

pedagogy that stresses the culture of the student and adult-child interactions as the starting 

place for one’s education (mores that are currently practiced in the community, and which 

may differ from community to community); pedagogy in which teaching strategies are 

congruent with the culture of the student as well as contemporary ways of knowing and 

learning (opportunities to observe, opportunities to practice, and opportunities to 

demonstrate skills); curriculum that is based on the culture of the student, which recognizes 

the importance the child’s religion or spirituality, and places the education of young 

children in a contemporary context (e.g., use and understanding of the visual arts, legends, 

oral histories, and fundamental beliefs of the community); strong community participation 
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(including parents, elders, and other community resources) in educating children and 

evident in the curriculum, planning, and operation of the school/community activities; 

knowledge and use of the social and political mores of the community.  Moreover, in order 

to ensure the success of this culture-centered approach at the experimental school all 

members of the school (principal, teachers, and staff) are encouraged to adhere to the 

following common attributes: support the culture-center objectives during and at school 

through instructional and social activities; use data in a regular and timely fashion to 

improve instruction for all children; provide a broad set of social and emotional supports 

for children and their families; support and hold accountable all adults in the building to the 

culture-centered elements.  

School District Receiving PRISM Principles Professional Development 

In spring 2012, we will be implementing the PRISM Principles professional 

development in a school district with schools on Program Improvement.  Our focus in this 

school district will be on preparing effective teachers and improving the success rates of early 

childhood students and limited English students in each of the three elementary schools in the 

district that are in on Program Improvement.  We plan to conduct research on the work based 

upon a quasi-experimental research design.  This research study proposes to determine 

whether the treatment, which will be professional development based upon the PRISM 

Principles, made at the experimental school leads to a greater increase in effective 

teachers as measured by the success of young children and limited English children as 

compared to the control school similar in demographics, organization, and pedagogical 

makeup.   

The school district resides in a suburban area and serves 8,000 students in preK-12 

grades.  Student demographics are 41% White; 30% Hispanic; 10% Asian; 8% African 

American; 2 % Filipino, 9% Other; 6% English Language Learners and 22% participate in 
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the Free and Reduced Price Lunch Program.   The three elementary schools on Program 

Improvement have the following subgroups: Hispanic/Latino, White, Socioeconomically 

Disadvantaged (SED), and Students with Disabilities.  Thus, the children at all three schools 

are multicultural and multilingual with proportions very similar to Los Angeles County as a 

whole.  Children at each of the schools speak eight different world languages.  Seventy-four 

percent of the students at the targeted schools qualify for a free or reduced price lunch. 

Twenty-two percent of the students identify English as their second or third language.  Test 

data was examined school wide, by grade levels, and by significant subgroups.  As Program 

Improvement schools, the key focus was on the percent of students who were proficient or 

advanced in English Language Arts (ELA) and Mathematics.  The students at these schools 

needed to reach 56.8 percent in ELA and 58 percent in Math for the 2009-10 scores.  While 

progress was made at all three schools, the results were lower than state expectations.  All 

students at these schools will need to improve their English Language Arts skills of reading 

fluency, comprehension, writing, listening and oral language.  The goal of the school district 

is to meet or exceed AYP Safe Harbor targets for 2011/2012 school-wide and in all 

numerically significant subgroups.  Safe Harbor involves showing improvement in the 

number of students at scale score 350 or better.  To show significant growth, a school must 

show a decrease in the percentage of students below proficient (scale score 349 or lower) by 

10 percent over the prior year to qualify for Safe Harbor. 

In terms of these three schools, the goals for the school district for the 2010-2011 

school year were to maintain a learning climate where respect, self-discipline, self-control, 

and engagement reign; continue to pay extra attention to building a better two-way bridge of 

communication, understanding, and involvement between home and school; help all students 

who enter school learning English as a second language acquire English fluency and literacy 

in a natural, progressive manner and be academically successful at a high level; help all 
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students to be mathematically powerful; assure that all students will write daily for a purpose 

and progress as writers; and apply our best assessment and teaching so that all students do 

learn to read, write, and speak with fluency, preciseness, and understanding. 

Importance of the PRISM Principles Approach 

Our approach to education is important because many school districts have students 

at risk of not meeting AYP in subgroups, which is leading towards jeopardizing the 

school district’s ability to be in compliance with the NCLB Act.  We believe that we 

can help school districts meet their academic goals and in the process move all students at 

struggling schools to meet the state required AYP through our professional development 

approach.  Recent demographic trends point toward increasing diversity in our nation’s 

public schools. The 2010 U.S. Census revealed that residents of Hispanic heritage 

accounted for 56% of population growth over the past decade (U. S. Bureau, 2010).  The 

diverse racial, ethnic and socio-economic make-up student population of many school 

districts across this nation makes reporting this approach and in subsequent research the 

results of this approach important because lessons learned can be applied to numerous 

similar schools and districts across the country.  Pacific Oaks College believes that we can 

help this school district meet the state required AYP.  When transformational change is 

shown through applying the PRISM Principles to lead to an increase in the success of 

culturally diverse subgroups at these elementary schools, this process will become a 

model for other schools that are also experiencing the same disparity between majority 

European American and culturally diverse subgroup students.  Furthermore, many educators 

feel that student success is solely determined by curricular content.  If this approach can 

reveal that a change process that involves improving teacher effectiveness and working 

with students and their families to alter the success rate of al l  students, perhaps more 
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school district officials will be willing to adopt the premise of transformational change 

through the PRISM Principles as a means to increasing the success rate of all students. 

Measuring Success of the PRISM Principles Professional Development Approach 

 Through observations by the Pacific Oaks College members of the Center for PRISM 

Principles who work with school districts, we determine whether teachers exhibit the 

following characteristics of effective teachers before and after the professional development: 

high expectations for all students; help all students learn; contribute to positive academic, 

attitudinal, and social outcomes of students; utilize culture-centered, multicultural, and anti-

bias curriculum instructional strategies; encourage self-efficacy and cooperative behavior of 

students; utilize diverse resources to plan and deliver engaging learning opportunities; 

differentiate instruction; involve family in instruction and assessment; monitor student 

progress formatively; apply multiple assessments; contribute to making their classroom and 

school places that value diversity and civic-mindedness; collaborate with other teachers, 

parents, administrators, members of the community, and other educational professionals.  

Finally, we utilize required assessments on value-added, test-based, or alternative measures 

used by the School District to investigate both before and after the time period for the 

treatments to determine teacher effectiveness through the success of their students. 

    All children’s progress results from investigating before and after the professional 

development the following: value-added, test-based, or alternative measures; attendance; on-

time promotion to the next grade; and evidence of self-efficacy and cooperative behavior.  

For the children in the early childhood education classes, the Desired Results Developmental 

Profile (2010), which is given within 60 days of enrollment, establishes a baseline and 

then six months later the measurement is used again. The assessment tool covers 43 

different measures for preschool students.  For Limited English students, the English 

language arts (grades two through eleven) portion of the California Standards Test (CST) is 
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used for measurement.   The CSTs are considered criterion-referenced tests.  The California 

academic standards are the basis for these tests.  Results are reported according to 

performance levels that show a student’s achievement of the standards.  Prior to the 

professional development, the previous year’s results for the students are used as pre-test 

evidence.  The results from the test during the year of the treatment are used as the post-test. 

Previous Studies 

There are two previous studies that help guide and justify the PRISM Principles 

approach.  The first one is a Master of Arts thesis.  This study investigated multicultural 

transformation in a high school district that was subsequently published as an article 

(Beyer, 2003).  The thesis was the result of an eight-year study of two similar schools, 

which had become integrated during the 1990s.  The impetus for this study was the 

recognition that our society had become more diverse.  At the time of this study, schools 

were also becoming more diverse and this trend was accelerating.  This led to an equity gap 

between the success of European heritage students and culturally diverse students.  The 

latter had lower grades, greater dropout rates, and less involvement in school.  The point of 

this study was to determine whether the use of multicultural transformation reform lessened 

the equity gap. 

Over a period of eight years, a series of professional development experiences were 

provided the teachers to increase their effectiveness in working with diverse students.  The 

study provided evidence that the professional development treatment led to a significant 

increase for the culturally diverse students.   

Even though this study was done at two high schools whereas the proposal for this 

grant intends to work with elementary schools, these two studies mirror each other.  In both 

cases, there is an identified equity gap between European American students and diverse 

students.  Both studies involve an experimental and control school in a quasi-experimental 
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design.  More importantly, the treatment used in the 1990s multicultural transformational 

reform study utilized professional development for teachers that is very similar to the PRISM 

Principles proposed as treatment for this study (systemic change, teacher training and 

retraining, cultural-centered instruction, introducing curricular changes, and social justice 

and equity).    

The second study that reflects this grant proposal is the Kamehameha Early Education 

Program (KEEP) study.  From 1971 to 1989, this program implemented culturally responsive 

instruction and comprehensive discussions and from 1989 to 1995, the program focused on 

standards-based instruction, student ownership of literacy, readers’ and writers’ workshops, 

and using portfolio assessment.  The conceptual framework was on social constructivism as 

applied to school change and teacher professional development, the classroom as a 

community of learners and a professional learning community, teacher as reflective 

practitioners, and teacher developed curriculum and assessment.  As the result of studies like 

KEEP, the Center for Research on Education, Diversity & Excellence developed Five 

Standards for Effective Pedagogy.  Standard I: Joint Productive Activity – teachers and 

students producing together; Standard II: Language Development – developing language and 

literacy across the curriculum; Standard III: Contextualization – making meaning by 

connecting school to students’ lives; Standard IV: Challenging Activities – teaching complex 

thinking; and Standard V: Instructional Conversation – teaching through conversation (Tharp, 

1999).  The most extensive, long-term demonstration of these standards has been KEEP.  The 

program has especially been successful with reading instruction.  Studies confirmed 

improvement in reading achievement and in student industriousness (Antil &Tharp, 1976; 

Au, Crowell, Jordan, Sloat, Speidel, Klein, & Tharp, 1986; Tharp, 1982).   

The professional development planned as part of the application of the PRISM 

Principles mirror the key components of the Five Standards for Effective Pedagogy and the 
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way in which KEEP implemented them.  In addition, the Pacific Oaks College grant 

proposal, like KEEP, is research oriented, concerned with collecting data, testing ideas, and 

evaluating techniques.  Moreover, student success would be measured according to student 

motivation, adjustment, and achievement.  Finally, the most important similarity between the 

Pacific Oaks College education and KEEP is the use of a culture-centered approach: both 

institutions recognize that the language of the students is an important part of their heritage 

and should play a role in their education; family and community need to be actively involved 

in the development of curricula, everyday learning, and leadership; structuring the school and 

classroom in culturally-appropriate ways; making learning meaningful and relevant through 

culturally grounded content and assessment; and gathering and maintaining data using 

various methods to insure student progress in culturally responsible ways.  

PRISM Principles Professional Development Implementation 

 The order of the treatment will be the following: (1)The Individual Uniqueness and 

Diversity principle (three professional development sessions will take place on (a) preparing 

teachers to understand societal structures that uphold principles of freedom, tolerance, 

civility, and fair play and demonstrating how to respect, model, and promote uniqueness of 

each person; (b) ensuring that diversity is an integral part of all its programs, involving 

modeling collaborating done through learning communities;(c) utilizing cultural-centered and 

student centered pedagogical strategies to address student learning and differentiation of 

instruction); (2) The Social Justice principle (two professional development sessions will take 

place on (a) modeling and practicing literacy strategies that promote unity and healthy and 

energized environments; (b) helping connect curriculum with peace and justice issues); 

(3)Praxis or mastery of knowledge and skills principle (three professional development 

sessions will take place on (a) mastering constructivism, experiential learning, differentiated 

instruction; b)cooperatively applying knowledge of the standards of the profession and state 
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standards; (c) conducting evidence-based ongoing evaluations, providing feedback of 

learning, and utilizing assessment results to improve teaching and learning); (4) The 

Responsible and Respectful Professional Dispositions principle (two professional 

development sessions will take place on (a) involving collaboratively reviewing, analyzing, 

reflecting analyzing , reflecting, and practicing the proper dispositions of the profession; (b) 

demonstrating appropriate standards of conduct that reflect on the uniqueness of all people in 

all interactions within and beyond the school community, which includes respecting the 

cultures to which the families and their children belong); (5) The Metamorphosis and 

Transformation for Continuous Improvement principle (two professional development 

sessions will take place on (a) engaging in active reflection in order to make informed 

change; (b) diagnosing individual and organizational needs in order to lead transformation).   

A key to uniting all of the PRISM Principles as professional development is the 

specific strategies used to help limited English students succeed.  These strategies involve 

written and oral reading responses, discussions, and ongoing written reflections.   The 

reading strategies are based on recommendations of professional literacy organizations, the 

KEEP reading program, and the research on culturally responsive teaching.  The strategy was 

designed, according to following steps.   

The first step is for teachers to guide students to activate what they know that will 

help them understand what is read to them, make predictions, and set purposes. The second 

step is to read the book aloud.  This is a powerful and beneficial literary tool, involving the 

practice of having a book read aloud to students usually by a teacher.  The classroom teacher 

will read specific books dealing with issues of differences among people or about culturally 

diverse peoples to the students.  During the reading of the story with the students, the teacher 

stops at appropriate points to discuss the story, determine whether the students’ predictions 

were confirmed, and so on.  Read alouds lead to the creation of conditions that enable full 
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and equal participation by all students, providing opportunities for them to reach their full 

potential, challenging the dominant cultural view, and working for changes in unjust 

institutional policies.  It takes many forms, occurs in many contexts, involves increasing the 

knowledge base, developing skills, raising consciousness, and enhancing critical thinking.   

The third step of the strategy is guided discussions.  This involves the teacher 

engaging students in discussions about their understandings and reactions to the story.  This 

strategy also requires that the teacher examine his or her issues with power, and reflect on the 

relationship between the teacher and students, the students’ voice in the process, and roles 

and identities that exist to separate and bind the teacher and students together.    

 The fourth step of the strategy is to have the students’ journal.  After they have 

finished the story, teachers guide students to relate ideas from a text to their own experiences.  

Teachers facilitate comprehension, model processes, and may coach students as they engage 

in reading and comprehension activities.  Writing their thoughts and reactions to the reading 

and teacher led discussions will provide a potential connection between critical literacy 

readings and perspectives; reveal the role critical literature may have on student perspectives 

of race, gender, class and exceptionality; explore what impact specific readings may have on 

the perspectives of students towards persons different from themselves or on their own or 

other cultures.  The most important aspect of this strategy is the teacher reviewing the journal 

writings.  The intention of this reading strategy is to accomplish the following: understand 

and communicate as a means of  empowering participants; change society – change power 

structures; connect meaning to structures of social power and control; create dialogue with 

participants involved in the process; examine shared patterns of behavior, belief, language; 

describe and analyze themes of a group within the context of the group; question unexamined 

assumptions towards transformation. 
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After each professional development, volunteers from the College will work with 

teachers both individually and collaboratively by grade level to implement the material of the 

professional development through working with teachers in their classrooms and using  IRIS 

Cameras to model, correct, and monitor the progress of the teachers during year two and 

three of the study.  The IRIS Cameras are a powerful camera and recording device that sits on 

a five foot pedestal, allowing both a scan and close-up of activities taking place in the 

classroom, which is recorded as a means for the teacher and College supervisor to review at a 

later time.   An initial orientation of all teachers, staff, and the principal will begin the PRISM 

Principles professional development process.  At this orientation, an explanation will be 

given as to what the implementation of the PRISM Principles will entail and the use of IRIS 

Cameras in each classroom.   

Capacity for Increase Distribution of PRISM Principles Professional Development   

 In the long run, the expectation is that the Pacific Oaks College PRISM Principles 

professional development project will be expanded to other school districts.  It is our 

expectations that when this occurs we will have the capacity to not only serve school districts 

with disadvantaged subgroups in jeopardy of placing the entire school district on program 

improvement but we will be able to serve large urban school districts.  We currently have 

informal arrangements with a number of school districts as part of our plans for future 

implementation of the PRISM Principles professional development treatment.  Any one of 

these school districts would provide us with the opportunity in the future to implement our 

treatment.  All of these school districts have the majority of their students from culturally 

diverse backgrounds and low income socio-economic groups.  When we are involved in 

increasing the use of the PRISM Principles professional development process, it will 

definitely involve serving middle schools and high schools as well as early childhood 

education centers and elementary schools.   
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Conclusion 

 While the PRISM Principles have been a part of the mission and practices of Pacific 

Oaks College throughout its 65 years of existence, the implementation of these principles in 

an actual study is new.  The success of this first venture will be an important step for this 

college and for the education community as it will offer a means to improve the success rate 

at schools by taking into account the intelligence to which students already have in a process 

that relies on student self-actualization and efficacy to fuel the energy and desire to succeed 

in school.  Many of us in education do not believe in the means to which NCLB has 

established to improve the success of students but we are also realist in understanding that 

high stakes testing will not go away.   The PRISM Principles approach provides a way for 

students learn valuable lessons about each other in an environment committed to social 

justice and equity and succeed on the required standards-based tests.   We believe the Pacific 

Oaks College approach offers the best means to produce citizens that meet the concerns of 

the Pacific Oaks Original Statement of Purpose and meet the demands of NCLB. 
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Appendix A: Center for PRISM Principles 

Derivation for Center for PRISM Principles 
 
The School of Education at Pacific Oaks College utilizes its Center for PRISM Principles to 
help develop, promote, and implement a set of principles based upon the acronym PRISM.  
The “P” represents “Praxis, the Mastery of Knowledge and Skills;” the “R” represents 
“Responsible and Respectful Professional Dispositions;” the “I” represents “Individual 
Uniqueness and Diversity;” the “S” represents “Social Justice;” and the “M” represents 
“Metamorphosis and Transformation.”  PRISM is an appropriate acronym for a School 
devoted to social justice and equity because just as a prism takes light and transforms it into a 
rainbow of colors, through the School of Education programs, candidates will reflect the 
needs of all people.  
 
The principles of PRISM derive from both the mission statements of Pacific Oaks College 
and the School of Education.  The mission of Pacific Oaks College is “grounded in its social 
justice heritage, Pacific Oaks College and Children’s School prepares students to be 
culturally intelligent agents of change serving diverse communities in the fields of human 
development, education, and family studies.”  The mission of the School of Education is to 
“prepare educators who display responsible and respectful dispositional behavior; apply 
development theories; honor diversity and the uniqueness of all people; communicate in a 
connective way; collect, process, and evaluate data through research; critically reflect; and 
lead social justice and transformational change.”  
 
Vision of the Center for PRISM Principles 
 
The vision of the Center for PRISM Principles is to provide a place for candidates, faculty, 
staff, and administrators to utilize the School, College, and System resources, services, 
trainings, and community spaces to implement the PRISM Principles and its subsets.   
 
Objectives of the Center for PRISM Principles 
The following are the objectives of the Center for PRISM Principles: 
 
Praxis Principle 
Praxis: Mastery of knowledge and skills required of professional educators. 
Knowledge and skills include knowing and applying professional standards and practicing 
exemplary pedagogy in a collaborative way.   The Center for PRISM Principles will help 
School of Education candidates at Pacific Oaks College: 

A. Master competencies of theoretical models of teaching, learning, counseling, or 
managing in educational settings. 

B. Cooperatively apply the knowledge of the standards of their profession and/or state 
standards. 

C. Review, revise, develop, and/or test skills of professional practice through 
collaborative practices in  educational settings.  

C. Analyze and model ethical and legal behaviors and practices. 
D. Conduct evidence-based ongoing evaluations, provide feedback of learning, and 

utilize assessment  results to improve teaching and learning.   
 
Responsible and Respectful Professional Dispositions Principle 
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Responsible and respectful professional dispositions are promoted and understood as a 
determination for being fit for the profession. Responsible and respectful professional 
dispositions involves demonstrating the characteristics that promotes the values, beliefs, and 
actions required to be an effective educator, which leads to the success of all students.  The 
Center for PRISM Principles will help School of Education candidates at Pacific Oaks 
College: 

A. Collaboratively practice the proper disposition of the profession. 
B. Model the dispositions that involve honoring the uniqueness of all people. 
C. Demonstrate appropriate standards of conduct that reflect on the uniqueness of all 

people in all  
 interactions within and beyond the university or P-12 community. 

D. Respect the cultures to which the families and their children belong. 
E. Collaboratively review, analyze, and reflect on dispositional behaviors. 

 
Individual Uniqueness and Diversity 
Individual Uniqueness and Diversity are honored within P-12 schools, candidates, other 
professionals, and the community. Honoring individual uniqueness and diversity of each 
person involves commitment to and active participation in societal structures that uphold the 
principles of freedom, tolerance, civility, and fair play, in both public and private life.  The 
Center for PRISM Principles will help School of Education candidates at Pacific Oaks 
College: 

A. Respect, model, and promote the uniqueness of each person; 
B. Ensure that diversity is an integral part of all its programs with lots of opportunities to 

model and discuss individual points of view (learning communities). 
C. Continuously reflect and evaluate diversity practice. 
D. Utilize cultural-centered and student-centered pedagogical strategies to address 

student learning and specific techniques to differentiate instruction to increase ALL 
student achievement.  

E. Conduct ongoing evaluations and gather feedback from all relevant stakeholders, 
while also taking into  account geographic, cultural, linguistic and professional 
uniqueness of all people. 

 
Social Justice Principle 
Social justice involves promoting socioeconomic equality in the learning environment and 
instilling these values in candidates. The Center for PRISM Principles will help School of 
Education candidates at Pacific Oaks College: 

A. Model and practice actions that promote unity and healthy and energized 
environments, which are better able to respond to the needs of both its members and 
constituents. 

B. Contribute toward the maintenance, renewal, and improvement of institutions that 
beneficially support the rights of individuals while protecting the public good. 

C. Help connect curriculum with peace and justice issues as well as mitigate boundaries 
to the general curriculum. 

D. Perform service, targeting diverse populations and groups in the community through 
school programs, child advocacy as well as professional associations and community 
organizations. 

E. Evaluate actions as a measurement of commitment to social justice. 
 
Metamorphosis and Transformation Principle 
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Metamorphosis and Transformation for continuous improvement in order to meet the needs 
of all learners. Metamorphosis and transformational learning includes seeing connections 
between scholarship and practice, between measures of learning and the application of 
teaching strategies to meet the needs of all learners, and in knowing how to transform 
organizations and society.  The Center for PRISM Principles will help School of Education 
candidates at Pacific Oaks College: 

A. Engage in active reflection in order to make informed change. 
B. Adapt to diverse and changing environments. 
C. Change personal frame of reference by critically reflecting on assumptions and beliefs 

and consciously making and implementing plans that bring about new ways of 
defining their worlds.  

D. Diagnose individual and organizational needs in order to lead them towards reaching 
their full potential. 

E. Analyze results of reflection and utilize it as a transformational process to improve 
practice. 

 
Role of the Members Serving the Center for PRISM Principles. 
The Graduate Fellow and administrators and faculty connected with the Center for PRISM 
Principles will assist in the creation and maintenance of the Center.  Responsibilities will 
include but not limited to the following: 

 Working with TCS partners to identify System models and resources that can be used 
for the successful implementation of the Center for PRISM Principles. 

 Investigating past uses of the PRISM Principles at Pacific Oaks College to provide a 
foundation for the Center for PRISM Principles. 

 Providing resources that can be used for the implementation of the PRISM Principles. 
 Creating a space for School of Education Fellows and Teacher Assistants to use as a 

Center for PRISM Principles. 
 Working with the CARE office to identify candidate needs.  
 Developing instructional content and strategies for delivering content in order to 

promote the PRISM Principles.  
 Preparing professional development material and presentations based upon the 

PRISM Principles for educational organizations. 
 Seek grant funding to support professional development activities. 
 Developing a research process to be used by Center members, which includes aiding 

in making proposals for conferences and publications, investigating resources, 
generating data, and editing and reviewing proposals and manuscripts. 

 Procuring and/or raising funds to support scholarship generated by the Center for 
PRISM Principles. 

 Providing a means to develop relationships with individuals and organizations that 
support and promote the PRISM Principles.  
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Abstract 
 
There is an extensive literature on the degree to which leadership behaviours impact on 
student learning outcomes. While the research to date provides a diverse range of 
perspectives, there is a high degree of consensus on the fact that leaders do make a 
difference.  
 
The study reported in this article sets out to extend current understandings of the dynamics 
of principal influence by exploring the behaviours of school principals which were seen as 
contributing to successful provision for students with disabilities in four case study 
secondary schools.  
 
The analysis of the different behaviours of the four principals gave rise to the concept of 
leadership engagement as a way of understanding how principals employ influence in 
pursuit of desired outcomes. Five different approaches are outlined, drawing heavily on 
interview data from respondents, and the implications of these approaches for educational 
leaders are discussed. It is argued that the notion of leadership engagement may be able to 
be applied in other educational contexts.  
 

Introduction 
 

The  importance attached to the role of principals  in schools has given rise to an extensive 
literature which devotes itself to identifying the degree to which their leadership impacts on 
student learning outcomes. There are qualitative studies, typically presented as school case 
studies that document the role of active and committed principals  in transforming schools 
from  low‐achieving  learning  communities  into  centres  of  excellence  where  student 
outcomes are  significantly  improved  (Robinson, 2007). These  studies  suggest  that  specific 
principal  behaviours  are  directly  linked  to  the  transformation  of  schools,  leading  to  an 
improvement  in  student  outcomes.  Quantitative  research  studies,  though,  are  less 
conclusive  in describing  a direct  causal  relationship between  specific principal behaviours 
and improved student outcomes (Hallinger & Heck, 1996). 

 
Meta‐analyses,  including  those  by Hallinger & Heck  (1996), Waters, Marzano & McNulty 
(2003),  Leithwood &  Riehl  (2003)  and  Robinson  (2007)  incorporate  both  qualitative  and 
quantitative  research  studies.  These  have  reported  a  range  of  links  between  principal 
behaviours  and  student outcomes. Most  studies,  though,  address principal behaviours by 
linking  them  with  the  establishment  and  development  of  a  range  of  specific  school 
conditions that impact on student outcomes (e.g. Heck, Marcoulides & Lang, 1991; Hallinger 
& Heck, 1996; Marzano Waters & McNulty, 2005). These studies indicate that other people 
and processes in the school community, not just the principal, exert an influence on student 
outcomes (Hallinger & Heck, 1996).  These same researchers conclude that: 

 
The  fact  that  leadership  effects  on  school  achievement  appear  to  be 
indirect is neither cause for alarm or dismay… (That) principal effects are 
mediated  by  other  in‐school  variable  does  nothing  whatsoever  to 
diminish the   principal’s  importance.  Understanding  the  routes  by 
which  principals  can  improve  school  outcomes  through  working  with 
others is itself a worthy goal for research (p.39) 
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The purpose of the study reported in this paper was to extend current understandings of the 
dynamics of principal  influence by  identifying  the behaviours of  school principals  and  the 
school  conditions  that  can  be  identified  as  successful  in  providing  for  students  with 
disabilities  in  four  case  study  secondary  schools.   Provision  for  students  is understood  to 
mean the ways in which principals act in their own right and through interaction with other 
people and school conditions  to maximise  learning outcomes  for students.   One aspect of 
this dynamic of provision to emerge in the study was labelled leadership engagement. 

 
Engagement is not a new construct in itself. There are references in the research to student 
engagement  (Shernoff,  Csikszentmihalyi,  Schneider  &  Shernoff,  2003;  Kuh,  2004;  Tadich, 
Deed, Campbell & Prain, 2007; Barnes & Bramley, 2008); teacher engagement   (Giangreco, 
Broer & Edelman, 2001; Zhang, Wehmeyer & Chen, 2005; Bryson & Hand, 2007); and parent 
engagement (Epstein, 2001). An extensive review of the literature found no use of the term 
in connection with principals. There are suggestions of some dimensions and characteristics 
of principal engagement  in studies describing clusters of behaviours reflecting a  leadership 
preference  or  style  (Varaki,  2003).  Related  research  studies  on  how  school  leadership 
impacts on outcomes  for students cite  the principal’s behaviours promoting a pedagogical 
agenda (Heck and Marcoulides, 1993), an organisational agenda (Gordon, 2005), or ways in 
which  a  school  community  shares  a  common  vision  (Heck, Marcoulides  &  Lang,  1993). 
Specific  references  to  the  impact  of  a  principal’s  leadership  engagement  on  student 
outcomes, though, are not evident in the research literature. 

 
Leadership engagement is defined in this study as the leader’s participation and involvement 
in occupying the attention and harnessing the efforts of the school community in providing 
for  students with  disabilities.  The  present  study  focuses  on  principals.  It  reports  on  four 
successful types of  leadership engagement by principals: engagement with pedagogy, with 
vision, with  people  and with  organisation.    In  addition  there was  a  leadership  behaviour 
labelled disengaged delegation. 

 
Methodology 

 

The primary purpose of this study was to identify the behaviours of principals in case study 
schools  that were  successfully  providing  for  students with  disabilities.    These  secondary 
schools, located in the western suburbs of Sydney, Australia, were selected by asking experts 
inside the system to which the schools belonged to  identify those schools which made the 
best  provision  for  this  group  of  students.    The  schools were  named  Lakeside,  Riverland, 
Sunshine and Viewpoint in order to preserve confidentiality.  The focus of the research was 
to describe the behaviours of principals in those schools which were seen as contributing to 
their success. 

 
Within  each  case  study  school,  the  principal,  all  teachers  and  a  sample  of  parents  and 
students  were  invited  to  respond  to  a  questionnaire  tailored  to  their  perspectives  and 
capacities which  incorporated  both  open‐ended  and  forced‐choice  questions  regarding  a 
range of topics related to their school’s provision for students with disabilities. 

 
After  the  completion of  the questionnaire  stage of  the data  collection,  teachers,  students 
and parents were chosen for interviews based on the following sampling criteria: 
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For  staff  in  each  school  ‐  the  principal,  a  selection  of  coordinators,  all  special  education 
teachers,  two other  teachers  selected at  random by place on  the  staff  list and  any other 
teacher who wished to be interviewed. 

 
For parents – between ten and thirty parents selected at random in each school, determined 
by the enrolment size of the case study schools 

 
For  students  ‐  between  ten  and  thirty  parents  selected  at  random  in  each  school, 
determined by the enrolment size of the case study schools  

 
Each  interview  schedule  reflected  particular  themes  and  issues  identified  in  the 
questionnaire  responses  in  each  school.  Initially  data were  analysed with  respect  only  to 
principal behaviours and the school conditions which were created.  However, in the course 
of this analysis – and in particular of the interview data ‐ it became apparent that principals 
in each of  these  schools  (already  identified as  successful  in making provision  for  students 
with  disabilities) were  approaching  the  issue  differently,  in ways  that were  subsequently 
labelled leadership engagement. 

 
The following sections describe the different approaches to engagement adopted by the 
principals in each school. 

 
Case Study 1: Lakeside High 

 
The principal at Lakeside High was engaged with provision for students with disabilities in a 
wide  range  of  ways.    However,  among  these,  two  forms  of  engagement  stood  out  in 
particular: a clear focus on improving teaching and learning (pedagogical engagement) and a 
commitment  to  putting  in  place  the  structures  that  would  support  this  (organisational 
engagement). 

 
The  principal’s  pedagogical  engagement  is  illustrated  in  the  following  excerpts  from 
interviews. 

 
One  teacher  commented  on  the way  in which  pedagogy  formed  the  basis  of  a working 
relationship: 

 
(Principal’s  name)  is  determined  that  we  take  responsibility  for  our 
teaching. He works with us in planning our work in class, and especially 
how  we  can modify  the  curriculum  for  the  kids  we  teach  who  have 
special needs. …he  is keen that we take up best practices as teachers in 
our subject areas. 
 

Another teacher commented on the principal’s preferred view of his  leadership role  in the 
school as being a “teacher of teachers”: 

 
He  really  see  himself  as  an  educator  first  and  a  principal  second.  It’s 
really humbling, I think, when your boss relates to you as a professional, 
though it puts some pressure on you to develop as a teacher. 
 

Parents, too, noted the key place of pedagogy as a point of engagement: 
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We  like him (the principal) because he  is a believer  in schools making a 
difference  in kids’  lives. He keeps pushing the teachers here to become 
better teachers and parents notice this. 
 

The principal’s engagement with  the school’s organisational agenda was demonstrated by 
his execution of  leadership behaviours that helped establish and develop a range of cross‐
school structures  for delivering  these  teaching practices and approaches  for students with 
disabilities. 

 
The principal captured this sense himself in his response to the questionnaire: 

 
One of my roles  is to structure the school so that we can be efficient  in 
supporting  students  on  the  Special  Education  program.  I  need  to  be 
innovative  in designing these structures and processes  for my staff and 
the  students  as well  as making  sure  that  the  staffs  are OK with  any 
changes I make. 
 

Teachers  too  noted  the  significant  role  of  enabling  organisational  structures.    This  next 
excerpt illustrates this: 

 
He’s a great organiser. He’s set up our school as a model  for others  in 
the way we support kids with special needs. The LST  (Learning Support 
Team)  is an example…no‐one  is ever  lost here  in knowing how  to  look 
after student needs. 
 

Parents noted  the principal’s use of effective organisational approaches  for the support of 
their children.  One put it this way: 

 
The  Individual Plan meetings were set up to help us know what’s going 
on. Mr…  (the principal)  tells us  that he’s always  trying  to make  things 
easy  for us  to get  involved  in  the school. He  thinks  these meetings are 
there for us so we should take advantage of them. 
 

A second parent wrote this: 
 
The principal organises the school well. He has put  in place many ways 
we can speak up or ask questions about our son. 
 

The  principal’s  pedagogical  engagement with  the  school  community was  reflected  in  his 
leadership behaviours  in  first  collaborating with  staff, parents and  students and gaining a 
whole  school  commitment  to  developing  the  school  as  a  learning  community.  He  was 
reported  as working with  staff  on  a  day‐to‐day  basis  in  supporting  them  adopt  effective 
classroom and specialised teaching practices as a catalyst for enhancing student outcomes. 
Respondents cited a  range of  leadership behaviours executed by  the principal  to establish 
and  promote  this  commitment,  including  supporting  targeted  staff  professional 
development and planning, co‐coordinating and evaluating teaching and the curriculum and 
becoming personally involved in Individual Plan meetings. 

 
The principal’s organisational engagement was demonstrated by collaborating with staff and 
parents to help establish formal and less formal school structures and processes on behalf of 
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students with disabilities. Some of  these  leadership behaviours  included  the  setting up of 
Learning Support Teams,  individual planning processes  (IPs) and student case conferences. 
Through his  leadership behaviours, therefore, the principal engaged members of his school 
community  in  establishing, developing  and  sustaining  the  range of  school  conditions  that 
were identified in this study as successfully providing for students with disabilities. 

 
Case Study 2: Viewpoint High 

 

Like  the  principal  of  Lakeside,  the  Viewpoint  principal  engaged  in  a  complex  range  of 
activities  in support of students with disabilities. Respondents  reported particularly on her 
engagement  with  people  and  with  vision  within  the  school  community.  Respondents 
reported  on  the  principal’s  preference  to  engage  in  a  relational  way  with  the  school 
community around promoting a vision for inclusive practices. She was described as engaging 
with people by behaving in ways that helped establish and promote positive and productive 
personal  and professional  relationships with  teachers, parents  and  students  in promoting 
the school’s successful provision for students with disabilities. The principal relied on these 
professional  relationships  to help  translate her school vision  for  inclusive practices  into an 
effective means by which the whole school provided for these students. 

 
As evidence of engagement with people, members of the Viewpoint High school community 
consistently reported their principal’s people‐centred approach to  leadership at the school. 
Many  teachers noted her willingness  to  consult  and discuss with  staff  and parents  about 
issues related to the school’s provision for students with disabilities. One put it this way: 

 
(She)  loves  to  chat  about  how we  are  helping  kids  on  the  Special  Ed. 
program. She seems to be just angling for a chat but you know that this 
is her way of getting to know what you are doing  first‐hand as well as 
their  (the  student’s)  progress.  She’s  not  a memo‐type  boss  but  a  real 
person you can talk to. 
 

Another said this: 
 
(She)  is a  real people person. Everyone will  tell you  that. She wanders 
around but  she has a purpose  to  the conversations  she has with us.  It 
always gets back to the student…and those students with special needs 
are  her  passion  and  she  seems  to  always  get  around  to  how we  can 
value‐add as a school for them in her talks with us… 
 

The principal reflected on the importance she placed on staff in her questionnaire: 
 
Staff are the heart of this school. They are the reason we are the school 
we are. It  is one of my jobs to work with them, as one of them. Kids on 
the Special Ed. program? Teachers are the key to how we support them, 
of course… 

During the interview, the principal stated: 
 
I love being with my teachers and admin. staff ... and the teacher’s aides 
as well.  I  think  they enjoy coming  to  school every day.  I certainly do.  I 
think sometimes you need to be more  focused on people as a principal 
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than anything else… again, they are the change agents for the kids who 
come here. 
 

The principal’s engagement around a school vision was demonstrated by the ways in which 
she worked  to help  staff  and parents understand  and  share her  commitment  to develop 
inclusive practices on behalf of students with disabilities. 

 
One teacher commented on the alignment between vision and practice in the questionnaire: 

 
(She)  has  a  vision  for  us  as  a  school meeting  student  needs  however 
severe  they are. She  then shows us all how  to operate as  if we can all 
meet these needs. 
 

During the interviews another teacher highlighted the passion that fuelled the vision: 
 
All students are equal at this school…we are all caught up eventually  in 
(her)  passion  for  equality  and  a  vision  for  including  all  students  and 
supporting them… 
 

The  alignment between  vision  and practice was  seen  as mutually  reinforcing. One parent 
described it this way: 

 
She  says  justice  and  fairness  for  all  students  drives  her  because  it’s 
consistent with how Jesus treated people. And you know what? It sounds 
trivial, but  to me  the most powerful way  she  shows  that  she practices 
what she preaches  is she seems to know the names of every student at 
this school. 
 

The principal’s engagement with the school community involved both developing a vision for 
Viewpoint High as an inclusive place for all students and then giving this expression through 
building positive, productive  and  authentic  relationships with  staff, parents,  students  and 
the  local  community. Through  these  relationships,  the principal  engaged members of her 
school  community  in  establishing,  developing  and  sustaining  the  school  conditions  that 
successfully provided  for  students with disabilities and defined  the  inclusive nature of  the 
school. 

Case Study 3: Sunshine High 
 

The principal at Sunshine High, established her leadership role at the school by developing a 
primary  point  of  engagement  with  the  learning  needs  of  students  through  the 
organisational elements of the school. The principal was reported by teachers as engaging 
with  this  by  establishing  and  promoting  effective  school  structures  and  processes  that 
successfully provided for students with disabilities. 

 
One teacher described the principal’s attention to structures around access to information in 
the following terms during the interview: 

 
She  is  very  keen  on  developing  the  school  as  a  place where  everyone 
knows where to find  information and know what everyone does…if you 
need advice or support  for a student about how  to  teach him or her a 
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skill or you’re having a problem  in class with someone, there are lots of 
ways to get help or advice… 
 

Another  teacher  spoke more generally about  the principal’s  capacity  for organisation and 
the establishment of a policy framework to support provision for students: 

 
Our principal  is a great organiser and has a flair for setting up easy‐to‐
follow ways of doing work around  the school.  If you have a student  in 
class  who  has  a  learning  difficulty,  there  are  school  policies  and 
procedures that you follow to get assistance. 
 

Other  teachers  spoke  of  her  development  of  organisational  strategies  as  a  means  of 
establishing  inclusive  practices  at  the  school,  explicitly  setting  aside  a more  pedagogical 
focus: 

 
She’s not one  for professional development  in  the  curriculum much or 
fancy  programs  for  the  kids  but  believes  that  if  she  can  get  some 
structures up or processes  that help  teachers organise  their work with 
each other that the staff has all the wherewithal they need here  in the 
staffroom  to  help  most  kids.  She  looks  after  teachers  with  their 
programs  for  the  classroom  and  also  provides  committees,  working 
groups and  IP meetings so we can  share our programs and  ideas with 
each other. 
 

and 
 
Since she’s been here, we have much better ways of supporting the kids 
on  the  Special  Ed.  program.  IPs,  the  intranet  and  case managers  are 
smart ways of organising the school so that we harness staff skills and 
ideas. She  is very particular  that we have our programs well prepared 
and  checks  up  with  our  coordinators  now  and  then  to  see  how 
everything’s going but she would rather us meet and plan together than 
have her looking over our shoulders. 
 

Some parents commented on how the principal clearly communicated through newsletters 
and teacher‐parent meetings about the types of school processes available for them if they 
wanted to contact staff or contribute to the school’s support for their child with a disability: 

 
The good  thing about  this school  is  that you know what you can do  if 
you have a problem. The principal is up‐front about the freedom parents 
have to discuss concerns and she has put in place since she arrived ways 
to do this. (Parent interview) 
 

What emerged from the data for Sunshine High was that the principal’s behaviours helped 
establish and develop a range of school conditions  for students with disabilities within the 
context and framework of her engagement with the school community around organisation. 
The principal was committed to establishing and developing a range of school structures and 
processes  to  facilitate  inclusive  practices  and  effective  teaching  practices  on  behalf  of 
students  with  disabilities.  Her  setting  of  goals  and  expectations  for  the  school  and  her 
planning,  co‐ordinating  and  evaluating  teaching  and  the  curriculum  were  identified  as 
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leadership behaviours  that helped promote  and develop  an organisational  framework  for 
the school’s successful provision for students with disabilities. 

 
Case Study 4: Riverland High 

 
Riverland High was distinctly different  from  the other  three case study schools  in  that  the 
principal had  very  limited direct engagement with provision  for  students with disabilities.  
This form of “non‐engagement” has been labelled disengaged delegation. 

 
Like the other three schools, Riverland was seen to be one of the exemplars of provision for 
students with disabilities within the system.  However, the principal had not been in her role 
very  long at the time of the study and had  inherited a successful, pre‐existing set of roles, 
structures and procedures with which she chose not to interfere. 

 
Staff described her as not being involved in the special education agenda.  A high proportion 
of  teacher  respondents  commented  that  the  leadership behaviours of previous principals 
were a  significant  factor  in  the  school’s  successful provision  for  students with disabilities. 
The school conditions established and sustained by these principals were also  identified by 
these respondents as being  largely responsible  for the school conditions that continued to 
successfully  provide  for  students with disabilities  at  the  school.  These previous principals 
were reported as adopting a distributed leadership approach by trusting key staff members 
to  lead  the school  in Special Education matters. The current principal also  stated  that she 
trusted the abilities of these key school staff members to lead essential school functions on 
behalf of students with disabilities. 

 
Our Special Needs Committee is the best place for decisions to be made 
about  girls  receiving  extra  support.  These  people  know  the  Special 
Education area better than me and they give us the direction we need to 
be a leader in this area. 
 

What emerged  from the data at this school was that the principal trusted members of the 
Special Needs Committee to effectively support students with disabilities and allowed them 
to provide leadership and coordination of the school’s approach to these functions. At issue, 
though, is whether other members of the school community perceived this principal trust as 
informed  delegation  and  empowerment  or  neglect  of  students with  disabilities. Opinions 
were divided. A further concern which was expressed was the  longer term sustainability of 
such an approach in providing for students with disabilities. 
 

The different forms of engagement 
 

The four case studies revealed four forms of engagement: pedagogical, organisational, with 
people, with vision; and a pattern of behaviour labelled disengaged delegation. 

 
Pedagogical  engagement  was  characterised  as  the  principal  gaining  the  attention, 
participation and efforts of the school community in establishing, developing and promoting 
good  classroom  teaching  and  learning  practices  and  identifying  their  importance  for 
students with disabilities. A principal who chooses to engage  in this way works closely and 
directly  with  colleagues  with  a  strong  focus  on  students  and  classroom  practice.  The 
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principal is seen as a “teacher of teachers” – a credible practitioner who can provide support 
and direction on a day to day basis through professional dialogue, structured evaluation and 
review and formal professional development.  

 
Although not described  in terms of engagement, MacNeill, Cavanagh and Silcox (2003, p.2) 
identify processes by which principals effect pedagogic improvement in schools as: 

 
…enabling the learning and intellectual growth of students in contrast to instruction 
that  treats  students  as  the  object  of  curriculum  implementation.  ...  The  role  of 
pedagogical  leaders  circumscribes  informed  teacher  practice  and  reflection, 
empowering  teachers  to  exercise  professional  responsibility  and  discretion,  and 
demonstrate credible knowledge of learning and teaching processes. 
 

Behaviours  in  the  study  that  reflected  pedagogical  engagement  included  the  principal 
regularly  working  with  staff  in  developing  effective  classroom  and  specialised  teaching 
practices,  encouraging  all  staff  to  participate  in  professional  development  activities,  co‐
ordinating curriculum development and modification focused on meeting a range of student 
learning needs and becoming personally involved in individual student planning processes. 

 
Organisational  engagement  was  characterised  as  the  principal  gaining  the  attention, 
participation and efforts of the school community in establishing, developing and promoting 
effective school structures and processes and identifying their importance for students with 
disabilities. Organisationally engaged principals  instil a sense of security  in the community, 
arising out of confidence  in the capacity of the school’s processes to address  the needs of 
students and staff.   

 
Newmann  and Wehlage  (1995,  p.47) write  about  organisational  capacity,  the  domain  in 
which the organisationally engaged leader operates: 

 
…effective  schools  ...  have  the  organisational  capacity  to work  productively  as  a 
group  for  high  quality  learning  for  all  students.  Schools  that  operate  as  strong 
professional  communities  contribute  to  student  achievement  and  to  equitable 
distribution of achievement…structural  conditions  can be helpful  in building  school 
wide professional community. 
 

Principal  behaviours  in  the  study  that  reflected  organisational  engagement  were 
collaborating  with  staff  and  parents  to  help  establish  formal  and  less  formal  school 
structures and processes on behalf of  students with disabilities. Some of  these  leadership 
behaviours  included  the  establishment  of  Learning  Support  Teams,  individual  planning 
processes (IPs), provision of specialist resource staff and student case conferences. 

 
Engagement  with  people  was  characterised  as  the  principal  gaining  the  attention, 
participation and efforts of the school community in establishing, developing and promoting 
productive  and  positive  professional  relationships  between  staff  members,  parents  and 
students  and  identifying  their  importance  for  students  with  disabilities.    This  form  of 
engagement has  elements of both  style  and process, with  respondents  remarking on  the 
ease  with  which  they  can  relate  to  principals  who  engage  in  this  way,  as  well  as  their 
availability, authenticity and knowledge of individual students.  A genuine regard for staff is 
also a feature. 
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Duignan  (2006,  p.135)  speaks  of  the  ethic  of  presence,  which  is  similar  to  this  type  of 
engagement, as: 

 
…being fully present in the moment to and for others; building relationships based on 
authentic  connections. Expressing oneself with  feelings and emotion; and knowing 
and accepting self… Without presence it is difficult to see how effective relationships 
can  occur;  and  without  effective  relationships  educational  leaders  have  little 
influence.  
 

Principal behaviours in the study that reflected engagement with people were relating in an 
authentic way with staff, parents and students and promoting such authentic relationships 
among  staff, parents,  students  and members of  the  local  community. These  relationships 
were typically based on trust and integrity. 

 
Engagement  with  vision  was  characterised  as  the  principal  gaining  the  attention, 
participation and efforts of the school community in establishing, developing and promoting 
inclusive  practices  as  a  school  vision  and  identifying  their  importance  for  students  with 
disabilities.  In  some  ways,  this  type  of  principal  engagement  can  be  characterised  as 
engagement  at  the  highest  level,  as  it  involves  the  principal  gaining  the  attention  and 
participation of  staff  around  ideals. At  the  same  time, engagement with  vision  is  seen  as 
being reflected in practice.   

 
This  form of engagement has parallels with the  leadership concepts of moral purpose and 
coherence making  proposed  by  Fullan  (2001). He  describes moral  purpose,  and  the  role 
leaders play in its creation, in this way: 

 
To achieve moral purpose is to forge interaction – and even mutual purpose – across 
groups….moral purpose  is worthwhile on  just about every meaningful  criterions;  it 
may not becomes activated on  its own accord, but  it  is there  in nascent form to be 
cultivated and activated. Although moral purpose  is natural,  it will  flourish only  if 
leaders cultivate it. (2001. p.4) 
 

Principal behaviours in the study that reflected engagement with vision were the articulation 
of a vision for the inclusion of all students as members of the school community, discussing 
with staff the issues associated with implementing inclusive teaching and learning practices 
and then suggesting whole‐school strategies about how they could work together to convert 
the vision into a reality for all students. 

 
Disengaged delegation was the exception in this set of case studies.  It is characterised by an 
absence  of  direct  principal  engagement  in  providing  for  students with  disabilities.  In  this 
case, the principal chose  instead to adopt very high  levels of delegation of  leadership roles 
for this school agenda to other members of the school community. Principal behaviours that 
reflected  this  type  of  engagement  were  the  delegation  of  responsibility  for  practices, 
processes and policy development for students with disabilities to a specially selected group 
of  staff  members  without  any  direct  personal  or  professional  engagement  or  active 
involvement in these leadership roles. 

 
At this school, principal behaviour was not  identified by teachers, parents or students as a 
factor in creating successful provision.  Despite this, the same range of school conditions as 
those  identified  in  other  schools  in  the  study  were  found  at  Riverland,  with  similarly 
successful outcomes.  
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The  principal’s  disengaged  delegation  gave  members  of  the  school’s  Special  Needs 
Committee  the  space  to  take  on  leadership  roles  in  providing  for  these  students. A  high 
proportion of teachers reported that these leadership roles initially arose out of distributed 
leadership behaviours by previous principals in establishing the range of school conditions at 
the  school,  including  the  leadership  role  exercised  by  the  Special Needs  Committee.  The 
leadership functions of this committee were reported as critical in helping create the school 
conditions  identified  as  significant  factors  in  successfully  providing  for  students  with 
disabilities. 

 
The  implication  for  the  study  from  the  Riverland  High  findings  is  that  a  school  can 
successfully provide for students with disabilities when the principal plays no direct role. In 
such  cases,  schools  need  to  develop  a more  distributed  leadership  approach  for  helping 
create and sustain the range of school conditions identified as significant factors in providing 
for these students. 

 
There  is a  significant degree of alignment between  the  forms of engagement  identified  in 
this paper as being successful  for students with disabilities, and  the  leadership behaviours 
identified by Robinson (2007) in her Best Evidence Synthesis study as being successful for all 
students.  Planning,  coordinating  and  evaluating  teaching  and  the  curriculum  aligns  with 
organisational and pedagogical engagement; establishing clear goals and expectations with 
vision engagement; promoting and participating  in teacher  learning and development with 
pedagogical  engagement;  strategically  resourcing  the  school  with  organisational 
engagement; and ensuring an orderly and supportive environment with both organisational 
engagement and engagement with people. 
 

Conclusion 
 

This  study  has  shown  that  leadership  engagement  is  a  concept which  can  be  helpful  in 
understanding how principals employ influence in pursuit of desired outcomes – in this case 
provision  for  students with  disabilities.  Leadership  engagement  has  been  defined  in  this 
study as the extent and mode of a  leader’s participation and  involvement  in occupying the 
attention and harnessing the efforts of the school community in providing for students with 
disabilities.  It can be expressed in different ways. Specifically, in the four case study schools 
in  this  study,  there  were  five  different  approaches  to  engagement  –  with  vision,  with 
pedagogy, with people, with organisation, and through disengaged delegation ‐ all of which 
were identified by expert observers as contributing to successful provision for students. 
 
The  identification of these approaches to engagement  is consistent with research on types 
of  leadership  behaviour  indentified  in  the  research  literature  as  positively  impacting  on 
provision  for all students, regardless of disability. This alignment points to the potential of 
the construct of  leadership engagement to be applied  in aspects of educational  leadership 
other than provision for students with disabilities. 
 
The  use  of  the  notion  of  engagement  is  common  in  research  on  teachers,  students  and 
parents.  It has not previously been used, as  far as  the present authors have been able  to 
determine, as an attribute of  leadership behaviour.   This study  is a  first step  in addressing 
this  gap.  Future work  could  test  the  proposition  advanced here  that  it  is  a  concept with 
wider applicability than students with disabilities. It could explore leadership engagement in 
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the behaviours of school leaders other than the principal, and might well take up the issue of 
whether there might be more than the five forms of engagement identified in this study.  

 

References 
 

BARNES, J. & BRAMLEY, S. (2008) Increasing high school student engagement in classroom 
activities by implementing real‐world projects with choice, goals portfolios, and goals 
conferencing. ERIC online submission ED500846. 

 
BRYSON, C. & HAND, L. (2007) ‘The role of engagement in inspiring teaching and learning’. 

Innovations in Education and Teaching International, 44, (4), 349‐362 
 
DUIGNAN, P. (2006) Educational Leadership. (Melbourne: Cambridge University Press). 
 
EPSTEIN, J. (2001) School, family, and community partnerships: Preparing educators and 

improving schools. (Boulder, CO: Westview Press). 
 
FULLAN, M. (2001) Leading in a Culture of Change. (San Francisco: Josey Bass). 
 
GIANGRECO, M., BROER, S. & EDELMAN, S. (2001) ‘Teacher engagement with students with 

disabilities: differences between paraprofessional service delivery models’. The Journal 
for the Association of Persons with Severe Handicaps, 26, (2), 75‐86. 

 
GORDON, G. (2005) Do principals make a difference? The Gallop Organisation: Retrieved 

March 2008, from http://education.gallup.com/content/defualt. asp?ci=1057 
 
HALLINGER, P. & HECK, R. (1996)’ Reassessing the principal’s role in effectiveness: a review 

of the empirical research, 1980‐1995’. Educational Administration Quarterly, 32, (1), 5‐
44 

 
HECK, R., MARCOULIDES, G. & LANG P. (1991) ‘Principal instructional leadership and school 

achievement: the application of discriminant techniques’. School Effectiveness and 
School Improvement, 2, (2), 115 – 135. 

 
KUH, G. (2007) ‘How to help students achieve’. Chronicle of Higher Education, 53, (41), pB12. 

LEITHWOOD, K. & RIEHL, C. (2003) What we already know about successful school 
leadership’. Paper Prepared for the 2003 AERA Division Task Force on Developing 
Research in Educational Leadership. Retrieved June 2006, from 
http://www.cepa.gse.rutgers.edu/What%20We%20Know%20_long_%202003.pdf 

MACNEILL, N., CAVANAGH, R. & SILCOX, S. (2003). Beyond instructional leadership: towards 
Pedagogic Leadership. Paper submitted for presentation at the 2003 Annual Conference 
for the Australian Association for Research in Education, Auckland, NZ (Paper Code 
000351). 

 
MARZANO, R., MCNULTY, B. & WATERS, T. (2005) School leadership that works: from 

research to results. (Alexandra, VA: Association for Supervision and Curriculum 
Development). 

 



  14

NEWMANN, F. & WEHLAGE, G. (1995) Successful school restructuring: A report to the public 
and educators. (Washington: American Federation of Teachers). 

 
ROBINSON, V. (2007) School leadership and student outcomes: Identifying what works and 

why. Paper for the 2007 Australian Council for Educational Leaders Conference: Gold 
Coast, Australia. Retrieved March 2008, from www.acer.edu.au. 

 
SHERNOFF, D., CSIKSZENTMIHALYI, M., SCHNEIDER, B. & SHERNOFF, E. (2003) ‘Student 

engagement in high school classrooms from the perspective of flow theory’. School 
Psychology Quarterly, 18, (2), 158‐176. 

 
TADICH, B., DEED, C., CAMPBELL, C. & PRAIN, V. (2007) ‘Student engagement in the middle 

years: a year 8 case study’. Issues in Educational Research, 17, (2), 256‐271. 
 
VARAKI, B. (2003)  ‘Epistemological beliefs and leadership style among school principals’. 

International Education Journal, 4, (3), 224‐244. 
 
WATERS, T., MANZANO, R. & MCNULTY, B. (2003). Balanced leadership: what 30 years of 

research tells us about the effect of leadership on student achievement. a working paper. 
Retrieved July 2006, from 
http://www.mcrel.org/PDF/LeadershipOrganizationDevelopment/5031RR_Balanced 
Leadership.pdf 

 
ZHANG, D., WEHMEYER, M. & CHEN, L. (2005) ‘Parent and teacher engagement in fostering 

the self‐determination of students with disabilities’. Remedial and Special Education, 26, 
(1), 55‐64. 

 
 

 

 

 

 



  1

Which Matters Most?  Perceptions of Family Income or Parental Education on Academic 
Achievement 

Jennifer Chiu 
St. John’s University 

Pharmacy Administration and Allied Health Sciences Department 
8000 Utopia Parkway 

Queens, NY 11432 
chiuj@stjohns.edu 

 
Jennifer Economos 
Dowling College 

1300 William Floyd Pkwy 
Shirley, NY 11967 
jlr2@dowling.edu 

 
Craig Markson 

Dowling College 
1300 William Floyd Pkwy 

Shirley, NY 11967 
Cxm118@dowling.edu 

 
Vincent Raicovi 
Dowling College 

1300 William Floyd Pkwy 
Shirley, NY 11967 

vraicovi@gmail.com 
 

Cheryl Howell 
St. Francis College 
180 Remsen Street 

Brooklyn, NY 11201 
chowell@sfc.edu 

 
Elsa-Sofia Morote 
Dowling College 

1300 William Floyd Pkwy 
Shirley, NY 11967 

morotee@dowling.edu 
 

Albert Inserra 
Dowling College 

1300 William Floyd Pkwy 
Shirley, NY 11967 

inserraa@dowling.edu 
 



  2

Which Matters Most? 
Perceptions of Family Income or Parental Education on Academic Achievement 

Hawaii International Conference on Education  
 

Jennifer Chiu, Jennifer Economos, Craig Markson, Vincent Raicovi,  
Cheryl Howell, Elsa-Sofia Morote, Albert Inserra 

 

Abstract.  The purpose of this study was to examine the impact of college 
students’ perception of family income, parental education levels and ethnicity on 
academic achievement.  Ninety-four second-year college students from a small, 
liberal arts, college in New York City responded to the survey during the Fall of 
2009.  Of the respondents, 52 were female and 42 were male.  The survey 
collected demographic data on student perception of family income, parental 
education levels, race and ethnicity.  Academic achievement was measured by 
gathering students’ grade point averages.   Findings in the research demonstrated 
that the education-level of the students’ fathers had the greatest impact on 
academic achievement. 

Purpose 

 For several decades, the persistence or retention of students has been a topic of concern 
for higher education administrators.  It would take at least four first-year dropouts to match the 
revenue produced by one student who remained for the entire four-year period.  It has often been 
less costly for colleges to put a greater emphasis on retention strategies as opposed to recruiting 
new students (Bozick, 2007; Leppel, 2002). Research shows that family income has a positive 
influence on academic achievement (Titus, 2006; Walpole, 2003).  Further research demonstrates 
that parental education levels as well as race and ethnicity influence academic achievement 
(Cokley & Chapman, 2008; Perna & Titus, 2005; Schlechter & Milevsky, 2010).  Based on this 
frame of reference, this study was conducted to explore specific parental education levels, race 
and ethnicity as well as differences due to family income.  The purpose of this study was to 
examine the impact of college students’ perceptions of family income, parental education levels, 
race and ethnicity on academic achievement.   

Theoretical Framework 

Family income has been identified as having a positive effect on student persistence and 
academic achievement.  The logic behind this was college students from lower income families 
have to work more than students from higher income families.  More hours dedicated to 
employment equated with fewer hours dedicated to school work.  Those who were fortunate 
enough to utilize government financial aid typically had to negotiate a complex process for 
receiving it.  These financial pressures caused many low income college students to disengage 
from school or drop out (Bozick, 2007; Leppel, 2002). 
 
 Walpole (2003) similarly found that students from low socioeconomic families were less 
engaged in academics because they worked more and studied less than students from high 
socioeconomic families.  Low socioeconomic students also were less likely to participate in 
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student study groups.  Furthermore, both Walpole and Titus’ (2006) studies suggested that 
college students from high-income families outperformed students from low-income families 
academically by grade point average (GPA).  R. Stinebrickner’s and T.R. Stinebrickner’s (2003) 
study revealed that students from high-income families had an 18 percent higher probability of 
successfully completing more than six semesters than students from low income families.  This 
was supported by Nam and Huang (2009) findings that family income and liquid assets had a 
significant impact on college attendance as well as graduation rate.   
 
 In contrast to studies that showed the negative effect of low family income on academic 
achievement, Terenzini, Cabrera, and Bernal (2001) found that more similarities existed than 
differences in terms of overall grade performance, when comparing students from low and high 
socioeconomic backgrounds.  They acknowledged that variation would increase when taking into 
account the institution type and length of enrollment (Terenzini, Cabrera, & Bernal, 2001).  The 
academic performance and persistence rate of students with low socioeconomic backgrounds 
from Paulsen and St. John’s (2002) were higher than their high socioeconomic counterparts.  
However, the age of these students might have been a circumstance, as many of those from the 
low socioeconomic group were older than those from the high socioeconomic group.  While their 
findings were in contrast to Walpole (2003), Titus (2006) and Bozick’s (2007) study, clearly 
there were other factors that influence student achievement.   
 

Other factors included race and ethnicity.  Cokley and Chapman (2008) found that racial 
and ethnic identity predicted academic achievement among African American college students at 
a historically Black university.  Perna and Titus (2005) examined differences in college-going 
rates among racial and ethnic groups.  They identified parental involvement as being important 
in promoting college enrollment among racial and ethnic groups that were underrepresented in 
higher education.  While analyzing the results of their study, R. Stinebrickner and T.R. 
Stinebrickner (2003) argued that other circumstances regarding family background were 
significant.  They also found that the impact of family income declined when an additional factor 
was added that at least one of the students’ parents had a college degree (R. Stinebrickner & T.R. 
Stinebrickner, 2003).  This was reinforced by one of the themes in Rowan-Kenyon, Bell, and 
Perna’s (2008) study, which highlighted the importance of encouragement from college-educated 
parents in students’ collegiate outcomes.  
 

Suizzo and Stapleton (2007) articulated parental involvement as the level of support that 
parents give to their child’s learning and development.  This includes learning inside of the 
classroom setting as well as outside of the classroom setting, while engaging in school functions, 
serving on committees, maintaining contact with teachers, and participating in home-based 
support.   Most parents practiced home-based support through learning activities such as reading, 
discussions pertinent to school and family, and communicating expectations and goals.  Parental 
involvement in a students’ education influenced the students’ pursuit of education, and has been 
shown to positively influence academic achievement.  Furthermore, parents’ beliefs and 
expectations about their children’s intellectual abilities were predictors of academic 
performance.  Students’ preparedness and academic performance were connected to their 
experiences outside of the classroom and within their home (Durand, 2010).  Specifically, 
students’ home environments and their parents’ involvement in their education varied due to sex, 
age, mother’s psychological health and education level (Suizzo & Stapleton, 2007).  
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Durand (2010) highlighted mothers as the primary source of learning, while 

implementing and maintaining socialization, beliefs and values.  These views were changing due 
to more women entering the workforce in contemporary society.  In a qualitative study, six 
mothers described their children’s routine chores, schedules, and options for leisure activities 
under the condition that all homework assignments were complete.  Five out of six mothers 
stated long-term goals they had for their children.  Approximately one-third of the mothers that 
reported their desire for their children to reach long-term goals referenced the importance of 
graduating high school or going to college in order to gain professional advantages.  The mothers 
commented that given these choices, their children would have more independent lives that their 
own mothers had.  In contrast, one mother expressed her concern to raise a moral child rather 
than an intellectual child (Durand, 2010). 

 
Kalsner (1991) suggested that high academic and career goals, along with the support of 

parents, increase the students’ chance of graduation.  According to Tinto’s (1975) interactionist 
model, incoming college students already possessed traits that determine their commitment to 
learning (Angelina & Price, 2008).  Haveman and Wolfe (1995) concluded this theory as they 
noted that less-educated parents may be less effective in supporting their child’s academic 
achievement and career goals (Flouri, 2006).  Ortiz and Dehon (2008) concurred with the 
importance of parental education levels and its impact on college student academic achievement.  
However, they found that the mothers’ education level to be significant as opposed to the 
fathers’. 
  

Feinstein and Symons (1999) stated that parental support was the most influential factor 
contributing to educational attainment (Flouri, 2006).  Further research suggested the impact of 
paternal and maternal influence on children’s schooling.  Flouri and Buchanan (2004) found 
“Father involvement and mother involvement at age 7 independently predicted educational 
attainment by age 20” (p. 141).  Crockett, Eggebeen and Hawkins (1993) reported that fathers 
who are involved in their child’s education typically supported them financially, which enhanced 
education opportunities and resources.  Cabrera, Tamis-LeMonda, Bradley, Hofferth and Lamb 
(2000) concurred that families in which fathers were involved, mothers were commonly 
involved, which resulted in a support system that fostered educational attainment and positive 
long-term contributions (Flouri, 2006). 
 

Data Sources 

 The data for this study was from a larger study done by Cheryl Howell for a doctoral 
dissertation submitted in partial fulfillment of the requirements for the degree of Doctor of 
Education at Dowling College, School of Education, Department of Educational Administration, 
Leadership, and Technology (2010).  Permission to conduct the study was obtained through both 
the Internal Review Board for the Protection of Human Subjects in Research (IRB) of the 
doctoral program and the college in which the study was conducted.  The setting for this study 
was a small liberal arts college in New York City.  This urban campus was religiously affiliated 
and had approximately 2,200 full time undergraduate students.  Of the 2200 students that 
identified their race and ethnicity on the fall 2009 enrollment survey, 41 percent reported that 
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they were White, 15 percent were African-American, 15 percent Hispanic, 4 percent were Asian 
and 7 percent reported that they were not citizens of the United States of America. 

This study focused on approximately 400 full-time second year students enrolled in the 
fall 2009 semester.  Each student was sent a letter informing him or her about the research study, 
the fact that it was voluntary, anonymous, and confidential.  A week later an electronic invitation 
was sent to both their college and personal email account.   The instructions included a link to 
the web-based survey.  If a student decided to participate and logged onto the survey, the system 
automatically generated a random password to maintain anonymity. 

Method 

In addition to demographic information, the survey had participants indicate the level of 
education of their mother and father, perception of their family income race, and their grade 
point average (GPA). 

Of the four hundred and four students who were sent an invitation, ninety-four completed 
the survey.  The participants included forty-two males (45%) and fifty-two females (55%), of 
which forty-eight were White (51%), nineteen were Black or African American (20%), thirteen 
were Hispanic (13%), three were Asian (3%), eight identified themselves as two or more races 
(8%), and three preferred not to answer (3%).  The demographics of the fathers’ level of 
education included nineteen who were in the twelfth grade or less (20.2%), eighteen that had 
graduated from high school or received their GED (19.1%), fifteen had some college experience, 
obtained their associate’s degree or completed a technical training program (16%), and twenty-
five had received their bachelor’s degree (23.4%).  In comparison the mean level of education of 
the mothers’ (2.51) was slightly lower than the fathers’ (2.54).  Twenty-one mothers’ were at a 
twelfth grade level or less (22.3%), twenty-four had graduated from high school or had obtained 
her GED (25.5%), thirteen completed some college, obtained her associate’s degree, or 
completed a technical training program, and twenty-five had received their bachelor’s degree 
(26.6%).  Upon evaluation of the students’ perception on family income most felt that their 
household income allowed for a small amount of savings (n = 41, 43.6%) , twenty-five students 
felt that their families lived day to day (26.6%), fourteen students felt that their families did not 
have enough income (14.9%), and the minority felt that their families had plenty of money 
(12.8%).  

To ascertain whether or not the mean change in student’s GPA score differed among their 
mother’s level of education, father’s level of education and perception of their family income, 
the researchers specifically looked for differences in the parents’ level of education, the students’ 
perception of family income and its effect on academic achievement.  Three one-way ANOVAs 
were applied to indicate if the parents’ level of education and the student’s perception of family 
income had an effect on academic achievement.   

Results 

Crosstab analysis was made and no connection was found between race and the mother’s 
level of education, father’s level of education, and the student’s perception of family income.   

 A one-way analysis of variance was conducted to evaluate the difference among a 
student’s parental level of education, their perception of family income, and academic 
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achievement.  Mother and father’s level of education included six levels:  12th grade or less, high 
school graduate or GED, some college or technical school, bachelor’s degree, graduate degree, 
and prefer not to answer.  Due to the small sample size only four levels were utilized:  12th grade 
or less, high school graduate or GED, some college or technical school, and bachelor’s degree.  
Perception of family income included four levels:  is not enough, allows us to live day by day, 
allows us to have a small savings, and is plenty.  One-way analysis of variance was used to 
calculate the mean differences for both parental levels of education and perception of family 
income on academic achievement.  The ANOVA was significant F(3,69) = 3.82, p = .01 between 
the father’s level of education and academic achievement.  The student’s average GPA was 
highest for fathers who have their bachelors degree and lowest for the completion of some 
college, associate’s degree, or technical training (Table 1).  The strength of the relationship, as 
assessed by η2, was strong, with the father’s level of education accounting for 14% of the 
variance of the student’s academic achievement.  There was no significance between academic 
achievement and the mother’s level of education (p = .27) and perception of family income (p = 
.24) as demonstrated in Table 2. 

Table 1 
Descriptive Statistics 

Father's level of education and Academic Achievement (GPA) 

Highest Education - Father Mean 
12 grade or less 3.1405 
High School Grad or GED 3.2794 
Some College or Associates Degree or Tech 
Training 

2.8914 

Bachelors Degree 3.5395 
Total 3.2473 

 

Table 2 
One Way - ANOVA 
Parental Levels of Education, Perception of Family Income 
and Academic Achievement    

Source df 
Mean 
Square F p η2 

Father's Level of Education 3 1.296 3.822 .014 .143 

Mother's Level of Education 3 .540 1.338 .268 .049 

Perception of Family Income 3 .556 1.427 .240 .047 

 

 Follow-up tests were conducted to evaluate pairwise differences among the means 
between the father’s level of education and academic achievement.  Post hoc comparisons were 
conducted with the use of the Scheffe as there was no significant difference (p = .1) in the Test of 
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Homogeneity of Variance   There was a significant difference in the means between the father’s 
with some college experience and those who had attained their bachelor’s degree, but no 
significant difference between the other groups.  The fathers who had attained their bachelor’s 
degree had a greater mean and a positive effect on the student’s level of academic achievement 
in college than the ones who had no college or associate degree.  The 95% confidence interval 
for the pairwise differences, as well as the means and standard deviations for the father’s level of 
education are reported in Table 3. 

Table 3 

Post-Hoc Comparison - Scheffe 

Fathers’ Level of Education and Academic Achievement 

Highest Level of Education 
- Father 

Highest Level of Education - 
Father 

Mean 
Difference 

Std. 
Error p 

12 grade or less High School Grad or GED -.1389 .19151 .913
Some College or Associates 
Degree or Tech Training 

.2491 .20508 .689

Bachelors Degree -.3990 .18235 .198
High School Grad or GED 12 grade or less .1389 .19151 .913

Some College or Associates 
Degree or Tech Training 

.3880 .20748 .329

Bachelors Degree -.2601 .18505 .580
Some College or Associates 
Degree or Tech Training 

12 grade or less -.2491 .20508 .689
High School Grad or GED -.3880 .20748 .329
Bachelors Degree -.6481 .19906 .019

 

Scholarly Significance 
 
 The impact that family income has on student achievement is not as evident as the 
researchers thought.  Many studies have now contrasted the popular belief that college students 
from high socioeconomic families will outperform students from low socioeconomic families on 
academic achievement.  These studies focus on other underlying factors such as the number of 
work hours per week, institution type, length of enrollment, age of the student and family 
background (Paulsen & St. John, 2002; Terenzini, Cabrera, & Bernal, 2001).  R. Stinebrickener 
and T.R. Stinebrickner (2003) illustrated that income is less significant with increased parental 
educational attainment.  This coincides with the results of the present study, that a student’s 
perception of family income does not impact academic achievement.  In fact, fathers who 
support their child’s education leads mothers to follow and will often result in financial support 
further enhancing opportunities and resources in education (Flouri & Buchanan, 2004; Flouri, 
2006).    

 The research of Crockett, Eggebeen, and Hawkins (1993) contradicts the researchers’ 
findings in that they found maternal educational attainment impacts student achievement.  
According to the results, paternal support of education significantly impacts academic 
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achievement while the maternal education level has no signifiance.  However, Cabrera, Tamis-
LeMonda, Bradley, Hofferth and Lamb (2000) showed that families with active fathers will 
foster maternal involvement in the household resulting in a support system that fosters 
educational attainment and positive long-term contributions (Flouri, 2006).  The researchers can 
conclude that a household with an active father will afford the college student with positive 
reinforcements assisting in greater academic achievement. 

While prior studies showed that family income had an effect on student achievement 
(Walpole, 2003; Walpole & Titus, 2006), the results of the present study showed no significant 
difference.  Contrary to previous research that indentified race and ethnicity as affecting 
academic achievement (Cokley & Chapman, 2008; Perna & Titus, 2005), the researchers’ results 
did not establish a connection between race, ethnicity, and academic achievement.  The 
researchers’ findings concurred with prior literature that showed the importance of parental 
education levels and its impact on college student achievement.  However, the researchers’ 
results differed in that the fathers’ education level was significant as opposed to the mothers’ 
education level (Ortiz & Dehon, 2008). 

 
The Researchers’ findings are important to high school guidance departments and 

institutions of higher education.  High school guidance counselors should provide added support 
or resources to college bound students whose parents, particularly the fathers, have no college 
education.  Similarly, colleges should consider partnering with local high schools to provide 
mentors to students in this category, as a means to recruit and successfully retain them. 
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1. Introduction 

 

Recently, oral reading has come to be perceived among researchers and teachers as a basic step in 

improving foreign language learners’ speaking ability. Gabrielatos (2002), for instance, reviews the value 

of oral reading as speaking and pronunciation practice as well as reading practice. Tsuchiya (2004) asserts 

that oral reading is a speaking activity rather than reading activity, and that it should be considered as one 

of the oral communication activities. Similarly, various useful types of oral reading which teachers can use 

in their English classes have been shown and the potential of oral reading as speaking practice has been 

confirmed (e.g., Ito, 2008; Tsuchiya, 2004; Yasuki, 2010). The previous study (2011) disclosed that oral 

reading can be a good preparatory practice in speaking if it is accompanied with the process of semantic 

and grammatical verification and restructuring. This paper will report on further experimentation which 

investigates whether learners’ speaking ability will be improved if the practice in oral reading which raises 

learners’ cognitive load is carried out in actual classes for a certain period of time. 

 

2. A Theoretical Background of the Experiment 

 

2.1 Speaking process and oral reading process 

A number of models of the oral reading process have been proposed so far (e.g., Goodman,1968 ; 

Miyasako, 2008; Morikawa, 2009). The present study, based on Morikawa’s (2009) model, presents the 

process of “read and look up” (R&L Oral Reading) and “personalized oral reading (Personalized OR)” (Ito, 

2008) in Figure 1. The reason we focus on R&L Oral Reading and Personalized OR is because the process 

of R&L Oral Reading and Personalized OR is partly similar to that of speaking (to be discussed more in 

detail later). From this model are omitted the short-term memory and the long-term memory. The squares 

(visual input, sentence, and oral output) within the model represent what is produced within the process. 

The ellipses (graphic decoding, semantic and grammatical decoding, semantic and grammatical verification 

or restructuring and phonological encoding) represent what takes place within the process. 

 Figure 1 also reports a simplified model of the speaking process. It is based on Levelt’s (1989) 

model of speaking. The short-term memory and the long-term memory are omitted. As is the case of R&L 

Oral Reading and Personalized OR process, the squares (message, sentence, and oral output) within the 

model represent what is produced within the process of oral reading production. The ellipses (semantic and 

grammatical encoding and phonological encoding) represent what takes place within the process. 

In the process of R&L Oral Reading, learners first look at the visual input and identify the linguistic 

forms (sentences) included in the visual input, referring to their graphic knowledge. Typically, learners put 

those linguistic forms into their short-term memory before they look up and start to read aloud the text. 

Then learners transform the linguistic forms contained in their short-term memory into the oral output 

through phonological encoding, referring to their phonological knowledge. Some learners may conduct 



R&L Oral Reading without understanding the message included in the text. However, others, in addition to 

identifying the linguistic forms contained in the visual input, try to understand the message included in the 

text through semantic and grammatical decoding, referring to their lexical and grammatical knowledge 

before they look up and start to read. Then those learners verify the correspondence between the linguistic 

forms and the message, mobilizing their lexical and grammatical knowledge. If the correspondence is 

verified in their short-term memory, they transform the sentence into the oral output through phonological 

encoding, referring to their phonological knowledge. 

In the process of speaking, on the other hand, speakers first create a message in their mind. The 

message is then encoded semantically and grammatically into a sentence. In this activity, speakers refer to 

their lexical and grammatical knowledge. Then speakers turn the sentence into phonetic sounds, referring to 

their phonological knowledge.  

Oral Reading Process (read-and-look-up) Oral Reading Process (personalized oral reading)

visual input visual input

Speaking Process

Figure1.  Common Elements Between Oral Reading and Speaking
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When we compare the process of R&L Oral Reading and the process of speaking represented in 

Figure1, we can see that R&L Oral Reading and speaking share some elements (colored parts in Figure 1) 

within their process. In the process of oral reading such as R&L Oral Reading, grammatical and semantic 

verification is involved while in the speaking process, grammatical and semantic encoding is involved. The 

process of verification is close to that of encoding in that learners have to pay careful attention to semantic 

and syntactic features while conducting oral reading. This process raises learners’ cognitive load to a 

similar degree as in speaking. This is the reason we have focused on R&L Oral Reading in the present 

study as an oral reading activity which may improve learners’ speaking proficiency. 

In addition to R&L Oral Reading we focus on another type of oral reading, Personalized OR, which 

can be considered to have much in common with speaking as well. This is a much more speaking-oriented 

than R&L Oral Reading. In Personalized OR, learners read aloud a text about some famous person, 

pretending as if they were the famous person themselves. For example, learners read aloud a text about the 

life of Mother Teresa or Helen Keller, pretending as if they were Mother Teresa or Helen Keller. The 

following is a part of the text about the life of Mother Teresa (Mother Teresa, Penguin Readers, p.3). 



a) She wanted to be a nun in India. Her mother was very unhappy about this. She loved her daughter 

and did not want to say goodbye to her.  

Learners are required to read aloud this passage, pretending as if they were Mother Teresa as follow:  

b) I wanted to be a nun in India. My mother was very unhappy about this. She loved me and did not 

want to say goodbye to me. 

In order to carry out this Personalized OR successfully, learners have to change personal pronouns 

from third-person pronouns to first-person pronouns in real time while conducting Personalized OR. It 

cannot be said that they only have to change the pronouns automatically. For instance, using the text 

“Mother Teresa” above, learners have to think about which “she” or “her” indicates Mother Teresa. When 

“she” or “her” indicates Mother Teresa’s mother, they must not change the third pronoun into the first 

pronoun. In this way, learners have to read the text silently ahead of the passage they are going to read 

aloud through semantic and grammatical decoding. And they have to make necessary modifications quickly 

and restructure sentences. What is the most important about this Personalized OR is that learners construct 

new sentences, in a way, on the basis of the message contained in the text. This is exactly what happens 

within the process of speaking, the only difference being that learners have to create their own message in 

speaking. This is the reason why Personalized OR can be considered to be more speaking-oriented than 

R&L Oral Reading 

 

2.2 Oral Reading and Cognitive Load 

    In the process of R&L Oral Reading, when learners try to understand the message included in the text 

through semantic and grammatical decoding, they go through the process of verification. In this case, their 

cognitive load is raised, because they have to pay careful attention to semantic and syntactic features. 

However, this verification is voluntary. When learners conduct R&L Oral Reading without understanding 

the message of the text, their cognitive load may not be raised. It is also true of Personalized OR process. In 

the process of Personalized OR, when learners change personal pronouns from third-person pronouns to 

first-person pronouns in real time while understanding the meaning of the message, they go through the 

process of restructuring. However, this restructuring is also voluntary when they change pronouns 

automatically without understanding the meaning of the message. Therefore, in the process of both R&L 

Oral Reading and Personalized OR, their cognitive load will only somewhat be raised to a middle level, 

because the process of verification or restructuring is voluntary. 

In order to make learners’ cognitive load high, the present study proposes that learners should perform 

the activity of “personalized Q & A’s (Personalized Q&A)”. In this activity, learners are required to answer 

the questions from their instructor or peers, pretending they are the famous person of the text they are 

reading.  

Using the text Donald Radcliff, the following personalized questions will be asked of learners. 

(a) Where did you want to go to work as a nun? 

(b) Why was your mother unhappy about your dream? 

(c) How did you feel when you knew that your mother didn’t want you to go to India?  

Question (a) and (b) are called “a factual question” and “a referential question” 
respectively (Howatt & Dakin, 1974) and the right answer can be found in the text. On the 
other hand, in Question (c), learners cannot find the answer in the text. They have to guess 
how Mother Teresa feels and then create their own answer by themselves. This type of question 

is called “a personal question” (Howatt& Dakin, 1974).  



In Personalized Q & A, learners not only have to understand the questions from other 
peers or their instructor but also have to construct new sentences promptly in order to answer 
them. The following is an example of Personalized Q & A of the text about Mother Teresa 
above. 

A: Where did you want to go to work as a nun? 
B: I wanted to go to India. 
A: Why was your mother unhappy about your dream? 
B: Because she really loved me and she didn’t want to say good-bye to me. She didn’t want 

to live separately with me.  
A: How did you feel when you knew that your mother didn’t want you to go to India? 
B: I was also sad because I loved my mother, too. However, I loved the work of 

missionaries and I wanted to live only for God. I decided to live only for Him. 
This kind of Personalized Q& A will be possible between an instructor and learners. 

When learners get used to this activity, it will be also possible between learners themselves. 
In Personalized Q &A, learners listen to the questions, which sometimes are not what 

learners expect to be asked. In order to answer those questions, they have to construct new 
sentences, using relevant words and expressions contained in the text.  It will be also 
possible that learners cannot use the words and expressions included in the text. In that case, 
they have to prepare their own message and construct their original sentences. In this way, 
Personalized Q & A will improve the authenticity of oral reading, and this process of Personalized Q & A is 

more likely to happen in speaking. When learners ask the questions, they usually answer them, looking at 

the text. Therefore, the present study regards Personalized Q&A as one of oral reading activities and 

defines Personalized Q&A as high cognitive lord oral reading, while R&L Oral Reading and Personalized 

OR as middle cognitive lord oral reading and “simple oral reading” (Simple Oral Reading) as low cognitive 

load oral reading. 

  

3. Experiment 

 

3.1 Purpose of the study 

The previous research (2011) compared three types of oral readings – (1) Simple Oral Reading, (2) 

R&L Oral Reading and (3) “read-and-look-up combined with personalized oral reading” (R&L with 

Personalized OR) – in terms of their relation with speaking ability investigated to Japanese high school 

students. The results showed that R&L with Personalized OR correlated most to speaking ability. This 

experiment disclosed that embedding semantic and grammatical verification in oral reading will guarantee 

a high correlation with speaking ability. In order to further investigate this issue, this paper will investigate 

the following hypothesis; if oral reading instruction which involves high cognitive load is continued for a 

certain period of time, learners’ speaking ability can be improved.  

 

3.2 Participants 

The participants in this study were 69 Grade 10 upper secondary school pupils. All of the 

participants were girls. This experiment was conducted in a private upper secondary school where the 

author works.  

 

3.3 Procedure 



3.3.1 Framework of the experiment 

The experiment was conducted from the beginning of May 2011 until the beginning of July 2011 at 

an upper secondary school where the author works. The pre-test was conducted before the experimental 

treatment and the post-test after it in order to investigate the efficiency of the three different treatments in 

improving speaking ability. The first 15 minutes in each regular English lesson were assigned for the 

experimental treatment for two months. The textbook Donald Radcliff (Penguin Readers) was used for all 

the groups as a text for oral reading practice. 

 

3.3.2 Pre-test 

The pre-test was conducted at the beginning of the experiment to grasp the participants’ speaking 

proficiency. It was conducted on the first day of the experiment. There were two parts in the pre-test. In the 

first part, the participants were asked to answer the following questions in English: 

1) After you graduate from school, what do you want to study and want to do in the future?  

2) Suppose you win the lottery and get 100 million yen, what would you like to do? 

In the second part, the participants were requested to tell a story in English, looking at three coherent 

pictures given as cues for speaking. This test is similar to the tests of speaking which are used in the second 

stage of the Pre-second Grade Test conducted by the Society for Testing English Proficiency (STEP).  

The pre-test was conducted in the CALL room. Voice data was collected using a digital voice 

recorder with a headset microphone. Each participant’s speaking performance was evaluated against four 

criteria for each group; content, fluency, attitude, and grammatical accuracy. The first author and an 

assistant English native teacher evaluated each participant’s speaking performance. Five levels of 

performance (1 to 5) were assigned to each of the four criteria. The total score is twenty points (five points 

for four criteria). Since the inter-reliability between two evaluators was moderate (r= 0.6 131, p=0.000), the 

evaluation by each evaluator was adopted as it was.  

 

3.3.3 Experimental Treatment of the Different Group of Participants 

The participants were divided into three groups according to different degree of cognitive load 

accompanying the oral reading activities they were engaged in (table 1). All the groups used the same 

textbook, and the time allocated for all the groups was 15 minutes per lesson. All the groups read two or 

three paragraphs of the text at the beginning of each lesson. 

Group A received only Simple Oral Reading instruction. The participants read aloud the same text 

three times every lesson. First, after the instructor (the author) explained the grammatical points which 

seemed to be difficult for the participants, the sentences were translated into Japanese if necessary. Then 

the participants listened to the CD and repeated after the CD. Second, the participants read aloud the same 

text individually. Finally, the participants read the text orally with CD (Parallel oral reading). 

Group B received the instruction of R&L Oral Reading and Personalized OR. The translation of the 

text was delivered beforehand, but the grammatical points which seemed to be difficult for the participants 

were explained if necessary. The participants listened to the CD and repeated after the CD. Then they were 

asked to conduct R&L Oral Reading. Finally they were asked to conduct Personalized OR. 

 



Table 1: Experimental Treatment for the Three Groups of the Participant

Oral Reading Activities Group A Group B Group C

simple oral reading ○

read and look up ○

personalized oral reading ○ ○

read and look up combined with personalized oral reading  ○

personalized Q&A ○

Time for Oral Reading Activites 15m 15m 15m
Cognitive Load low middle high  

 

Group C received the instruction of Personalized OR, and R&L Oral Reading with Personalized OR, 

and Personalized Q&A. The translation of the text was delivered beforehand, but the grammatical points 

which seemed to be difficult for the participants were explained if necessary. The participants listened to 

the CD and repeated after the CD. Then they were told to conduct Personalized OR and R&L Oral Reading 

with Personalized OR. When participants finished reading for a certain degree of the text (chapter 1), 

Personalized Q&A was conducted. The participants made a group (from three to four participants) and 

made questions individually about the text they were reading. Then one pupil within the group pretended to 

be the famous person of the text (in this case, Daniel Radcliff). Other pupils within the same group asked 

the questions they made, and every time they had to ask at least one question. The pupil who pretended to 

be the famous person answered them. All the pupils received the same experiment treatment under the 

same set of conditions.     

 

3.3.4 Post-test 

The post test was conducted to capture possible changes in speaking proficiency brought about by the 

three different experimental treatments. The participants were asked to answer the same questions under the 

same set of conditions as in the pre-test.  

 

4. Results of the Experiment 

 

4.1 Method of analysis 

 In order to capture the improvement of the participants’ speaking ability, we analyzed the results of 

the speaking test given to the three groups in the pre-test and the post-test. In total, 69 speaking 

performances of the three groups were analyzed, excluding the performances of those who could not take 

either the pre-test or the post test for one reason or another and those whose performance could not be 

recorded properly or those whose voice was too small for the evaluators to evaluate their performance. 

The performance of the participants was evaluated against the four criteria mentioned above; content, 

fluency, attitude, and grammatical accuracy as indicated in Appendix. The author and a native English 

teacher who works at the same school of the author evaluated the performance of the participants. Five 

levels of performance (1 to 5) were prepared for each of the four criteria. The total score is 40 points (two 

parts of speaking tests of five points for four criteria).Since the inter reliability between the two evaluators 

was high (r=0.865, p=0.000), the evaluation by each evaluator was adopted as it was. 

 

4.2 Descriptive statistics 



Table 2 provides the descriptive statistics concerning the result of the speaking test conducted as the 

pre-test and as the post-test for Groups A, B and C. It provides the differences between pre-test and 

post-test, as well as the mean scores (M) and standard deviation (SD) for the pre-test and post-test. 

 
When we look at differences between the pre-test and the post-test, the results indicated that all three 

groups demonstrated improvement. In particular, Group C showed the largest difference of improvement. 

Figure 2 shows the results reported in Table 2 schematically. 
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In order to investigate the hypothesis, an ANCOVA (analysis of covariance) was carried out. The 

reason for using an ANCOVA instead of a two-way ANOVA is that it is apparent the groups were not 

equal at the beginning of the experiment if we look at the pre-test means in Table 2.While Group A and 

Group C showed very similar means, Group B’s mean was considerable higher. Because of this difference, 

a two-way ANOVA could not be employed. 

 

4.3 Verification of the hypothesis 

For an ANCOVA, the pre-test score functioned as a covariate and the post-test as the dependent 

variable. Several conditions had to be met in order to perform ANCOVA. 

To begin with, the study checked if there would be an interaction between the covariate (the pre-test) 

and the independent variable (the treatment). Since the result was F(2, 63)=0.1586, p=0.8536, this 

interaction was not statistically significant (p>0.05), which means the slopes of regression lines were 

almost parallel. We checked that there was a linear relationship between the covariate and the independent 

variable and that there was homogeneity of regression slopes. 

group n M SD M SD
A 22 37.41 4.06 38.86 4.39 1.45
B 30 41.93 5.49 42.63 4.65 0.7
C 17 37.94 3.78 42.59 5.16 4.65

pre-test post-test

Table2. The Result of the Speaking Tests

difference



Next, Leven’s test for equality of variance was performed in order to check that the assumption of 

equality of variance was not violated (p>0.05). The result showed that error variance of the dependent 

variable (the post-test) was equal across groups since F(2,66)=0.448, p=0.641. 

Furthermore, another test evaluated if there was an interaction between covariate (the pre-test) and 

dependent variable (the post-test). In other words, this test was carried out to see if the regression 

coefficient was significant or not (p<0.05). The result was significant F(1,65)=29.114, p=0.000, which 

means that the covariate (the pre-test) was significantly related to the dependent variable (the post-test).  

Since all the conditions were met, we proceeded to perform the ANCOVA test.  

 

Table 3 shows the ANCOVA results of the tests of between-subjects effects. The treatment (Group A, 

B and C) is the independent variable. The results showed that there was a significant effect between groups, 

F(2,65)=3.671, p=0.031. Therefore, a subsequent Bonferroni’s multiple comparison test was carried out to 

determine which group differed significantly from the other. The post-test was used as a dependent variable. 

Table 4 indicates the results of Bonferroni’s multiple comparison test.  

 

Table 4. The Results of  Multiple Comparison

A , B 40.034 41.279 1.245 1.038 0.910
A , C 40.034 43.462 3.428 2.695 0.027
B , C 41.279 43.462 2.183 1.727 0.267

pSource
adjusted
mean 1

adjusted
mean 2

difference t

 

 

When we look at the adjusted means, the adjusted mean of Group A is 40.034 and that of Group B is 

41.279 and that of Group C is 43.462. Adjusted mean scores suggest that Group C increased the speaking 

proficiency most while Group A decreased the speaking proficiency most. The results also revealed there 

was a significant difference only between Group A and Group C (p=0.027). There was no significant 

difference between Group A and Group B (p=0.910), or between Group B and Group C (p=0.267). This 

result seems to suggest that the learners conducting high cognitive load oral reading had more advantage to 

their oral proficiency compared with those conducting low cognitive load oral reading and middle cognitive 

load oral reading. 

 

5. Discussion  

 

The experiment tried to verify a working hypothesis that learners’ speaking ability would be 

improved if oral reading instruction which involves high cognitive load is continued for a certain period of 

Table 3. Tests of Between-Subjects Effects

Treatment 113.722 2 56.861 3.671 0.031
pre-test(Covariate) 450.925 1 450.925 29.114 0.000

Residual 1006.75 65 15.489

Total 1668.812 68

       pSource of Variation
Type Ⅲ
Sum of

Squares
           DF

Mean
Square

       F



time. To verify this hypothesis, three groups were divided according to the different degrees of cognitive 

load accompanying the oral reading activities they were engaged in. Group A received the instruction of 

low cognitive load oral reading such as Simple Oral Reading and Group B received the instruction of 

middle cognitive load oral reading such as R&L Oral Reading and Personalized OR while group C received 

the instruction of high cognitive load oral instruction such as Personalized Q&A including Personalized OR, 

R&L with Personalized OR.  

When we look at the result of differences between the pre-test and the post-test, Group C showed the 

largest difference of the improvement. In addition, Bonferroni’s multiple comparison test as in Table 4, the 

adjusted mean of Group C was highest. These two statistical facts prove that high cognitive oral reading 

instruction may offer some benefits to improve Japanese secondary school students’ speaking ability. 

Furthermore, there was significant difference between Group A and Group C. This suggests learners 

conducting high cognitive oral reading improve their speaking ability more than learners conducting low 

cognitive oral reading. However, significant difference was not found between Group A and Group B and 

between Group B and Group C. One of the most likely reasons for this is that because the verification and 

restructuring were voluntary for the participants of Group B when they conducted middle cognitive lord 

oral reading such as R&L Oral Reading and Personalized OR. Not all of the participants of Group B 

conducted the verification and restructuring in the process of R&L Oral Reading and Personalized OR. In 

fact, some participants of Group B were seen trying to finish R&L Oral Reading or Personalized OR as 

quickly as possible during lessons because they were allowed to sit down if they have those activities done. 

Therefore, their cognitive load was not as high as we had expected.  However, if we spend more time 

conducting the experiment, for instance half a year, the effect of middle cognitive load oral reading may be 

significant. This will need to be further investigated.  

Although the significant difference was not found between Group A and Group B or between Group 

B and Group C, low cognitive load oral reading and middle cognitive lord oral reading may be an important 

ingredient for conducting high cognitive load oral reading. This is because it is difficult for learners to carry 

out conducting high cognitive load oral reading immediately. For instance, it is difficult for learners to 

conduct Personalized Q&A without going through Personalize OR. In that sense, low and middle cognitive 

load oral reading will be a preparatory oral reading for high cognitive oral reading. However the practice of 

only low cognitive load oral reading or middle cognitive load oral reading is not enough if we want to make 

learners’ speaking ability improved. 

 

6. Conclusion 

 

This study examined whether learners’ speaking ability can be improved if oral reading instruction 

which involves high cognitive load is continued for a certain period of time. A two-month experiment was 

conducted to verify this hypothesis with the first-year upper secondary school pupils as the participants. 

The participants were divided into three groups according to the different degrees of cognitive load 

accompanying the oral reading activities they were engaged in. The result of the experiment disclosed 

different levels of improvement in the participants’ speaking ability, depending upon different degrees of 

cognitive load of the oral reading activities; greater cognitive load lead to greater improvement in speaking 

ability. This finding endorses the pedagogical value of oral reading activities as preparatory practice in 

speaking as long as they involve high cognitive load. 

We must admit the period of the experiment is a limitation. It is probable that the two-month period 

of the experiment was rather too short to improve their speaking ability although some improvement was 



found among pupils who conducted the high cognitive lord oral reading. In fact, we suppose that it will be 

rather difficult to improve their English speaking ability in a short period of time. We need to investigate 

further experiments during longer period. 
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Introduction

Increasing student diversity and a shift toward mainstreaming in contemporary
classrooms have compelled a change in teaching methods, strategies and programming.
Legislation in most developed countries around the globe now mandate that all
students, irrespective of ability, are to be provided with equitable learning
opportunities, thereby providing them with prospects to find their places in the rapidly
changing global community. This has consequently impacted on the role of the
mainstream classroom teacher. Teachers are now obliged to deliberately differentiate
instruction to cater for this increasing diversity, and to assist students with identifying
their strengths to allow them to be productive members of this community. The
attitudes of teachers however, remain integral to the success of differentiation in the
classroom. Departing from Ajzen’s (1991) Theory of Planned Behaviour, and Bandura’s
(1986) Theory of Social Cognition, this paper investigates the potential barriers
perceived by classroom teachers toward the implementation of differentiated
instruction.

Utilising a comprehensive review of the literature in this field, the paper identifies and
discusses potential barriers to the successful implementation of differentiated
instruction in contemporary schools. Among other factors, this study considers
attitudes toward change, administrative barriers, class size, specialisation, professional
development, the frequency of implementing differentiated instruction and the belief
that such strategies are indeed successful, as potential barriers to the successful
implementation of differentiated instruction.

The paper includes recommendations relating to overcoming these barriers in
contemporary schools. An identification of, and an exploration into potential barriers
toward the successful implementation of differentiated instruction, will provide
educational authorities, planners and consultants with opportunities to work alongside
teachers to overcome these obstacles. This may consequently result in successful
teaching and learning outcomes in the classroom.

In summary, his paper begins by providing an overview of the increasing need to
implement differentiated instruction in contemporary schools. This is followed by the
discussion of a grounded learning theory which supports the premise that attitudes are
indeed integral factors determining behaviour. Finally, and most importantly, the paper
provides a comprehensive synthesis of the literature relating to factors that may come
to impact upon teachers’ attitudes toward the implementation of differentiated
instruction in the classroom.

Differentiated Instruction as a Response to Student Diversity

Leading educationalists point out that a chief objective of differentiated
instruction is to take full advantage of every student’s ability to learn (Tomlinson,
2001a, 2001b, 2004, 2005; Tomlinson, Brimijoin, & Narvaez, 2008). Differentiated
instruction acknowledges that students have varying learner profiles, and that teachers
should be responsive and flexible in responding to this variance (Tomlinson, et al.,
2008; Tomlinson & Strickland, 2005). In addition, differentiation may be performed in a



variety of ways, and if teachers are willing to use this philosophy in their classrooms,
they will be opting for a more effective practice that responds to the diverse needs of
learners (Hall, Strangman, & Meyer, 2009; Tomlinson, 2000, 2005; Tomlinson, et al.,
2008).

Consequently, the implementation of differentiated instruction is intended to
render the educational process more accessible to all students, by urging teachers to
cater for diverse abilities, backgrounds and experiences (George, 2005; Tomlinson, et
al., 2008; Tomlinson & Strickland, 2005). As a starting point, a comprehensive review of
the research and thinking behind this model was conducted by the researcher, and
formed a point of departure for the current study (Subban, 2006). This review
highlighted the argument that differentiated instruction is not merely a response to
increasing learner variance, but stems also from systematic research based on the
workings of the human brain, the multiple intelligences and on varying learning styles
(Subban, 2006). This need to cater for diverse ability levels has prompted several
education departments to recommend that teachers under their jurisdiction implement
differentiated instruction as their regular practice (Association for Supervision and
Curriculum Development, 2011; Council on Alberta Teaching Standards, 2009; Kansas
State Department of Education, 2008; Ministry of Education Singapore, 2011;
Santamaria, 2009; State of Victoria Department of Education and Early Childhood
Development, 2010).

The Centrality of Teachers’ Attitudes

Research alludes to the view that educational reform and innovation, such as those
occurring in the current context, happens within the framework of discussion among
principals, educational authorities and even parents, but one of the key players, the
classroom teacher, often becomes a marginalised participant (Australian Education
Union, 2004; Fullan, 2007; Liew, 2010; Marantz-Cohen, 2002; McGhan, 2002; Meister,
2010; The Australian Teacher, 2011; Tomazin, 2008; Tyack & Cuban, 1995;
Zimmerman, 2006). Teachers are viewed as integral to the process of reform, as their
daily decision-making assists in the implementation and the success of such reform
(Australian Education Union, 2004; McGhan, 2002; Meister, 2010; Tomazin, 2008). It is
imperative that teachers are central to reform processes rather than introducing
legislation that compels them to change, without consultation (Marantz-Cohen, 2002;
McGhan, 2002; Tomazin, 2008; Zimmerman, 2006). Fullan (2007) contends that
“educational change depends on what teachers do and think – it’s as simple and as
complex as that” (p. 117). In addition to this, other research reveals that teachers may
be generally resistant to change, reform and innovation, due to among other things,
scepticism, distrust, a lack of ownership, a perceived lack of benefit, and a lack of
motivation (Hunzicker, 2004; Marantz-Cohen, 2002; Richards, 2002; Zimmerman,
2006).

Marantz-Cohen (2002) asserts that healthy teaching environments foster healthy
academic institutions. Teachers are significant players who transmit, exemplify, and
communicate the philosophy and ethos of a school (Marantz-Cohen, 2002). Indeed,
teachers are the one unchanging entity in a culture that is, by definition, always
variable (Marantz-Cohen, 2002). As they are the secure and contracted custodians of
the school's values and ethos, it is critical that teachers hold positive attitudes toward



their choice of instructional practice and the values of the institution they support
(Marantz-Cohen, 2002):

For a school to be an intellectual center, for it to have the ethos, the sense of
community, and the "spirit" that so many parents and administrators seek, it must
celebrate the work of its teachers in a way that is rarely seen in public schools. It
must attend to the needs of teachers, it must accommodate their sensibilities, and it
must treat the teachers' contributions with as much genuine concern as it does
those of any other constituency - maybe more. (p.2)

Consequently, several researchers in the field of education affirm the view that
teachers’ attitudes are integral to the success of new policy and programming (Forlin,
1997; Marantz-Cohen, 2002; McGhan, 2002; Meister, 2010; Torff & Byrnes, 2011; Tyack
& Cuban, 1995; Zimmerman, 2006). However, there is a dearth of scholarly research
focusing specifically on the attitudes of contemporary teachers toward the
implementation of differentiated instruction. Studies in this field have focused largely
on the impact on student learning (Cox, 2008; Farrish, 2009; Graham, 2009; Huss-
Keeler & Brown, 2007; Reis, McCoach, Little, Muller, & Kaniskan, 2011). Few
documented studies focus primarily on the attitudes of teachers toward the
implementation of differentiated instruction. Teachers’ attitudes, which remain an
integral element to the success of the implementation of differentiated instruction,
require closer investigation.

Attitudinal studies involving teachers have highlighted several factors that may
impinge on the formation of either negative or positive attitudes toward the construct
being measured. Within the context of the current research, these factors have been
honed down to macro, overarching factors, such as the factors influencing the frequency
of implementing differentiated instruction (Campbell, 2009; Levy, 2008); time
constraints and administrative barriers (Farrish, 2009; Meister, 2010); the
implementation of and experimentation with new techniques (Richards, 2002); and a
teacher’s belief in the success of reform initiatives (Yost, 2006). More specific
demographic variables which have come to be associated with teachers’ attitudes
toward the implementation of varying instructional techniques and programs, have
included gender and age (Briggs, Johnson, Shepherd, & Sedbrook, 2002) ; level of
qualification and teaching experience (Leonard, 2007); learning area, school location
and class size (Wilkins, 2010); professional development and prior knowledge relating
to the implementation of varying instructional strategies  (Blozowich, 2001; Čagran & 
Schmidt, 2011; Wilkins, 2010).

Conceptual and Theoretical Framework

The academic and empirical framework for this project is based on two
grounded theories – Ajzen’s (1991) Theory of Planned Behaviour and Bandura’s (1986)
Theory of Social Cognition. Both these philosophies consider the critical role of attitudes
as determinants of an individual’s behaviour and beliefs.



Ajzen’s Theory of Planned Behaviour

This study was based on Ajzen’s (1991) Theory of Planned Behaviour, an extension of
the Theory of Reasoned Action (Ajzen, 1991, 1998). This widely applicable model
emanating from the field of social psychology has been used as a framework to
determine behaviour arising from attitudes (Ajzen, 1991). According to the theory, an
individual’s intention to perform a behaviour is a combination of attitude toward
performing the behaviour; the subjective norm; and perceived behavioural control
(Ajzen, 1991, 1998; Ajzen & Fishbein, 1977). An individual will intend to perform a
certain behaviour when he or she evaluates it positively (Ajzen & Fishbein, 1977).
Attitudes are determined by the individual’s beliefs about the consequences of
performing the behaviour (behavioural beliefs), weighted by his or her evaluation of
those consequences (outcome evaluations) (Ajzen, 1991, 1998). The subjective norm is
essentially the perceived social pressure to engage or not to engage in a behaviour
(Ajzen, 1991).

With regard to the current research, Ajzen’s (1991) theory can be used to postulate that
the attitudes of teachers toward the implementation of differentiated instruction, will
determine their eventual behaviours, i.e., whether to implement differentiated
instruction or not. The formation of attitudes toward the implementation of
differentiated instruction (the behaviour) may be linked to behavioural beliefs (i.e.,
whether the implementation of differentiated instruction produces the desired and
expected outcomes in the classroom); normative beliefs (ie, the expectation to comply
with differentiated instruction according to previous knowledge and relevant training);
control beliefs (factors that may aid or hamper the implementation of differentiated
instruction, such as, a respondent’s qualifications, training, class size, learning area, and
school location); and the subjective norm (i.e., the expectation from educational
authorities and principals to implement differentiated instruction to address the
growing diversity in schools). Additionally, it may be hypothesized that if teachers hold
favourable attitudes toward the implementation of differentiated instruction, and they
perceive that they are able to implement differentiated instruction (perceived
behavioural control); the more likely they are to implement differentiated instruction in
the classroom.

Bandura’s Theory of Social Cognition

Further to this, Bandura’s (1986) Social Cognitive Theory posits the belief that
human behaviour is a function of inner processes, and a result of an interaction
between personal and environmental factors (Bandura, 1986). Bandura (1986)
proposed a theory of human functioning, which reveals a relationship among cognitive,
vicarious, self-regulatory, and self-reflective processes. Individuals are said to be self-
organizing, proactive, self-reflecting and self-regulating rather than as reactive
organisms created and guided by environmental forces or directed by inherent factors
(Bandura, 1986). The manner in which individuals translate the results of their own
behaviour informs and alters their environments and the personal factors they possess
which, in turn, inform and alter subsequent behaviour (Bandura, 1986; Pajares, 2002).
This is the foundation of Bandura's (1986) conception of reciprocal determinism, the
view that (a) personal factors in the form of cognition, affect, and biological events,



(b) behaviour, and (c) environmental influences create interactions that result in a
triadic reciprocality (Pajares, 2002).

Consequently, in applying Bandura’s (1986) Theory of Social Cognition to this
project, it may be theorized that attitudes, a psychological process, can be a powerful
determinant of behaviour. In this regard, it may be suggested that teachers’ attitudes
toward the implementation of differentiated instruction, are a product of environmental
factors (for example, class size and school location, the amount of training received with
regard to implementing differentiated instruction, and previous knowledge relating to
the implementation of differentiated instruction) and individual factors (such as age,
gender, and qualifications). These factors may impinge on a teacher’s intention to
implement differentiated instruction; and subsequently on their beliefs in their ability
to implement differentiated instruction. Furthermore, it may be theorized that teachers
are self-organising, proactive individuals who alter their personal factors and in so
doing alter their environments (i.e., teachers may actively engage in professional
development and training to enhance their knowledge on implementing differentiated
instruction), and in so doing alter their behaviours, which impacts upon the learning
environments in which they work. Teachers, within this framework are viewed as self-
organizing, proactive, self-reflecting and self-regulating rather than as reactive
(Bandura, 1986).

The intersection of these two grounded theories forms the conceptual basis of
this investigation. Within the context of their attitudes toward implementing
differentiated instruction, teachers will consequently form attitudes based on their
beliefs and judgments founded on their inherent norms and values. While Ajzen’s
(1991) Theory of Planned Behaviour focuses on the assumption that attitudes leading to
particular behaviours, are influenced by behavioural beliefs, normative beliefs, control
beliefs, the subjective norm, and perceived behavioural control; Bandura's (1986) Social
Cognitive Theory asserts that attitudes (a product of inner processes) are critical
determinants of behaviour. Within this framework, this project aims to measure, and
then explore the variables impacting upon, teachers’ attitudes toward implementing
differentiated instruction in the classroom.

Method

The current study is an attempt at synthesising the literature relating to the factors that
may impact upon teachers’ attitudes toward the implementation of differentiated
instruction in contemporary schools. Databases including ERIC, Proquest, Australian
Education Index, British Education Index, CBCA (formerly Canadian Education Index),
EdResearch Online, Education Theses Database, Education Theses Database, Expanded
Education Academic (ASAP), and PsychInfo were searched for articles, books and
further publications on teachers’ attitudes and their responses to differentiated
instruction. In addition, reference lists from various books, previous literature reviews
and reports were perused for additional references. For the purposes of this paper, only
research studies dealing with teachers’ attitudes and differentiated instruction, over the
last 25 years from 1986 to 2011, were included. Articles were included in this review if
they made pertinent reference to the model of differentiated instruction. Articles, which
dealt with other aspects of teaching and learning, were excluded. This strategy allowed



for a more intensive perusal of research in this field. The author acknowledges that
while the review is quite comprehensive, it is not exhaustive.

Results and Discussion : Factors impacting on Teachers’ Attitudes toward
the Implementation of Differentiated Instruction

The analysis presented in this section considers the factors that may impact on
teachers’ attitudes toward the implementation of differentiated instruction. Factors
cited in this review are by no means an exhaustive list, as teachers’ attitudes toward any
construct being measured, are fluid and complex and as such, continue to be the focus of
scholarly research. An exploration into the literature in this field revealed several over-
arching and common factors which emerged in several studies. However, relevant to the
purposes of this study, recurring macro factors have been drawn into this discussion.
These factors included time constraints; administrative barriers; implementation and
experimenting with new techniques; embracing change; and a teacher’s belief in the
success of reform initiatives. Additionally, the following recurrent, demographic factors
emerged during a perusal of the relevant literature, as having a significant impact on
teachers’ attitudes toward the implementation of differentiated instruction : gender and
age; level of qualification and teaching experience; learning area, school location and
class size; professional development and prior knowledge relating to differentiated
instruction. It must be pointed out that these factors should not be viewed discretely, as
they are often inter-related with one sometimes impacting upon, or contributing to the
other. Attempts have been made to organise the review to reflect this connectivity.
There are relatively few empirical studies which have expressly investigated teachers’
attitudes toward the implementation of differentiated instruction. For the purposes of
this discussion, some tangential studies, involving teachers’ attitudes toward different
instructional strategies, and inclusive programs, have been included.

Time constraints

The implementation of differentiated instruction, while acknowledged to be an
outstanding exemplar to reach all children, is generally accepted as requiring more
effort and more time (Adlam, 2007; George, 2005; Grimes & Stevens, 2009; Hertberg-
Davis, 2009; Pennington, 2009; Santamaria, 2009; Wormeli, 2006). Proponents of
differentiated instruction acknowledge that these strategies provide a platform for
teachers to reach all students (Tomlinson, 2000; Wormeli, 2006), however, teachers’
attitudes may be influenced by the additional time and requirements associated with
differentiated instruction (Wormeli, 2006). Farrish (2009) reflects on the use of
differentiated techniques in one elementary school, and grants that it may be difficult
and demanding for teachers if it was mandated as everyday practice. One
educationalist, as part of this study, maintained that teachers implementing
differentiated instruction on a daily basis are likely to feel overwhelmed and weighed
down by the demands of this practice (Farrish, 2009). Similarly, the increased time
required to implement differentiated instruction, emerged as a key component in a
qualitative study by Robison (2004), who noted that teachers required more time for
the additional planning associated with implementing differentiated instruction.
McCoss-Yergian and Krepps (2010), in a study investigating the use of literacy
techniques in content areas, noted that teachers were often cautious about utilizing



differentiated literacy strategies, citing limited time as a factor for such reluctance
(McCoss-Yergian & Krepps, 2010). In a recent study, Nazzal (2011) found that first year
teachers who had been trained to differentiate instruction as part of their teacher
education program, struggled to implement these techniques in the classroom because
they lacked the time. Implementing differentiated instruction is a time-consuming
endeavour, as teachers are obliged to assess and reassess students, and to subsequently
alter the content, delivery and assessment tasks to suit the varying needs of the
students in their classrooms (Grimes & Stevens, 2009). The pressures and
requirements involved with initiating and implementing differentiated instruction, can
be overwhelming for teachers who already have great demands on their planning time
(Hertberg-Davis & Brighton, 2006).

Student Diversity

Associated to the concept of time constraints, differentiating instruction in order
to accommodate struggling learners such as those with learning disabilities, has posed a
challenge for teachers in the past (Deshler et al., 2001), and may thus pose barriers
which impact on the frequency of implementing differentiated instruction. Hersman
and Hodge (2010), through a qualitative study, highlighted teachers’ concerns about
including students with learning disabilities, into their classes. In this study, teachers
appeared to be concerned about these students fitting in with their peers, and about the
lack of administrative support as they attempted to include these students (Hersman &
Hodge, 2010). Similar findings were reported in a recent study by Hwang and Evans
(2011), who found that teachers resisted inclusive practices for students with learning
disabilities as they believed they were not appropriately equipped and trained to
include these students, and that time devoted to a single student with a disability was
time taken from the rest of the class (Hwang & Evans, 2011). O’Rourke (2009) likewise
reported that teachers in secondary schools were challenged by the time involved with
inclusive teaching. Teachers in this study appeared to hold very positive attitudes
toward accommodating the needs of students in their heterogeneous classes, however,
they expressed concern about the separate programs that needed to be arranged for
students with disabilities (O'Rourke, 2009). The administrative burdens, time
constraints and intensive planning, appeared to act as barriers, as teachers attempted to
translate their positive attitudes toward implementing varying instructional techniques
into practice within these inclusive settings (O'Rourke, 2009).

In this vein, previous research also refers to the view that responding to the needs
of gifted and talented students pose similar challenges as struggling learners, for
mainstream teachers (Chessman, 2005; Lassig, 2003). Teachers attitudes toward
accommodating the needs of gifted students appear to encapsulate the belief that such
students can manage their own learning, and are therefore reluctant to adjust their
instructional techniques to accommodate these learners (Chow, Chow, & Ku-Yu, 2003).
It is also likely that teachers differentiate the curriculum for struggling leaners, but do
not include extension activities suited to the more advanced learners in the classroom,
due to time constraints (Hertberg-Davis, 2009). However, in recommending
differentiated instruction as a response to the needs of all learners, Tomlinson (2000)
asserted that one of the foundational principals of differentiated instruction is an
awareness of common needs and individual differences. Differentiated instruction
acknowledges that students will work at a pace individual to their ability levels



(Tomlinson, 2000). As such, time should be used flexibly in the classroom to
accommodate these varying needs (Tomlinson, 2001b).

Administrative Barriers and Increased Workload

Asherson (2008) alludes to the view that increased administrative tasks and
responsibilities often deter teachers from implementing differentiated instruction. It
would appear that the effort associated with implementing differentiated instruction,
often becomes the biggest hurdle for time-strapped teachers and the greatest hindrance
to the formulation of positive attitudes toward this exemplar (Asherson, 2007). To
corroborate this view, Pearce, Gray et al., (2010), in a related qualitative study, reported
that administrative barriers, negative teacher attitudes and limited time, caused major
barriers to the implementation of inclusive education in secondary schools in Australia.
The subject-centredness of secondary schools, appear to shift focus from authentic
instruction to the transfer of content (Pearce, Gray, & Campbell-Evans, 2010).
Furthermore, the structure and organization of the secondary school often limited
opportunities to differentiate the curriculum to cater for the growing diversity in
schools (Pearce, et al., 2010). Such limitations were often exacerbated by restricted
resources, such as fewer teacher aides, inadequate funding and a reduced number of
special education personnel to assist with inclusion (Pearce, et al., 2010). Aligned to
this, Adlam (2007) reported that teachers often opted for differentiated techniques that
required the least preparation due to time constraints. Curriculum compacting, for
example, which requires a great deal of time, was avoided because teachers did not have
the time or the resources for this endeavour (Adlam, 2007). Similarly, Hobgood and
Ormsby (2011) found that teachers avoided differentiated techniques because of the
lack of time, and of limited resources.

Shevlin, et al., (2009) concur with this view, reflecting within the context of
inclusive education, that the lack of time for collaboration and co-ordination among
teachers is a key area of discontent that leads to negative attitudes (Shevlin et al., 2009).
Added to this, inadequate structures for accessing necessary external professional
support, perceived challenges of exam-focused rigid curricula, and escalating
challenging behaviour within contemporary schools are other factors that may impact
negatively on teachers’ attitudes toward implementing differentiated instruction in
mixed-ability classrooms (Shevlin, et al., 2009). Nazzal (2011) similarly reported that
teachers struggled to implement differentiated instruction because of challenging
student behaviours. Teachers who formed part of this study avoided implementing
differentiated instruction because managing poor behaviour consumed their attention
and often left them mentally drained (Nazzal, 2011). Hobgood and Ormsby (2011) also
noted that teachers preferred the use of traditional instructional methods instead of
implementing differentiated instruction as they were preoccupied by the management
of the diverse needs of their students.

On the other hand, Stetson, et al., (2007) in a study which investigated the
experiences of teachers after implementing differentiated instruction, reported positive
outcomes for student learning. Students were motivated and engaged, and appeared to
enjoy classroom activities more compared to previous, more traditional lessons
(Stetson, Stetson, & Anderson, 2007). However, teachers reported feeling overwhelmed
by the increased workload, and they were challenged by the time required to plan and



organise lessons which catered for the different learning styles and abilities in their
classrooms (Stetson, et al., 2007). Interestingly, despite these additional
responsibilities, teachers in this study reported very positive attitudes toward
implementing differentiated instruction, through maintaining that the benefits to
learning and teaching outweighed the challenges of time and planning (Stetson, et al.,
2007). Wormeli (2006) similarly asserts that the administrative barriers and time
constraints associated with differentiated instruction can be overcome, once teachers
become aware of the significant gains in student learning. This educationalist maintains
that attitudes toward implementing differentiated instruction will improve, as teachers
continue learning, and as they experience success with such implementation (Wormeli,
2006).

Tomlinson (1995), in an early study on teachers’ experiences with differentiated
instruction reflects on initial teacher reluctance to implement these techniques.
Variables such as perceived administrative barriers, teachers perceiving differentiated
instruction as a fad that would pass, concerns over time allocated to prepare for
differentiated lesson, unease over student assessments and preparation for testing,
disquiet regarding classroom management and perceived teacher insecurity over a
change in their role, all impacted on the teachers’ frequency of implementing
differentiated instruction (Tomlinson, 1995). Tomlinson (1995) concluded that there
was a need to investigate teacher resistance to new models catering for academic
diversity, as well as considering teachers’ perception of classroom management in the
light of these changes. Classroom management appears to arise as a disquieting factor
when instructional changes are implemented – this factor requires greater research
since proponents of the differentiated instruction model believe that classroom
management issues will decrease if teachers implement the model efficiently (King-
Shaver & Hunter, 2003; Wormeli, 2006), yet there remains disquiet about a loss of
classroom control among teachers (Pennington, 2009).

Empirical studies in this field point out that positive teacher attitudes toward
instructional practices to suit diverse learners stem from a variety of factors, including
working within a supportive, collaborative environment (Hara, 1999). In a South
Australian-based study, Lees (2007) found that teachers experienced a sense of
alienation and anxiety over increased workloads and administrative expectations, as
new policy was imposed upon them by the education authorities. Contrary to this, the
results of a study by Webster and Fisher (2001), suggests that teachers’ attitudes
regarding the implementation of instructional practices and content material have a
direct bearing on students’ attitudes and achievement in that subject area. Teachers
who feel empowered, who have acceptable workloads, and who have access to
professional development opportunities, are more likely to deliver the curriculum in a
way that is supportive of student differences (Webster & Fisher, 2001). Hertberg-Davis
and Brighton (2006) allude to the vital role of the school principal as the school
administrator, and the support and resources offered through this role, as being critical
to the implementation of differentiated instruction in the classroom. Principals who
provide adequate support and who create an ethos that embraces differentiated
techniques, are likely to foster the implementation of these strategies by teachers in
their schools (Hertberg-Davis & Brighton, 2006).



Experimenting with New Techniques and Embracing Change

Despite compelling new educational knowledge, it is suggested that classrooms
have changed little over the past one hundred years (Asherson, 2007). The self-
supporting nature and isolation of teaching appears to frequently generate an ethos
that challenges change (Asherson, 2007). Teachers enjoy autonomy; they cherish their
freedom to practise their craft independently, as they see fit, in their own classrooms
(Evans, 2000). This has sometimes led to a resistance to change the status quo (Evans,
2000). Teachers prefer continuity, therefore change, even in the name of progress, is
often resisted (Evans, 2000). It would seem that some educational systems have
remained static because teachers refuse to tolerate changes to their day-to-day
instructional practices (Hjelle, 2001; Moerschell, 2009; Richards, 2002; Richardson,
1998; Rodriguez, 2005), with this being viewed as a significant barrier to differentiated
instruction becoming the standard in today’s classrooms. In an earlier study
investigating the impact of differentiated instruction, Tomlinson (1995) found that the
teacher’s attitude toward change proved a decisive factor, with teachers who embraced
change showing a greater inclination to implement differentiated instruction. Richards
(2002), cited reasons why contemporary teachers resisted change and innovation, with
regard to teaching and learning. These included scepticism over innovation, a
perception that change often introduced increased workloads, views that change may
disempower them, opinions that change may lead to chaos and finally, that change may
result in decreased administrative support and in the long run may not actually benefit
the educational process (Richards, 2002). By contrast, Richardson (1998) maintains
that the view that teachers resist change is a generality, which can be dismissed with
the appropriate professional development, training and collaboration.

Of interest is that Rodriguez (2005) found over 2,574 documents in the ERIC
database when he searched using the terms “teacher education” and “resistance”. This
educationalist concludes that teachers’ resistance to change is on ongoing issue that
spans decades (Rodriguez, 2005). Teachers’ resistance toward pedagogical change is a
complex phenomenon and may comprise of a variety of elements, including a reluctance
to change what constitutes one’s fundamental beliefs regarding what is perceived as
being an effective teacher (Rodriguez, 2005). Moerschell (2009), reflecting on the
introduction of technology into learning environments, indicates that managing change
and working through resistance is a major challenge for those who want to institute
change. Organisational change will often require the appropriate framework,
professional knowledge, coaching, a long-term vision, and adequate utilization by
followers to sustain the change (Moerschell, 2009). Additionally, changes in educational
circles and in classrooms of the modern day often take place quite rapidly (Jorgenson,
2006). Teachers are required to amend their instructional routines in keeping with
reform and innovation, while simultaneously being aware of the shifting dynamics of
student populations they teach (Jorgenson, 2006). Consequently. teachers of the
modern age are often daunted by the pace at which they need to implement meaningful
change (Jorgenson, 2006).

O’Sullivan et al., (2008), in a New South Wales based project, reported that
teachers generally were reluctant to engage meaningfully with new syllabi and their
associated instructional changes, as they perceived that these changes would make
additional demands on them. Furthermore, teachers who made adjustments to their



teaching programs and instructional practices, often reverted to previous modes of
teaching because they perceived the older methods as tried and tested (O'Sullivan,
Carroll, & Cavanagh, 2008). This movement away from the new methods, convinced
them that changes were neither possible nor desirable (O'Sullivan, et al., 2008). It was
pointed out that many teachers basically do not have the awareness or proficiency of
reform pedagogies to enable them to engage gainfully with new curricula that call for
noteworthy changes in teaching approaches (O'Sullivan, et al., 2008). Burns (2004)
additionally acknowledges the difficulties that teachers face as they move from more
traditional instructional methods to those that are more appropriate to contemporary
students. Several teachers do not feel equipped to implement differentiated instruction,
resulting in resistance to change from their existing modes of instruction (Burns, 2004).

Similarly, Hunzicker (2004) noted that teachers’ roles had changed significantly
over the last few years; however teachers appear to remain inert in the midst of these
changes, preferring to opt for comfortable instructional practices, rather than amend
their teaching strategies and programs to keep in line with the professional
development they receive. She cites several possible reasons for this reluctance and
resistance to change (Hunzicker, 2004). These include a lack of motivation, reduced
levels of knowledge, and discomfort with changing their behaviours to suit external
changes (Hunzicker, 2004). The results of this research revealed that teachers attend
professional development and training sessions, but they merely endure these sessions,
they do not engage in them as active participants, hence there is almost no change to
their instructional practice after these sessions (Hunzicker, 2004). Hunzicker (2004)
asserts that changes can be brought about to teachers’ behaviours, their instructional
practices, and their professional attitudes, if the specialised training packages are
designed to change their foundational beliefs, not just their practice. Furthermore,
professional development to alter instructional techniques should be presented
repeatedly over time, to ensure that instability is created between current beliefs and
the new information (Hunzicker, 2004). This may take months, even years to achieve
the desired changes to instructional practice (Hunzicker, 2004). Such repeated
reminders of new techniques are also necessary, as teachers tend to fall back into old
habits quickly, if they lose touch with innovative practices that are being introduced to
them (Hunzicker, 2004).

On the other hand, some studies alluded to the view that positive teacher attitudes
arise from a teacher’s openness to experiment with new techniques. Kadel (2005)
conceded that teachers’ attitudes toward incorporating new techniques, and a
movement away from instructional inflexibility in the classroom, assists with successful
educational initiatives (Kadel, 2005). This was also evident in the study by Vannatta
and Fordham (2004) who investigated teacher dispositions toward classroom
technology use. They reported that the teacher’s openness to change often resulted in
more positive attitudes toward the use of technology in the classroom (Vannatta &
Fordham, 2004). In another related study, McInerney (2003) considered changing
attitudes toward multiculturalism over two decades. This study acknowledges the
impact that teachers’ attitudes have on the implementation of new policies and
maintains that success with implementation is dependent on positive attitudes
(McInerney, 2003). Of interest, Bonner (2006) noted that teachers are agents of change.
Government mandates to implement change can only be effective if teachers are
accepting of such change (Bonner, 2006).



Jorgenson (2006) acknowledges that change is vital to teaching and learning,
however, he advises that change should be implemented slowly. It is evident that
teachers prefer slow, subtle change because they often regard their work as intensely
personal (Jorgenson, 2006). Consequently, radical change is sometimes met with
resistance and suspicion (Jorgenson, 2006). Similarly, Evans (2000) recommends that
changes to instructional methods should be instituted at a comfortable pace, being
cognizant of the needs of the teachers, who will be most affected by such initiatives.

Belief in the Success of Reform Initiatives

Research appears to suggest that teachers’ attitudes toward the implementation of
instructional practices may be shaped by their belief in the success of reform initiatives
(Frey, Smart, & Walker, 2004). Teachers often view the success of particular
instructional techniques through the lens of success in the classroom (Frey, et al., 2004).
In order to foster belief in the success of a particular instructional practice, the
individual teacher’s beliefs should be brought in line with that of the system, or of the
institution (Frey, et al., 2004). Teachers who believe in the success of certain
instructional techniques create and control the conditions for success in their
classrooms (Frey, et al., 2004). The belief that certain strategies will work translates
into tangible classroom practice by influencing the choices the teacher makes regarding
assessment tasks and instructional strategies that bring about positive outcomes for all
students (Frey, et al., 2004).

Research reveals that teachers view reform initiatives through their own belief
systems about pedagogy (Smith & Southerland, 2007). Additionally, teachers responses
to reform initiatives may be influenced by their emotions (Reio, 2005). Teachers, who
experience fewer concerns that reform movements will work, and will succeed, are
likely to be supportive of such moves (Charambous, Philippou, & Kyriakides, 2004).
Teachers who believe that certain programs or initiatives will be successful, are more
likely to embrace these initiatives (McIntyre & Kylea, 2006). Teachers who implement a
new technique often, are those who understand its working, recognise its benefits, and
acknowledge its use (McIntyre & Kylea, 2006). This increased awareness of the success
involved with the implementation of varied instructional strategies, may be the result of
educational authorities working collaboratively with teachers to ensure that they
believe in the success of reform initiatives (McIntyre & Kylea, 2006).

This was evident in a study investigating teachers’ attitudes toward inclusion by
Van Reusen, Shoho and Barker (2000), who noted that teachers who are more
positively disposed toward new programs are more likely to utilize methods and means
to include students with disabilities than those with less positive attitudes. This view is
corroborated by Shaunessy (2005) who proposed that teachers’ attitudes toward
educational practice, may impact on their daily instructional decisions. Teachers’
beliefs, regarding the success of a particular method or initiative, shape their selection
of instructional and learning material (Shaunessy, 2005). Concurrent to this, Pate and
Gibson (2005) found that teachers, who believed in the success of learning-focused
school strategies, reported a high level of implementation of these strategies. Their
positive attitudes toward this reform initiative led them to believe that these strategies



will improve their instructional methods, and consequently impact positively on
student outcomes (Pate & Gibson, 2005). Respondents in these studies were provided
with the research behind such strategies, which assisted with shaping their views that
such instructional techniques may work (Pate & Gibson, 2005).

A teacher’s belief in the success of a particular reform initiative or program will
impact upon its success and implementation in the classroom (Patterson, Eubank,
Rathbun, & Noble, 2010). Reform initiatives and new policies may be destined for
failure if teachers do not believe in the efficacy of such initiatives (Hawkins, 2009;
Patterson, et al., 2010). The rationale behind reform initiatives such as differentiating
instruction to suit mixed-ability groups often needs to concur with the inherent
pedagogical beliefs of individual teachers (Hawkins, 2009). If teachers understand the
pedagogical underpinnings of reform initiatives that consider student differences, and
the implementation of best practices to accommodate these differences, they are more
likely to hold positive attitudes toward implementing these initiatives, and
consequently persist with these efforts (Hawkins, 2009). Positive teacher attitudes
toward implementing varied instructional techniques and increased awareness of
student needs led to greater engagement, connectivity and more effective learning
communities (Calabrese, Goodvin, & Niles, 2005). Contrary to this, the same study
discovered that non-supportive teacher attitudes were barriers to student success
(Calabrese, et al., 2005). Such negative attitudes included inflexibility over teaching
methods, frustration over administrative tasks and pre-conceptions about students’
backgrounds (Calabrese, et al., 2005). Aligned to these findings, negative attitudes and
conflict-inducing behaviours by teachers, formed the core of a study by Sava (2002). It
was pointed out that negative attitudes held by teachers impacted directly on the
psychological and educational well-being of students (Sava, 2002). On the other hand,
cooperative attitudes led to increased motivation among students (Sava, 2002).

Rafferty (2003) maintains that positive attitudes on the part of teachers lead to
greater effectiveness within the school. However, negative attitudes appear to
compromise commitment, motivation and confidence (Rafferty, 2003). Reporting
within the context of inclusive education, Pearce, Gray et al. (2010) conveyed that
negative teacher attitudes toward inclusion often acted as a major barrier to the success
of inclusionary programs. Handal and Herrington (2003) found that educational reform
regarding instructional practice was more likely to have the desired impact if teachers’
beliefs are taken into account. Teachers’ beliefs in the success or failure of reformative
instructional techniques need to be confronted prior to implementation, or teachers are
likely to maintain their own hidden agendas in the privacy of their classrooms (Handal
& Herrington, 2003).

Consequently, it would appear that several broad, but impacting issues may be
brought to bear on the formation of teachers’ attitudes toward the implementation of
differentiated instruction in the contemporary classroom. These include the perception
by teachers that new methods will require more time and increased effort (McCoss-
Yergian & Krepps, 2010; Pennington, 2009); the view that there will be compromised or
limited administrative support (Asherson, 2007; Pearce, et al., 2010; Stetson, et al.,
2007); general resistance on the part of teachers to change (Hunzicker, 2004;
Moerschell, 2009); and finally, the view that teachers need to believe that reform



initiatives will succeed in order to implement it with enthusiasm and conviction (Frey,
et al., 2004).

Age and Gender

Research acknowledges that a teacher’s age and/or their gender may be
influential in determining their attitudes toward the implementation of particular
instructional practices (Briggs, et al., 2002; Cornoldi, Terreni, Scruggs, & Mastropieri,
1998a; Niemi, 2002; Park & Chitiyo, 2011; Sokal, Smith, & Mowat, 2003). For example,
younger teachers appear more accepting of inclusive trends than their more
experienced counterparts (Cornoldi, Terreni, Scruggs, & Mastropieri, 1998b). The
outcomes of some studies also suggested that older teachers tended to have more
negative attitudes toward including students with disabilities than younger teachers
(Briggs, et al., 2002). Niemi (2002), in a study which investigated how teacher
education may promote active learning in the evolving, modern classroom, noted that
older teachers were often very cynical about new instructional techniques. Older, more
experienced teachers, according to this study, appeared to lack the motivation and the
energy to implement changes to their instructional practices (Niemi, 2002). Park and
Citiyo (2011) in a more recent study investigating teachers’ attitudes toward the
inclusion of students with autism in their classes found that teachers above 56 years of
age reported significantly lower attitude scores than those in the 20–35 years age group 
and the 46–55 year age group.

Age also proved to be a significant variable in a study which focused on teachers’
attitudes toward classroom management (Sokal, et al., 2003). Sokal, Smith et al. (2003)
found that older teachers retained established views on instructional management in
the classroom after professional development; however younger teachers became more
interventionist in the approach. Contrary to these, Tomlinson (1995), in an earlier
study, found that age was not a significant factor which imposed on the teacher’s
implementation of differentiated instruction. In this study, it was expected that younger
teachers would embrace changes to their instructional practices more willingly, as their
veteran counterparts may have become set in their ways (Tomlinson, 1995). However,
it became apparent in the follow-up to this study, that success with new techniques was
not related to age (Tomlinson, 1995). In a Taiwanese study, Hung and Hsu (2007)
found that younger teachers demonstrated more positive attitudes toward computer
use into classroom teaching compared to their more experienced counterparts.
However, these researchers point out that despite these positive attitudes, younger
teachers were reluctant to implement and integrate computers into classroom teaching,
while their more experienced colleagues, despite revealing less positive attitudes
towards computer use, often integrated this technology more often into their lessons
(Hung & Hsu, 2007). Hung and Hsu (2007) attribute this disparity to the view that more
experienced teachers are more relaxed and established in their classroom routines, and
therefore are more comfortable with accommodating changes such as including
computer use into their instructional and learning programs.

Linked to these views, research in social psychology purports that gender may be
a factor which impinges on the formation of attitudes, as men tend to hold more rigid
beliefs (Barron-Cohen, 2003; Mcgillicuddy-De Lisi & De Lisi, 2001), suggesting that male
teachers are likely to adhere to attitudes they formed initially. This premise appeared to



be proven true in a study conducted by Demant and Yates (2003). These researchers
found that female teachers exhibited more positive attitudes than the male teachers
toward the implementation of the direct instruction construct (Demant & Yates, 2003).
By contrast, Teo (2008), in a similar study to the current project, developed a scale
comprising of four factors, to measure teachers’ attitudes toward computer usage. This
study maintains that a lack of significant differences for age and gender suggests that
both male and female teachers, of varying ages, were similar in their attitudes toward
the use of computers in the classroom. Likewise, in a study investigating pre-service
teachers’ attitudes toward the use of technology in the classroom, Lambert, Gong and
Cuper (2008) found that there were no differences between male and female teachers’
attitudes (Lambert, Gong, & Cuper, 2008). This was also evident in a comparative study
conducted by Cakiroglu, Cakiroglu and Boone (2005) between Turkish and American
teachers’ self-efficacy beliefs. This study concluded that there were no significant
differences between the attitudes of male and female teachers with regard to self-
efficacy beliefs (Cakiroglu, Cakiroglu, & Boone, 2005).

In a study investigating the impact of training on the attitudes of pre-service
teachers toward inclusive education, Stella, Forlin and Lan (2007), found that female
pre-service teachers were more willing to include students with physical aggression
after training than male pre-service teachers. Male participants in this study,
interestingly, experienced a decreased sense of willingness about their ability to help
students in an inclusive setting after training. (Stella, Forlin, & Lan, 2007). These
researchers however, point out that the differences in responses between the genders
may be linked to cultural factors (Stella, et al., 2007). Park and Citiyo (2011) similarly
found that female teachers exhibited more positive attitudes toward including children
with autism than their male counterparts (Park & Chitiyo, 2011). On the other hand,
Fayed (2011), in a study focused on inclusive education, reported that male
respondents exhibited more positive attitudes toward students with exceptional
learning needs than female respondents. In this regard, it was acknowledged that
contextual factors such as the difficulties faced by female educators in special schools in
Egypt, may be a contributing factor (Fayed, 2011). In a study in the same context, male
pre-service teachers were found to hold more favourable attitudes toward inclusion
than their female counterparts (El-Ashry, 2009). Chessman (2011) found that gender
was not a significant variable in determining teachers’ attitudes toward accommodating
students with giftedness in the regular classroom.

It would therefore appear that research studies investigating the effect of age and
gender on teachers’ attitudes toward the implementation of a variety of instructional
techniques, remain divided about whether these variables have any significant impact.

Level of Qualification and Teaching Experience

Teaching experience emerged as a dominant factor related to teachers’ attitudes
and instructional practices, in several research studies (Asherson, 2007; Hodge, 1998;
Leonard, 2007; Torff & Sessions, 2008). Leonard (2007) alluded to the idea that more
experienced teachers have more firmly-set attitudes, compared to their novice
counterparts. This study suggested that experienced teachers may benefit from
programs and experiences which challenge them to rethink their educational and



professional beliefs and assumptions, even with regard to catering for the needs of
diverse learners (Leonard, 2007). Similarly, Asherson (2008) maintained that
experienced teachers, or as she terms “veterans”, are frequently resistant to trying new
teaching methods and ideas, and may therefore be resistant to implementing
differentiated instruction. By contrast, however, Hodge (1998) maintained that
teachers with experience regarding the inclusion of students with disabilities into
mainstream classes appeared to hold more positive attitudes than those who did not
have such experience (Hodge, 1998).

Torff and Session (2008), in a three-phase study, reported that teaching
experience related significantly with teachers’ attitudes about professional
development. In this study, teachers who had been in the profession for two years were
positive about receiving professional development, while those with more than ten
years’ experience often adopted neutral attitudes toward receiving professional
development (Torff & Sessions, 2008). This idea is further reinforced in a study
involving the investigation of teachers’ attitudes and reactions toward a new, more
student-centred curriculum in China (Carson, 2009). Carson (2009) reported that more
experienced teachers appear to resist new initiatives because of their “longer histories”
with teaching and learning. Within this context, Carson (2009) suggests that any move
to change teaching practice appears to impinge on personal teaching identities, and
therefore meets with greater opposition.

On the other hand, Affholder (2003) found that differentiated instruction was
favoured by more experienced teachers who were familiar with the curriculum they
taught and who had received extensive training prior to implementing these methods in
the classroom (Affholder, 2003). Similarly, Capella-Santana (2003), with specific
reference to catering for diverse cultures within the mainstream classroom, found that
teachers with previous experience in this area, and those who had participated in
teacher development courses generally held more favourable attitudes toward students
from different cultural and/or ethnic backgrounds. A similar study by Cicchelli and Cho
(2007) yielded comparable results. However, a more recent study which investigated
the relationship between teacher attitude scores and years of experience of teaching of
children with a learning disability, found that these two factors had no correlation (Rae,
Murray, & McKenzie, 2010). Similarly, Hoang (2009), in a study investigating classroom
management in contemporary schools, found that a teacher’s experience is not
necessarily linked to classroom management orientation. Experienced and novice
teachers did not appear to differ significantly when it came to classroom control
(Hoang, 2009).

There is less support in the literature relating to teachers attitudes and
background variables, regarding the effects of teachers’ qualifications, and their
consequent impact on teachers’ skill, and student achievement (Wayne & Youngs,
2003). However, an editorial in The New York Times reported that teachers who held
specialised degrees, or specific qualifications in a particular pedagogic field, often were
in an advantageous position, and could impact positively on student learning (New York
Times, 2006). Palardy and Rumberger (2008) found that students experienced gains in
reading during first grade when they were taught by teachers who were fully certified,
however similar gains were not evident with maths. Other research revealed that
teachers with specialist qualifications, such as post graduate qualifications relating to



accommodating gifted students into the regular classroom, may have more favourable
attitudes toward catering for students with such individual needs (Chessman, 2010).

Learning Area, School Location and Class Size

There appears to be only a few studies relating to teachers’ preferences for
learning area, and its consequent impact on their attitudes toward the implementation
of differentiated instructional strategies (Wilkins, 2010). However, there are some
studies which compare attitudes toward teaching and instructional strategies in the
primary school, to those in the secondary school (Cox, 2008; Pearce, et al., 2010). It
appears more likely that differentiated instruction will be implemented in the primary
classroom, and less so in the secondary classroom, as there is a perception that the
introduction and implementation of differentiated instruction carries an additional
workload (Ontario Secondary Schools Teachers Federation, 2009). In the primary or
elementary years, it is essential for teachers to differentiate instruction more
frequently, as students’ early experiences can have a profound impact on the entire
schooling experience, their views of the learning process and their views of themselves
as learners (Cox, 2008). In addition, the implementation of differentiated instruction in
the secondary classroom also requires practice and training – these could act as
additional variables inhibiting and hindering the use of these techniques in the
secondary classroom (Ontario Secondary Schools Teachers Federation, 2009).

The structure of the secondary school is sometimes described as rigid (Fisher, Sax,
Pumpian, Rodifer, & Kreikemeirer, 1997), with teachers in this sector often driven by
curricular concerns and other administrative tasks (Van Reusen, Shoho, & Barker,
2000), which may prevent them from attending to individual student needs. Loreman
(2000), reported within the context of inclusive education, that secondary school
teachers often utilised traditional expository teaching, avoided student-centred
approaches, and aimed primarily to cover subject content (Loreman, 2000).
Concurrently, Pearce, Gray et al., (2010) reiterate the view that secondary school
teachers experience greater difficulties than their primary school counterparts, in the
implementation of new policy and instructional practice. Due to the size of high schools,
secondary school teachers are responsible for a larger number of students, making it
challenging for them to foster individual relationships with students, and they often
contend with much larger campus sizes (Pearce, et al., 2010). However, Pearce, Gray et
al., (2010) add that teachers in secondary schools, often relied on traditional teaching
methods, the “chalk and talk” approach, and they appeared to lack pedagogical
knowledge. Furthermore, several secondary school teachers reportedly persisted with
the “one size fits all” model, thereby refusing to match pedagogy with the individual
needs of their students (Pearce, et al., 2010). High school teachers were critical of the
need to differentiate, maintaining that there was a need in secondary, to keep the Year
12 examination in mind when teaching (Pearce, et al., 2010). Secondary teachers were
reported to be unwilling to individualise learning programs, or to manage diversity in
their classrooms (Pearce, et al., 2010). Such teachers often cited equality issues in their
defence, believing that it was unfair to hold up the entire class due to the needs of one
or a few (Pearce, et al., 2010). This study additionally states that the inadequate
instructional awareness of some secondary school teachers, led to a restricted focus on
academic enhancement rather than the advancement of the whole child (Pearce, et al.,
2010).



However, Meister (2010) cautions against being critical of secondary school
teachers and the apparent isolation in which they work. She sees the unique
arrangement of the secondary school as fostering collegial relationships suited to
working within that environment (Meister, 2010). Secondary school teachers view
their content areas as an avenue to connect with their students, and as such an
understanding of these content-specific predispositions is necessary to promote
positive attitudes among secondary school teachers (Meister, 2010). She adds that
educational authorities and researchers, who do not understand the distinctiveness of
secondary schools, are likely to alienate these teachers, leaving them feeling
undervalued, and resentful (Meister, 2010). Recognising their differences however,
opens the door for beneficial communication about positive student outcomes in this
context (Meister, 2010).

In a study investigating teachers’ attitudes toward computers and their use in the
classroom, Teo (2008) using the Computer Attitudes Scale, found that significant
differences were evident by subject domain (Teo, 2008). For the affect factor (how
much teachers liked computers), he found that primary school teachers exhibited less
positive attitudes than their subject-specific counterparts. Teo (2008) proposes that
subject-specific teachers are more focused on computer-related tools that they could
use relative to their teaching. Findings from the study conducted by Van Reusen, Shoho
and Barker (2000) regarding teachers’ attitudes toward the inclusion of students with
disabilities into regular classes, found that curriculum area had no significant
relationship to teachers’ attitudes. However, Morgan (2008) reported that specialist
teachers were generally found to hold more positive attitudes when teaching within
their specific teaching area than non-specialists. Park and Chitiyo found that
elementary school teachers exhibited more positive attitudes toward including children
with autism into their classes, when compared to middle school teachers. These
researchers attribute these positive attitudes to the fact that elementary school teachers
tend to spend more time with the students in their classes and thus have more
opportunities to interact with them, as compared to their middle school counterparts
(Park & Chitiyo, 2011).

Class size remains a contentious issue, and may impact on teachers’ attitudes
toward the implementation of differentiated instruction (Association for Supervision
and Curriculum Development, 2000; National Comprehensive Center for Teacher
Quality and Public Agenda, 2008). In recent times, teachers have often resorted to
industrial action to ensure that class sizes are kept to manageable numbers (Curtis,
2008; Patty & Harrison, 2009). Other research cites large numbers of students in a class
to be a factor impinging on job satisfaction and teacher attrition rates (Price & Terry,
2008). Dee and West (2010), in a study of 8th grade students, found that smaller classes
are associated with improvements in several indicators of school engagement.
Reduction in class size was said to associate with non-cognitive skills related to
psychological, but not behavioural, engagement with school (Dee & West, 2010). Small
class sizes appear to lead to better classroom management, fewer discipline problems,
and more teacher zeal for teaching (Januszka & Dixon-Krauss, 2008; National
Comprehensive Center for Teacher Quality and Public Agenda, 2008; Zahorik, 1999). It
has also been pointed out that smaller class sizes reduces misbehaviour among
students, therefore time spent managing poorly behaved students is reduced, thereby



giving the teacher additional time to implement differentiated instruction (Zahorik,
1999). Hollowell (2010) points out that it is difficult to implement differentiated
instruction in a classroom of over 20 students. This scholar alludes to the view that the
value of this teaching method lies in the grouping of students by academic ability and
need (Hollowell, 2010).

In 2003, the New South Wales Government, in Australia, launched the Class Size
Reduction Program, in an attempt to cut class sizes to more manageable numbers (New
South Wales Government, 2010). This reduction, though an expensive venture,
requiring more staff and larger buildings, was an attempt to support teachers to cater
for the increasingly diverse needs of their students. Such plans have also been initiated
by other educational authorities such as the California Department of Education
(California Department of Education, 2010). The United States Education Department
acknowledged that smaller classes assisted teachers with executing their duties more
efficiently, and introduced efforts to keep class sizes down (United States Department
of Education, 2000). Such efforts paid off in improved teaching and learning, more
individualized instruction and better classroom management (United States
Department of Education, 2000). Of greater relevance to the current study, Yaremich
(2011), points out that class size not only impacts on the ability of teachers to
individualize instruction, but it is related to teacher burn-out, overall job satisfaction
and an increase in teacher stress levels. Teachers are therefore more likely to exit the
profession on account of the additional demands of larger classes (Yaremich, 2011).

Professional Development and Prior Knowledge relating to Differentiated
instruction

Professional learning is critical to teaching, as it allows the individual to spring
from theory into practice (Bintz & Shake, 2005). Blozowich (2001) reported that
teachers are more likely to implement differentiated instruction in order to cater for the
increasing diversity of learners, if they receive continuous and consistent professional
development. Such training must also be supplemented with exhaustive discussion and
consultation about how these techniques are being implemented in the classroom
(Blozowich, 2001). A lack of training and the overriding need to standardize
instruction, may act as key barriers to implementing differentiated instruction in the
classroom (Tomlinson, Moon, & Callahan, 1998). In fact, a lack of appropriate training
and support for teachers relating to the implementation of differentiated instruction, is
cited as a reason for the failure of differentiation (Callahan, Tomlinson, Moon, Brighton,
& Hertberg, 2003).

Forlin and Chambers (2011) found that positive attitudes toward the inclusion of
students with disabilities were linked to increased knowledge. In this study, pre-service
teachers with a wider knowledge base about inclusive practice, exhibited more positive
attitudes towards inclusion, and appeared to experience fewer concerns (Forlin &
Chambers, 2011). An added dimension to these findings is that pre-service teachers’
knowledge about the legislation governing inclusive education, appeared to correlate
with positive attitudes towards inclusion (Forlin & Chambers, 2011). Similarly,
Loreman, Forlin and Sharma (2007) reported within the context of inclusive education,
that teachers’ attitudes toward inclusive education improved if they were aware of the
legislation surrounding such programs. Increased knowledge in this area was found to



contribute to positive attitudes held by respondents toward inclusive education
(Loreman, Forlin, & Sharma, 2007).

Furthermore, Plunkett (2001) found that teachers’ attitudes toward gifted
students improved significantly if they received prior training. This study further
investigated differences between teachers’ attitudes toward gifted students if they
received specific training regarding Gifted Education, or more general training. Follow-
up univariate ANOVAs found significant differences between teachers who had
undertaken professional developments packages and specific study and those who had
only undertaken general professional development (Plunkett, 2001). It was evident
that knowledge in itself, while useful in filling a gap in understanding, also needs to
provide information on how to implement these techniques in the classroom (Plunkett,
2001).

There are a surfeit of studies which support the view that teachers appear to hold
more positive attitudes toward teaching and learning, if they receive appropriate
training and professional development (Briggs, et al., 2002; Čagran & Schmidt, 2011; 
McCoach & Siegle, 2007; Park & Chitiyo, 2011). Briggs et al., (2002), writing within the
context of including students with disabilities into regular classrooms, reported that
teachers who had received training exhibited more positive attitudes with regard to the
inclusion of students with disabilities into regular classrooms, and Hodge (1998) in a
similar study, found that professional development packages were found to have a
significant impact on teachers’ attitudes toward including students with disabilities into
mainstream classes (Hodge, 1998). Also in this vein, Čagran & Schmidt (2011) reported 
that teachers who had received prior training in serving the needs of learning disabled
students, exhibited more favourable attitudes toward catering for these children, than
those who had received no prior training (Čagran & Schmidt, 2011). Similar findings 
were reported by Park and Citiyo (2011) who found that statistically significant
differences were evident, when comparing the mean scores of teachers who had
attended multiple workshops on including children with autism into mainstream
classes, and those who had not. Capella-Santana (2003) additionally found that
teachers who had participated in teacher development courses with specific reference
to catering for diverse cultures within the mainstream classroom, generally held more
favourable attitudes toward students from different cultural and/or ethnic
backgrounds, than those who had not received this training.

Mouza (2009) reported that participation in professional development, may
impact teacher learning and practice. Professional development has the potential to
assist teachers to adapt the content, their practice, and their beliefs and to offer them
insights on the conditions that influence student learning over time (Mouza, 2009).
Teacher effectiveness and their sustained growth as educators has become dependent
on high quality in-service programs and professional development (Borko & Putnam,
1995; Villegas-Reimers, 2003). With reference to including students with disabilities
into regular classes, Van Reusen, Shoho and Barker (2000) also reported that more
positive teacher attitudes appear to be related to increased knowledge. Burriss and
Burriss (2004) who conducted a study with teacher candidates regarding their
perceptions toward diversity, indicate that teachers’ attitudes are positively impacted
upon by prior education. Using responses at the start of a student teacher’s
candidature, and then again at the point of exit, they point out that increased contact,



prior education and life experiences, all appear to contribute to increased feelings of
comfort and confidence among respondents (Burriss & Burriss, 2004).

Carleton, et al., (2008) in a recent study that spanned a 12-month period, found
that teachers, who had received training, experienced a decline in perceived barriers
toward successful teaching. This study further reports that statistically significant
differences were evident in the pre-training scores, when compared to the post-training
scores of teachers’ views regarding self-efficacy beliefs and attitudes toward successful
teaching after in-service training (Carleton, Fitch, & Crockover, 2008). It was
interesting to note that attitudes improved after training, but later tests revealed that
attitudes had fallen back to pre-test attitudes (Carleton, et al., 2008). This suggests that
training should be ongoing to sustain positive attitudes. In another study investigating
factors that influence instructional choice, Nichols et al., (2005) further report that
professional development gave both novice and experienced teachers the confidence
needed to apply new instructional strategies and methods in their classrooms (Nichols
et al., 2005). Gerges (2001) also reflects such thinking in her qualitative study involving
32 participants, highlighting the view that increased knowledge positively impacts on
teacher confidence regarding new instructional techniques, with a consequent positive
impact on student performance.

It is evident that short-term professional development approaches, like one-day
workshops, have not achieved the long-term effects of sustainability in teacher practice
(Darling-Hammond & McLaughlin, 1995). Hunzicker (2004) indicates that teachers
attend professional development and training sessions, but they merely tolerate these
sessions, they do not engage in them as functional participants, hence there is almost no
change to their instructional practice after these sessions. Hunzicker (2004) asserts
that changes can be brought about with teachers’ behaviours, and their instructional
practices, if the professional development packages are designed to change their
foundational beliefs, not just their practice. Furthermore, professional development to
alter instructional techniques should be presented repeatedly over time, to ensure that
a disparity is created between current beliefs and the new information (Hunzicker,
2004). This may take months, even years to achieve the desired changes to
instructional practice (Hunzicker, 2004). Such repeated reminders of new techniques
are also necessary, as teachers tend to fall back into old habits quickly, if they lose touch
with innovative practices that are being introduced to them (Hunzicker, 2004).
Therefore, professional development while lauded as best practice to assist teachers
with implementing differentiated instruction in the classroom may need to be sustained
and ongoing to ensure that it has the desired impact (Hunzicker, 2004). Aligned to this,
Patterson, et al., (2010) reported that a “one size fits all” mentality should not be
utilised when designing professional development programs for teachers. Professional
development packages will have more desirable outcomes, and result in positive
teacher attitudes if they meet the specific needs outlined by teachers (Patterson, et al.,
2010). Teachers with more experience and greater skill could be used as collaborators
and mentors, thereby strengthening their professional identities (Patterson, et al.,
2010).

Sosu, Mitka and Colucci-Gray (2010) found that there were significant differences
between the attitudes of first year teachers in training and their fourth year
counterparts, when it came to attitudes toward inclusive education, on account of



additional training. This study corroborates the view that sustained training may
impact positively on teachers’ attitudes (Sosu, Mitka, & Colucci-Gray, 2010). It further
highlighted the view that intensive training does appear to enhance several aspects of
teachers’ attitudes, compelling them to rethink their own beliefs, improve opportunities
for curricular differentiation, and to consider the “whole” child in the educational
process (Sosu, et al., 2010). Consequently, teachers’ attitudes toward the
implementation of differentiated instruction could change if professional development
is used to broaden understanding and highlight the benefits (McAdamis, 2001).

A recent initiative by the Victorian Institute of Teaching compels teachers to
undertake 100 hours of professional development over a five year period, in order to
maintain their registration (Victorian Institute of Teaching, 2010). This is perhaps a
move by this organization to ensure that training is sustained, ensuring high-quality
teaching and enhanced student outcomes (Victorian Institute of Teaching, 2010). This
concurs with global initiatives, with several US states no longer offering permanent
certification, but instead requiring teachers to participate in career-long professional
development. In New York City, for example, teachers must complete 175 hours of PD
every five years for their teaching certificates to remain valid (New York City
Department of Education, 2010). Requirements such as these, reflect the belief that
teachers, as with professionals in other disciplines, should continue to enhance their
skills and remain current with developments in the field (Torff & Sessions, 2008).
Professional development that is intensive and prolonged consolidates and reinforces
the use of quality teaching methods (Nichols, et al., 2005).

The lack of professional knowledge and training may act as barriers to positive
attitudes toward appropriate instruction methods (Ness, 2009; Timperley & Alton-Lee,
2008). Fruitful professional development efforts are those that help teachers to procure
or develop new ways of thinking about learning, learners, and subject matter, thus
creating a professional knowledge basis that will enable them to teach students in more
authoritative and significant ways (Borko & Putnam, 1995; Zambo & Zambo, 2008).
Benson, et al., (2004) found that intensive professional development in computer usage
had a significant impact on teachers’ attitudes toward the use of computers in the
classroom. This study further asserts that such professional development must be
maintained to ensure that positive attitudes in that field are sustained (Benson,
Farnsworth, Bahr, Lewis, & Shaha, 2004). These are similar to findings by Zambo and
Zambo (2008), who found that teachers who attended professional development
courses in Mathematics, perceived themselves as capable teachers of mathematics and
were interested in learning new ideas, skills, and strategies (Zambo & Zambo, 2008).
Bonner (2006) reported that teachers’ attitudes toward teaching Math were
transformed through professional development initiatives, leaving respondents feeling
more engaged with the subject matter and feeling better equipped to teach it. In the
light of these findings, it is interesting to note that some teachers are indifferent to
receiving additional training. This was evident in a study by Reeves (2006) who
expressed concern over the unfair distribution of coursework modifications for English
language learners. Teachers in this study appeared hesitant about receiving training to
cater to the needs of English language learners because they were concerned about
educational equity (Reeves, 2006).



It is further interesting to observe that regular and consistent training not only
increases confidence, but leaves teachers feeling self-assured in their own practice –
this increased competency reduces anxiety and increases the frequency of use of new
strategies and techniques (Lin, 2008). In a study of pre-service teachers’ attitudes
about computers, mathematics teaching and web-based instruction, Lin (2008) found
that respondents with increased knowledge exhibited lower levels of anxiety and
indicated increased frequency of web-based instruction in the classroom (Lin, 2008). In
a related study to the current one, Demant and Yates (2003), who investigated teachers’
attitudes toward the use of the direct instruction construct, found that knowledge
scores correlated strongly with positive teacher attitude scores. However, McCoach and
Siegle 2007) found that training in gifted education appeared to have no impact on
teachers’ attitudes toward the gifted. This study reported that teachers who had
received training and had experience in providing opportunities for students who are
gifted, exhibited similar attitudes to those teachers who had not received training in this
field (McCoach & Siegle, 2007).

Conclusion

The review of literature ascertained that there are interconnecting factors that
may impinge on a teachers’ attitude toward the implementation of differentiated
instruction.

Firstly, teachers’ attitudes appear to be the product of larger, over-arching factors,
such as time constraints and administrative barriers (Meister, 2010); the desire to
implement and/or experiment with new techniques (Moerschell, 2009); and the belief
in the success of reform initiatives (Yost, 2006). All of these have been found to impact
on the teacher’s perceived need and frequency to implement differentiated instruction.

Secondly, teachers’ attitudes appear to be shaped by more specific demographic
variables. These variables, which included gender and age (Park & Chitiyo, 2011); level
of qualification and teaching experience (Leonard, 2007); learning area (Pearce, et al.,
2010); school location and class size (Wilkins, 2010); professional development and a
teacher’s prior knowledge relating to differentiated instruction (McCoach & Siegle,
2007), were gleaned from related and peripheral studies.

Recommendations

Many acknowledge differentiation to be a compelling and effectual means of
restructuring the traditional classroom to include students of diverse abilities, interests
and learning profiles, the model appears to be lacking in empirical validation.
Differentiated instruction is a highly regarded strategy to assist with accommodating
student variance, proof of which can be found in the plethora of testimonials, anecdotes
and classroom examples available through a multitude of websites and publications
dealing with differentiation (Asherson, 2007; George, 2005; Smith, 2010). Still to be
decided however, is whether contemporary teachers hold positive or negative attitudes
toward the implementation of differentiated instruction. There is a growing need for an
empirical measure which measures teachers’ attitudes toward the implementation of
differentiated instruction in contemporary schools. Knowledge of this nature will be



invaluable in providing support to teachers as they accommodate varying ability levels
in their classrooms.

The findings of this research project have implications for educational authorities,
school principals and practitioners. Educational authorities should endeavour to make
high-quality, sustained and intensive professional development packages in regard to
implementing differentiated instruction, available to teachers, to maintain their positive
attitudes toward the same. School principals should foster collegial communities within
their schools that encourage and sustain the implementation of differentiated
instruction. Practitioners should nurture their positive attitudes toward the
implementation of differentiated instruction through participation in relevant and
targeted professional development, and through active involvement in forums for
collaboration that will assist them to continue implementing differentiated instruction
frequently.
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Information communication technologies (ICTs) like cell phones are a valuable 

education delivery for the rural poor. In the state of Tamil Nadu, India, rural women 

developed successful goat businesses by relying on continuous education provided 

through cell phones. Not only did the women’s businesses prosper, they also gained 

confidence and new skills that positively impacted their families and communities. The 

educational program developed to teach women how to run a prosperous business is now 

being replicated in other districts of rural India to give more women the opportunity to be 

successful entrepreneurs. When implemented deliberately in an educational partnership 

with the disadvantaged population, cell phones can make a life-long educational impact. 

Purpose Statement 

This paper provides and in depth look at an ICT development project in the 

southern state of Tamil Nadu, India. This initiative was charged with creating a 

sustainable livelihood for rural, disadvantaged women through an entrepreneurial goat 

business that empowered and educated the women who participated. Specifically, formal, 

face-to-face education combined with education in the field using cell phones enabled the 

women to run their own businesses and achieve economic independence 

(Balasubramanian, Thamizoli, Umar, & Kanwar, 2010).  

Life in Tamil Nadu, India 

India is home to the second largest population in the world and is one of the 

largest developing countries. Tamil Nadu is one of twenty-eight Indian states. It is 

located in the southeastern part of India where the climate is wet and hot in the summer, 

and warm and dry in the winter. In this state the people speak Tamil, one of the oldest 
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languages in India. The primary economy is agriculture with rice as the main crop 

(Government of Tamil Nadu, 2003). Within Tamil Nadu is the Theni district, home of the 

development project described in this paper. Theni includes many farming villages and is 

home to over 1,000,000 people, with half living in rural villages (Theni Collectorate, 

2011).  

The villages in Tamil Nadu, such as the Theni district, are home to over 70% of 

the Indian population (Seshagiri, Sagar, & Joshi, 2007). Though some larger cities in 

India are modern, the inhabitants of these villages struggle for access to safe and clean 

basic amenities. For example, a city-planning document for a typical village in Tamil 

Nadu indicates better water treatment and sewage systems are needed. In this village, all 

of the raw sewage is dumped directly back into the local river. Sufficient, clean water for 

the entire village population is a challenge (Virudhunagar Municipality, 2008). Many 

villages in Tamil Nadu also require better infrastructure and planning to make residents 

safer and prosperous. These villages also have unreliable power-supplies, low-literacy 

levels and health challenges (Lalmas, Bhat, Frank, Frohlich, & Jones, 2007). Education 

of poor females is not seen as a priority because other basic needs are not being met. 

Though schools and manufacturing plants do exist throughout the villages in 

Tamil Nadu, jobs are scarce. The factory jobs are often seasonal and employees are at the 

mercy of the employer as to specific duties and the hours. To earn enough money for the 

family, individuals end up leaving and traveling to larger cities hoping for more 

economic opportunities. Yet to work in the city, men and women must be able to read 

and write English. Unfortunately, the rural villages of India are often referred to as “low-
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literacy, and resource challenged communities,” (Sambasivan, Rangaswamy, Cutrell, & 

Nardi, 2009, p. 1) that do not prepare their citizens for sustainable livelihoods in cities.  

Villagers that farm have busy working days with little time for leisure. These 

farmers fall into the category of poor, and mobile devices such as cell phones are not 

common for this population. Most of the farmers cannot read or write, and get 

information from word of mouth, pay phones or television (Seshagiri, Sagar, & Joshi, 

2007). Life in the rural villages of India is not easy and moving for the hope of a better 

life is often not an ideal option either. 

Women in the Development Project 

According to Bhavnani, Chiu, Janakiram, and Silarszky (2008), 75% of those 

living in developing countries can be identified as rural poor. These are individuals living 

on less than $1 U.S. dollar (USD) per day, and are isolated from the job opportunities and 

information more readily available to those living in urban areas. Women comprise the 

majority of the poor in developing countries (UNDP, 1996) and are the population that 

participated in the development project conducted in Tamil Nadu.  

Women in India have been treated as inferior to men in that they have been 

limited in decision-making and even movement. Because culture and religion have kept 

women domesticated in the home, education for girls and women has not been an option 

in the past. Also, child marriage and treatment of women as slaves was thought to be an 

accepted practice throughout India’s history. Years of identifying women as property to 

be used and controlled have slowed cultural changes in India (Joseph, 2005). 

Unfortunately, some of these ancient ways of life can still be found in India’s rural 

villages.  
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Over 300 rural women expressed interest in having their own business and as a 

result they were invited by a local non-governmental organization (NGO) to participate in 

the development project. Of the women that participated in the initiative, almost 100% 

were found to be living below poverty as defined by the Tamil Nadu government. The 

majority were fewer than 40 years of age, from families with 4 to 6 other people, and had 

no formal education (Balasubramanian et al., 2010). One of the participants of the 

initiative recalled, “I come from a small, remote village in the state of Tamil Nadu, 

India… We have strict community based rules, norms and values regulating the activities 

of women. I did not attend any school and I was an illiterate.” (Jakkamal, 2009, p. 2). The 

words of this one woman can be used to describe the majority of the women before they 

participated in the project. 

Cell Phones for Education 

One of the single most important factors in improving the lives of women in 

developing countries is education at all levels (Subramanian, 2007). ICTs such as cell 

phones are one delivery that women in rural villages can learn through. More women in 

developing countries are using cell phones due to the low cost and because they are easier 

to access and use. Some possible results of women in developing countries using cell 

phones in their day-to-day lives are independence and empowerment leading to improved 

socio-economic status and a more fulfilling life.  

In the villages the means to access information is to get it from others in the 

community. This is challenging for women who are tied to the home with little free time. 

Research conducted by Lee (2009) found that having and using a mobile phone increased 

a village woman’s mobility and brought her more economic opportunities. With women 
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restricted in movement and having little free time, cell phones for ongoing education 

seem like an ideal tool for education of rural women in India.  

Development Project 

The NGO Vidiyal is located in the Theni district of Tamil Nadu and has been 

working with the rural villages in the district since 1986. This organization is focused on 

women’s development and empowerment through the use of education resulting in 

economic independence. Given the large population of farmers in the Theni district, 

many projects focus on improving agriculture practices while other education projects 

involve the use of mobile ICTs (“Life Long Learning (L3) and Social Capital,” 2009). 

Vidiyal had long been considering a goat project for the women in the community 

where they could get a small loan, purchase, and then raise goats for income. To execute 

this project Vidiyal knew it would need to educate the women on how to conduct a 

business and how to best raise the goats. 

To make the goat project possible Vidiyal partnered with another NGO, Vidivelli, 

and the Commonwealth of Learning (COL). COL is an organization that partners with 

NGOs on education and development projects that use distance learning to improve 

access to education and training (“About COL and the Commonwealth,” 2011). COL was 

able to verify with the NGOs that the continuous learning needed for the goat business 

could be done using ICTs, specifically cell phones. In addition, COL wanted to create a 

model for life-long learning in rural communities that could be replicated in the future 

(“Life Long Learning (L3) and Social Capital,” 2009). 

The 300 women in the project were trained in a traditional classroom setting on 

how to run a business and be an entrepreneur. This education included teaching the 
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women how to negotiate with vendors they would interact with in their day-to-day 

businesses. It took the women a year to be trained and to create their business plans. The 

businesses were each based on a woman buying 10 goats and one cell phone. The cell 

phones would be the delivery used for the ongoing education that was to take place when 

the women were in the field with the goats (“Life Long Learning (L3) and Social 

Capital,” 2009). 

The women learned in training that though the cell phones were for educational 

purposes, the phones could also be used for connecting and communicating with each 

other. The women were encouraged to keep in contact and share information about their 

businesses once they were in the field with the goats.  

The NGOs developed the content on goat rearing using the expertise of the 

women in the villages that were already knowledgeable of goats. The organizations then 

combined this knowledge with that of business and finance to create the educational 

materials. The NGOs also provided the women training on how to use the cell phones 

(Jakkamal, 2009).  

Once a woman had her goats and phone, she received daily voice messages on 

how to better her goat herding business. The women listened to the messages on their 

own time, and then re-listened to them to make sure the information was correctly put 

into practice. The women found the cell phone messages were on assisting with the 

selection of the best breed of goat for purchase, on exceptional feeding instructions and 

on maintenance of the overall health of the goats. Education also included weekly face-

to-face meetings with other women in the village who were participating in the goat 
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project to check-in, share information, and assist each other with their businesses 

(Balasubramanian et al., 2010). 

Results 

The women in the original goat project were successful in developing their 

businesses. They learned how to run a business and as a result how to become 

economically independent. With a woman’s income comes a benefit to the family that 

then spreads as a positive economic impact to the entire community. The skills the 

women learned, such as negotiating, also assisted them in their day-to-day lives. In 

addition, the women reported their personalities had transformed throughout the project, 

as they felt more confident (Balasubramanian et al., 2010). One participant in the 

initiative stated, “My children were motivated when they saw me regularly learning in 

various aspects of livelihood… I use my mobile phones mostly for talking to experts, 

SHG [self-help group] members and listening to the audio messages. This type of lifelong 

learning has helped me to improve my goat rearing abilities particularly in buying good 

breed, better feed and health management etc.” (Jakkamal, 2009, p. 3). 

COL reported that in one of the villages $50,000 USD were invested into the 

training and development of the women for the project, and this resulted in over a million 

dollars in economic activity for that village (Daniel, 2010). To further measure the 

success of the project, COL compared the health and well being of goats under the care 

of the women that participated in the development project, to goats under the care of 

other farmers in the community. The researchers found that goats owned by the women 

in the development initiative were significantly healthier when compared directly to the 

other goats (Daniel, 2010).  
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COL reports that the project was successful because of the technology used, the 

fact that the education revolved around the livelihood of the women, because of the 

successful partnerships between the NGOs, and finally due to the communities and the 

partnerships with the women (Balasubramanian et al., 2010). 

Success with Using Cell Phones for Education 

There were several factors that lead to the cell phones being a beneficial delivery 

for education. First, the women were formally trained to use the phones, and they were 

encouraged to use the phones to share information with one another. Second, the 

messages that delivered educational information were in the women’s native language 

and were auditory, not text. Third, the NGOs were able to negotiate a deal with the cell 

phone service to get discounted rates for the women using the cell phones, making them 

more affordable to purchase and then use (Balasubramanian et al., 2010).  

Another success factor of this project was that the women were involved as 

partners in all the training and even in some of the development, making them more 

invested in the entire process. For example, it was the women in the project that recorded 

the daily messages that were sent out to the cell phones of the hundreds of participants. 

Again, this strategy got women involved and invested in the project. The women also 

shared their information learned with the other members of their families 

(Balasubramanian et al., 2010), making the women the experts and teachers to others. 

The women in this study also reported they preferred learning from the cell 

phones because the phones allowed them to continue their work in the home or in the 

field. They did not have to travel to get information that was available on their phones 

and they could stay connected with each other by using the phones. When it came to 



EDUCATIONAL TECHNOLOGY 	 10	
	

more traditional learning, the women reported fear of having to learn in a formal 

classroom setting. If a woman had never gone to school in the past, she expressed fear 

about how to act and what would happen to her in the classroom. The phones seemed to 

give the women more control over their fears and were a less stressful way for them to 

learn (Balasubramanian et al., 2010). 

Some of the women even reported using the phones more advanced features that 

were not part of the study. For example, text messages and assigning ringtones to callers 

were some features that the women discovered and incorporated into their lives. The 

women also used the phones for everyday conversations with other friends and family 

(Balasubramanian et al., 2010). The cell phones made a large, positive impact on the 

women in the project. 

Conclusion 

This was an extensive development project that took years to complete. The 

results are to be applauded because the education the women received now makes them 

experts and more confident people. This initiative is one that can serve as a model to be 

used for future projects on educating women and improving their overall livelihoods.  

There are several tactics this project implements correctly that other development 

projects for rural women can learn from. For instance, the women were involved in the 

project at every stage from conception on. The women were viewed as goat experts and 

helped develop the education resources. The women also recorded the messages sent to 

the phones. For this education project, the women were partners and not passive 

recipients.  
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In addition, the women proved they could learn using cell phones. Not only 

should other NGOs consider cell phones for educating rural women, but the Indian 

government should also collaborate with the women on policy and accessibility issues 

surrounding education with ICTs. Cell phones or other mobile technologies are a good fit 

for these women’s lives. The women were able to see the benefits and uses for the phones 

for more than just their businesses and this helps with continued use and success with the 

technology. Though some members of the community may object to the women 

becoming independent and using technology, for this project the woman is already 

educated, and her knowledge and confidence is present even if her cell phone is taken 

away.  

The fact that the project also worked to create an ongoing development model is 

another success. The COL did not descend upon the Indian women and then leave upon 

data collection. The COL partnered with well-established NGOs that already had earned 

the trust of local women and helped to make the education, resources and implementation 

model re-usable. It is still being implemented today.  

This was a successful project and more women in the villages of Tamil Nadu 

should have the opportunity to participate in the initiative if they choose. Perhaps the 

government will take notice of the numerous benefits to the women, families, and 

communities and will make these types of gender ICT development projects a priority for 

the country. 
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What is it like to learn about one’s own culture in a foreign language? This paper 

examines the reflections of four female Japanese students at a Japanese university taking a 
course primarily intended for international students about gender relations in Japan. Because 
the course is conducted in English and focuses on a culture with which these students have 
extensive familiarity, at one level it provided what should be an ideal situation for Content and 
Language Integrated Learning (CLIL); however, a multi-level analysis reveals that unexpected, 
complex trajectories of learning, along with the learners’ identity negotiations, were also at 
work. 

The course, entitled “Language, Media and Gender in Japan,” was conducted by 
the presenter in English from April to July 2010. Each class consisted of a review lecture by the 
instructor, student presentation on the week’s readings, and group and class discussions. 
Students were also required to conduct a research project on a topic based on their own 
interests and in connection with class discussions.   

From the instructor’s viewpoint, for Japanese participants specifically, the course 
involved in its agenda three different matters; language, content and self-reflection. That is, 
they were expected to fulfill all the coursework in English (language) to learn concepts and 
theories of gender studies (content) while applying them to their own experiences 
(self-reflection).  Consequently, rather than remaining passive or silent in class, all four female 
Japanese students showed a high level of participation, often responding to their non-Japanese 
classmates by drawing on personal opinions and experiences. That is, they expressed 
themselves in a foreign language utilizing academic terms such as hegemony, ideology and 
patriarchy, suggesting exemplary success f̶rom the instructor’s perspective i̶n the 
simultaneous and integrated learning of language and content. 

Contrary to the instructor’s observations, however, the students’ own reflections on 
the class revealed more of a sense of vexation than of accomplishment. First, their comments 
written in Japanese and submitted anonymously after the course had ended entailed (in 
addition to some remaining content questions pertaining to gender relations in Japan) 
elaborate reflections on personal issues such as career, family and intimate relationships. 
These students did not only develop linguistic skills and academic knowledge in this course; 
rather they seem to have also acquired a framework to consider analytically their own lives 
and identities, a reflexive process that affected their senses of identity. This is a consequence 
no doubt partially due to the course theme of gender.  

Furthermore, in subsequent individual interviews with the instructor, the 
conversations did not converge upon a simple process of learning English or gender studies. 
Notably, questions such as “How do you think your English improved?” “What do you think 
you learned about gender?” and “What are your personal reflections on such gender issues?” 
prompted the participants to verbalize a multitude of frustrations. All said they were deflated 
about their limited linguistic ability in a thoroughly English classroom; three, more crucially, 



expressed discomfort about certain questions from their non-Japanese classmates such as “Is 
this really true?” or “How about you?” i̶nquiries that situated them exclusively in the 
position of “the Japanese woman.” Some confided with me how they tried to perform and/or 
resist the imposed position of “native informant.” In this sense, their content-based learning 
also entailed a politics of identity, a process of negotiation between non-Japanese and 
Japanese participants.  

 To become bilingual is, given the political nature of language, never a linear 
process of mastering a new set of vocabulary and grammar. Throughout this particular CLIL 
course, the female Japanese students struggled with their multiple identities̶ “non-native 
speaker of English,” “student in a gender studies class,” and “Japanese woman” t̶o 
demonstrate that language acquisition involves complex processes of taking positions that 
may lead to realizations, frustrations, and internal conflicts for each learner. A critical case 
study such as this should provide insights into the dynamics of the classroom in the age of 
global education.   



          John Bartley, Ph.D. 

Abstract 

Multiple Student Teams for Field Investigations 

     Conducting field studies using multiple teams of students with different assignments enables 
them to work cooperatively within a team, come together to share results with other teams, and 
then draw conclusions about a particular area of study as a large group.  This technique can be 
effective for any research topic, but it is particularly effective for large-scale field investigations.  
I employ multiple teams in my study abroad program where travel time needs to be used 
efficiently and a vast array of subjects and environments need to be explored.   

     For example, an old lava flow adjacent to the ocean provides a wide variety of tide pool 
habitats.  They vary in depth, surface area, distance from the ocean, temperature, and salinity.  
One team of students might be able to thoroughly investigate the cause-and-effect relationship of 
these physical characteristics to fish adaptations and species diversity in the pools over several 
days or weeks, but multiple teams can perform the same function in a short period of time by 
breaking down the tide pools into subsets (in this case, based on physical parameters), and 
collected data can then be shared amongst the teams to describe the overall tide pool 
environment in the lava field.   

     This type of collaborative work provides students with “real world” experience in addition to 
gaining knowledge about a variety of environments since teams are used in science and business 
on a regular basis for investigations and problem solving. 

 

 

 

 

 

 

 

 

 

 



Abstract Information: 

1. Title of the submission - Multiple Student Teams for Field Investigations 
2. Name of the author – John Bartley 
3. Affiliation of the author – University of Delaware Associate in Arts Program 
4. Address – Rm. 101, 77 E. Main Street, University of Delaware, Newark, DE 19716 
5. E-mail address of the author – jbartley@udel.edu 
 

  



Title Page 

Multiple Student Teams for Field Investigations 

Science Education 

Poster 

Author:  John Bartley, Ph.D. 
Faculty Director, Associate in Arts Program 
Associate Professor of Biology 
University of Delaware 
jbartley@udel.edu 
302-757-3283 
 
 



2012 HICE, Submission ID #528 

 

 

 

Textiles and clothing education in home economics in Japan 

- Present issues in sewing education - 

 

 

Yukiko Momota 

Shiun Junior High School of Takamatsu City, 8-25 Shiun, Takamatsu, Kagawa, 760-0015, Japan 

yukiko_3565@yahoo.co.jp 

 

 

Ikuko Ogawa 

Faculty of Education, Kagawa University, Kagawa 760-8522, Japan 

ogawa@ed.kagawa-u.ac.jp 

 

 

 

 

Introduction 

Japanese students study home economics beginning at 5th grade of elementary school. 

Textiles and clothing education is one of the more important parts of home economics, 

particularly for sewing, and many pages are assigned to these topics in home economics 

textbooks. Since the homeroom teacher teaches all subjects in elementary school, it is 

common for sewing to be taught by teachers that did not major in home economics. Moreover, 

because children have little variety of life experience, many are awkward with tasks that 

require manual dexterity. However, there is little data on the actual situation in the classrooms 

and the student learning experience. The attitudes of new junior high school students about 

their elementary school experiences of sewing, their sewing skills and the learning 

environment were surveyed.   

 

 



Methods 

Questionnaires were distributed to 219 (male 91 and female 128) first-year students of a 

junior high school in Takamatsu City, Shikoku in April 2011, the beginning of the school year. 

Student attitudes and perceptions of about sewing, i.e. likes and dislikes, knowledge about 

sewing and sewing skill, i.e. good at sewing or not, and the learning environment of their 

elementary schools were surveyed. The data was analyzed with using SPSS. 

 

 

Results 

There was an obvious gender difference in students that responded they liked sewing, and 

were good at sewing. A higher percentage of female students (78.1%) responded they like 

sewing compared to male students (37.4%). Female students (60.2%) also had a higher 

self-reported skill level than males (29.7%). There was a high correlation between the 

responses to the likes and dislikes of sewing, and the high and low skill levels of sewing. Of 

the students that completed sewing projects in class (70.3%), most students (68.9%) reported 

that they were still been using the items that they had made in elementary school. In most 

cases (81.7%), skill explanations were done by using the teacher's model sewing or by 

students looking at samples by themselves. However, 33.3% found that they sewing tasks 

were too difficult to understand. When students did not know what to do next, a majority 

(56.6%) asked their classmates, while some asked the teacher (31.1%) for further explanation. 

The mean number of the students of sewing class was 30.5±3.7.  
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Abstract 
 This research aimed to synthesize the learning management model complying with 
Sufficiency Economy Philosophy under the government policy in school. The idea of Sufficiency 
Economy Philosophy was used in this research in order to manage the learning model by the 
method of document research and Connoisseurship. The target group for this research was the 
document of the performance report in operating the learning management model in the target 
schools consisting of 1 urban school, 2 semi-urban schools, and 1 suburban school. The tool 
used for collecting the research data was Connoisseurship method. Data collecting and 
analyzing were performed by the content analysis method in order to achieve the conclusion of 
the similarity, difference, and coherence of the concept relationship of the data. The result 
showed that learning management model which supported the educational management 
complying with Sufficiency Economy Philosophy under the government policy, and was 
achieved by the synthesis of the performance report in the 4 target schools of this research, was 
composed of 6 relative components; 1) Raising the understanding by applying the activity of 
requirement evaluation, and training 2) Extending the idea to obtain the concrete plan 3) 
Dynamic educational drive of this research 4) Educational drive mechanism was conducted in 
order to obtain strength and sustainability 5) The result of the learning management model 
development 6) Feedback for the development and improvement as essential information  

Key Words 



Synthesis; Sufficiency Economy Philosophy; Learning Management Model  
Introduction 

The Philosophy of Sufficiency Economy has been one of the royal ideas of H.M. King 
Bhumibol Adulyadej giving as guidelines for his subjects since the past 3 decades. H.M. the 
King placed an emphasis on guideline under the Philosophy of Sufficiency Economy  for his 
people on how to conduct and develop themselves in life adhering to the Buddhist concept of 
the Middle Path and carefulness considering moderation, reasonableness, and self-immunity 
against risks including application of knowledge and morality in living life and survive in the 
world of globalization.(Preeyanuch Pibulsarawut, 2007:online) Implementation of this philosophy 
provided the way of living life driven by this philosophy to achieve successful conduct of life under 
the development of the world during these difficult times of globalization.  According to H.M. the 
King’s speech during the King’s birth day celebration at Dusidalai Hall on 4 December, 1997, 
(referred to Pipat Yodpruettikarn, 2007) 

“...In fact, I have often said to such audiences as this one that to be a tiger is not 
important. The important thing for us is to have a self-supporting economy. A self-supporting 
economy means to have enough to survive. About this, I have often said that a self-sufficient 
economy does not mean that each family must produce its own food, weave and sew its own 
clothes. This going too far, but I mean that each village or each district must have relative self-
sufficiency. Things that are produced in surplus can be sold, but should be sold in the same 
region, not too far so that the transportation cost is minimized. Doing so might prompt some 
distinguished economists to criticize that it is out-of-date. Some other people say that we must 
have an economy that involve exchange of goods that is called “trade economy” not “self-
sufficient economy” which is thought to be unsophisticated. However, Thailand is a country 
that is blessed with self-sufficient productivity. We could turn to “self-sufficient economy” only 
one-fourth of the whole system, without a necessity of changing the whole system or even a 
half. This change would need much time and it is not easy to cope with. Normally, people 
need things to be changed and done as fast as possible, because they really need help, but 
If we start doing this changes together from now on, we could definitely do it…”   

H.M the King’s speech concerning the Philosophy of Sufficiency Economy has lighted up his 
subjects with the hope of the new theory of self-sufficient economy. Nowadays, there are many 
people at every level from the individual, group of people including institutes and organizations, 
have applied this philosophy for their own professions and adhered this philosophy as their own 



principles in conduct of life. The reflection from the people who have had applied this theory 
practically showed the success in life even they were beset by many problems. According to the 
formation of National Economic and Social Development Policy, the National Economic and Social 
Development Board (Thailand Research Fund, 2006) proposed to build up the process of driving 
the sufficiency economy to keep on the idea and associate with the expansion by the various 
applications of this philosophy to achieve acquiescence and to apply in practical to all parts of the 
community. Therefore, the National Economic and Social Development Board so invited the 
Philosophy of Sufficiency Economy to be the guideline philosophy in providing the Ninth National 
Economic and Social Development Plan (2002-2006) for the people of all levels to understand and 
apply for their daily lives.  

Educational administration after the education reform in 1999 has been changed quite a 
lot, for example, administrative reform, curriculum and instruction reform, or instructional 
measurement reform. The distinguished change was National Educational Act B.E.2542 
amendment(issue 2) B.E. 2545 enforcement  which defined educational management boundary 
emphasizing the development of Thai citizens in such a way that they would be the real human 
with strong and perfect body, and mind, including intelligence, knowledge, and morality. With 
these capabilities, people would live their lives peacefully and happily. Furthermore, this Act 
emphasized the community taking part in educational administration, defining educational right 
and duty, education system, educational management guideline, educational administration 
and management, supporting and developing teachers and educational staffs, education 
administration to obtain standard school record, and quality assurance. This would show that 
education is the tool of development. When the direction of national development pointed to 
self-sufficient community that means education system shall bring up philosophy of sufficiency 
economy to apply in educational administration appropriately. (Thailand Research Fund, 2006)  
 Mechanism of educational administration in the system has basic educational institution 
as a main driven power in planting and transferring educational framework of the young people. 
Applying the idea of Sufficiency Economy Philosophy through the basic education by the 
process of learning management development where teachers, students, community, including 
the knowledge of Sufficiency Economy are well organized and practically tested, is considered 
as a major input. Therefore, existing product of learning leads to the understanding, skill, and 
attitude to the philosophy of sufficiency economy. In another word, developed students as the 
major products of education system could turn to be the qualified products under system of 



learning management where knowledge of Sufficiency Economy Philosophy is relative to the 
government policy having been synthesized efficiently.  
 This research foresees the importance of taking the result of this research in developing 
learning administration to encourage educational administration in relation with the philosophy 
of Sufficiency Economy of the basic education schools. The obtained result of the research had 
a difference, similarity, and variety in accordance with context of basic educational institutions 
of their own particularities. Normally, to apply the result of the research to its development and 
to encouragement of the schools might be complicated. Collecting the result of the 
development from learning management model complying with Sufficiency Economy Philosophy 
under the Government policy from many schools in different contexts and organizing the system 
by analyzing and synthesizing in order to obtain proof of learning management model with the 
flexible characteristics for the schools to apply in accordance with their own contexts, were the 
major objective of this research. However, the development result will let the dissemination of 
the Philosophy of Sufficiency Economy to be able to reach the main target group which in this 
case would be the young people in the basic educational institutions and finally this would effect 
the future of this target group expecting the driven power of the national Philosophy of 
Sufficiency Economy guided by our beloved king.  

Research Question  
 The question of this research is how the learning management model encouraging the 
educational administration complying with Sufficiency Economy Philosophy under the 
Government policy of the performances in the target schools in urban, semi-urban and 
suburban areas look like. 

The Target Group of the Research 
 This research study was the result synthesis of the learning management model 
development to encourage the educational administration complying with Sufficiency Economy 
Philosophy under the Government policy of the performances from the target schools consisting 
of 4 schools categorized in 3 types of location; 
 1. Urban schools mean schools providing basic educational administration and being 
located in Mueng district of Khon Kaen mainly covering community in Mueng district; Khon 
Kaen Wittayayon2 School (Saman Sumetho) under Khon Kaen Educational Service Area Office 
1. 



 2. Semi-Urban schools mean schools providing basic educational administration and 
being located in the border between Mueng district and others or in other municipal districts 
apart from Mueng district of Khon Kaen; Ban Daeng Yai School(Ratkuruwittayakan) under Khon 
Kaen Educational Service Area Office 1, and Ban Nong Na Kam School under Khon Kaen 
Educational Service Area Office 5.  
 3. Suburban schools mean schools providing basic education administration and not 
being located in Mueng district or in other municipal districts apart from Mueng district; Ban 
Kudtat School under Khon Kaen Educational Service Area Office 5.  

A Sufficiency Economy Drive in Educational Administration  
  Thailand Research Fund (2006) assessed and considered H.M. the King’s speech with 
royal assent for dissemination as follows;  
  “Sufficiency Economy” is a philosophy that stresses the middle path as an overriding principle for appropriate 
conduct by the populace at all levels. This applies to conduct starting from the level of the families, communities, as well as 
the level of nation in development and administration so as to modernize in line with the forces of globalization. “Sufficiency” 
means moderation, reasonableness, and the need of self-immunity for sufficient protection from impact arising from internal 
and external changes. To achieve this, an application of knowledge with due consideration and prudence is essential. In 
particular great care is needed in the utilization of theories and methodologies for planning and implementation in every 
step. At the same time, it is essential to strengthen the moral fibre of the nation, so that everyone, particularly public officials, 
academics, businessmen at all levels, adheres first and foremost to the principles of honesty and integrity. In addition, a 
way of life based on patience, perseverance, diligence, wisdom and prudence is indispensable to create balance and be 
able to cope appropriately with critical challenges arising from extensive and rapid socioeconomic, environmental, and 
cultural changes in the world.” 
 The important thing for the development complying with the philosophy of sufficiency 
economy is the development that adheres to the Buddhist concept of the Middle Path, 
carefulness based on moderation, reasonableness, and the need of self-immunity for sufficient 
protection including the need of application of knowledge with due consideration, prudence, 
and morality on any act or decision making. In fact, the philosophy of sufficiency economy is not 
new; H.M. the King has already applied this theory for at least 3,000 royal projects through out 
the past 6 decades since 1950. This theory initially emphasized on the development of quality of 
life for poor people in rural areas in order to establish the state of “self-sufficiency” which is 
considered as a basis of self-sufficiency economy system leading to stable, balanced, and 



sustainable in conducting life, including economy, society, and environment. Relative 
components are shown in figure 1.  
 
 
 
 
 
 
 
 
 
 
 
 
Figure 1: Philosophy of Sufficiency Economy (Source: Thailand Research Fund, 2006) 
 

 According to the royal concept of Sufficiency Economy Philosophy having been 
integrated to the educational administration after the education reform on 1999, this concept 
has been changed quite a lot, for instance, administrative reform, curriculum and instruction 
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Educational Act B.E.2542 amendment(issue 2) B.E. 2545 enforcement  which defined 
educational management boundary emphasizing the development of Thai citizens in such a 
way that they would be a real human with strong and perfect body, and mind, including 
intelligence, knowledge, and morality. With these capabilities, people would live their lives 
peacefully and happily. Furthermore, this Act emphasized the community taking part in 
educational administration, defining educational right and duty, education system, educational 
management guideline, educational administration and management, supporting and 
developing teachers and educational staffs, education administration to obtain standard school 
record, and quality assurance. This would show that education is the tool of development. When 
the direction of national development pointed to self-sufficient community, that mean education 
system shall bring up philosophy of sufficiency economy to apply in educational administration 
appropriately. (Thailand Research Fund, 2006)  The Ministry of Education taking a major role in 
educational administration in all level of the nation has integrated the philosophy of sufficiency 
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economy for educational administration through the policies, activities, and projects to all 
educational units concretely. To do this, the implementation process has been divided into 3 
levels; 1) National level: the Ministry of Education implemented this concept of Sufficiency 
Economy complying with the Ninth National Economic and Social Development Plan (2002-2006) 
and the Tenth National Economic and Social Development Plan (2007-2011)  2) Policy level: the 
Ministry of Education integrated the philosophy of sufficiency economy to schools through 
Educational Service Area Office and educational institutions in order to reach the learning 
management concretely 3) Operation level:  educational institution directors, teachers, and 
educational staffs are directly responsible for the operational process of sufficiency economy drive in 
educational institutions supervised by the Committee of Monitoring & Evaluation from the Government.  
 The guideline for the practice in educational institutions as provided by Ladda Silanoi and team 
(2008) showed that the means for applying the theory of sufficiency economy was available in 3 styles; 
the first one was the operation under educational institution management. This style would build 
organization culture in school, such as culture in saving water and electricity. All staffs at school 
adhered to this culture until it became their habits, finally they would use water and electricity 
more wisely. The second one was instructional management complying with Sufficiency 
Economy Philosophy. This style was contained in curriculum emphasizing on local way, 
determining expected school record, building learning unit, providing activity concerning 
Sufficiency Economy Philosophy. The third one was   providing student development activities in 
term of educational guidance, boy scout/girl guide/youth red-cross activity, or activity of 
educational project, club or volunteer camp establishment. 

Research Method 
 The method of this research is a document research while the step and procedure are 
described as follows; 1) Plan: Collect and study all the document of the first performance report 
of the learning management model research in target schools and define the document 
synthesizing  framework 2) Do: Study  all the document for the second time, then record all 
issues of these document in accordance with the document analyzing framework, then analyze 
the similarity, and difference of each issue in order to synthesize the learning management model 
encouraging the educational administration relative to the Government policy. 3) Check: Check 
and prove the learning management model by the method of  Connoisseurship in different 
fields; philosophy of sufficiency economy, supervision,  learning measurement/evaluation, and 
educational management, then analyze all data obtained from the method of Connoisseurship 



for achieving a conclusion of appropriate model 4) Act: Improve the learning management 
model encouraging educational administration in Sufficiency Economy under the Government  
policy in accordance with the conclusion from the previous step, later on the model will be 
submitted to the experts for the correction again    

The Result of Synthesizing the Learning Management Model Encouraging the 
Educational Administration in Sufficiency Economy under the Government Policy  

  The result of synthesizing the model could present more details which was relative with 
the content of the model comprising of 6 components; Raising the understanding, Extending the 
idea to obtain the concrete plan, Dynamic educational drive of this research, Educational drive 
mechanism conducted to obtain strength and sustainability, The result of the learning 
management model development, and Feedback for the development and improvement as 
shown in figure 2. 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 2: Learning Management Model Encouraging the Educational Administration in 

Sufficiency Economy under the Government Policy 
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connection of each component, we would find sub-components belonging to each component 
showing the connection among them with less importance. Moreover, other factors effecting 
major components were considered having connection with each other as well.  However, we 
could present the details of each component respectively as follows;  
 1. Raising the Understanding:  Schools needed to organize the needs assessment with 
people in concern which were, teachers, educational institution executives, parents, educational 
institution boards, etc. The needs assessment was considered as an important part leading to 
the cooperation of all concerned people for the next step of the process. The result of the needs 
assessment would become important information for specifying the details of the plan/project in 
order to develop the educational administration complying with the Philosophy of Sufficiency 
Economy. This result corresponded with the idea of Suwimon Wongwanich(2005)  specifying 
that the needs assessment was important because it was the beginning of operation and project 
development. Furthermore, the needs assessment helped defining the objective of the 
organization showing the needs of people in concern and directed the plan to the right way 
successfully. In addition, learning management development plan encouraging the educational 
administration in Sufficiency Economy Philosophy needed the cooperation between school, 
community, and expert. The reason was that, raising understanding process utilizing the training 
method would be successful if there were experts to help, and give the appropriate advice. 
Having an expert would help the participants in creating confidence, faith and solving the 
problems. The training process shall focus on the method of connecting old knowledge with the 
new one concerning the Philosophy of Sufficiency Economy, therefore training activities shall 
emphasize on the experience connection by establishing the various activities which could urge 
the participants to raise the conversation in exchange of ideas through the group process for 
the conclusion or knowledge building in the Philosophy of Sufficiency Economy. The component 
in this part was corresponding to the idea of  empowerment  as mentioned by Murrell, 1985; 
Vogt&Murrell, 1990(referred in Taewe Promminta , 2001), explained in the theory of Murrell-Armstrong 
Empowerment Matrix that this theory was composed of giving knowledge or educating, persuasion, 
being an advisor, encouraging, supporting, and giving an advice. It could be concluded that the 
beginning of the learning management model encouraging the Sufficiency Economy under the 
Government policy in raising the understanding had a connection with the idea of the needs 
assessment and adhered to the empowerment of the teachers in the project. The connected 
relationship for each sub-component in raising the understanding was concluded in figure 3;   
 



 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 3: The Learning Management Model Encouraging the Educational Administration in 

Sufficiency Economy under the Government Policy in Raising the 
Understanding  

 

 2. Extending the Idea to Obtain the Concrete Plan: This component could be achieved 
by the teachers who would be able to develop their learning management plan complying with 
the Philosophy of Sufficiency Economy. Moreover, they could integrate the Philosophy of 
Sufficiency Economy with the content and process of educational administration.  The important 
guideline that the target schools should follow was providing local learning subject which integrated the 
Philosophy of Sufficiency Economy with wisdom of the community and learning sources available in the 
community.  Therefore, the important thing was to review the content of Basic Educational Curriculum 2001 
and Core Educational Curriculum 2008 including Educational Institution Curriculum Development in order 
to achieve the design of learning unit based on educational standard while local learning subject 
integrating the philosophy of sufficiency economy was used as an important database for designing the 
instructional management. Details for this component were corresponding with the idea of sufficiency 
economy royal project by Crown Property Bureau (2006) stating that the integration of the philosophy of 
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sufficiency economy to schools and young people supported the idea of applying the principle of 
Sufficiency Economy in learning management of students consisting of curriculum and learning subject 
inside/outside class. While the process of extending the idea to obtain the concrete plan needed school-
based training, the training process needed to refer to real data collected from the local community in the 
Educational Service Area of that school. Academic work or job completed from the training process must 
be analyzed from the normal work of the teachers and this work must be able to be used in the real situation 
or class.  Furthermore, the result of the work shall be used as a guideline for the next training course coming 
up next. This result corresponded with result of the research of Sampan Panpruek and team (2006) in 
evaluating the professional teachers and school executive development project to achieve the Bachelor’s 
degree in Education and the Certificate of Educational Management, respectively. This research founded 
that learning management model emphasizing school-based training was considered as the major factor 
showing the success in developing teachers and school executives, this was due to the fact that this 
brought to the connection between learning in class and practical use. Teachers and school executives 
could adapt what they learnt from class to applying in a real situation and brought the result to be 
discussed in class. In addition, school-based training also corresponded with the research result of 
Narumon Niratorn and team (2007) studying about enabling factors and obstacles in connecting informal 
economy and Sufficiency Economy stating that factors enabling a sufficiency economy drive had a 
connection with way of life. Since the image and wording explaining Sufficiency Economy in rural way of life 
was “Think of economical way of living without extravagance like rural people”, this might misunderstand 
people about the concept of Sufficiency Economy and let people think of rural life only --- agricultural life, 
self-sufficiency economy, or traditional rural way of life. In fact, there were many aspects of Sufficiency 
Economy guided by royal idea and this covered wide area of operation. Therefore, school-based training 
would be the method which could response well to the idea of new aspect for Sufficiency Economy in 
conducting life. Apart from this knowledge, important skill in local learning subject development ,  and the 
design of learning unit based on standard, innovative development  of student-centered learning 
management in various ways, and measurement/evaluation techniques in accordance with the real 
situation were also be counted as the major capital of qualified learning management plan development 
under designed learning unit .  The characteristics of this component corresponded with the research result 
of Narongrit Donsri (2000) who studied about the existing situations, problems and needs for managing 
learning activities in sufficient economic project under the jurisdiction of the Office of Primary Education, 
Chaiyaphum Province showing that schools had important needs in learning activity management, local 
curriculum development, integrating the project into various subjects, and monitoring/evaluation 



consistently. By the way, in order to achieve the result of the process concretely, cooperation from 
educational experts whom the school teachers rely on, supportive educational institution executives, and 
work developed by training activity pushing into practice, needed to be taken into account. The executives 
would be considered as the linking point between the experts and school-based teacher development. 
This corresponded with the research of Ladda Silanoi and team (2004) revealing that school executives 
were the key factor in driving the teachers to the success of developing school curriculum. Figure 4 showed 
the details of extending the idea to obtain the concrete plan.  
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Figure 4: The Learning Management Model Encouraging the Educational Administration in 
Sufficiency Economy under the Government Policy in Extending the Idea to 
Obtain the Concrete Plan 



3. Dynamic Educational Drive:  It consisted of 3 processes relating to each other; 
“Classroom Research Process” was needed to be used as the guideline in developing the 
learning management according to the designed learning management plan, and instructors 
could find the problem from the previous instructional management or expected student 
development under the application of the Philosophy of Sufficiency Economy. Further study in 
details, preparation and planning of learning management were conducted in accordance with 
research principle and implemented the result from the systematic instruction to academic 
paper giving the important data for the improvement and development in learning management 
complying with the Philosophy of Sufficiency Economy. Therefore, the classroom research was 
believed as the first process initiating the dynamic educational drive corresponding with the 
idea of Sutheera Prasertsan (2009), showing the concept of student and teacher development 
that conducting the research was the way of training people to be able to search for information. 
The research taught people to raise the questions logically. If people have the nature of 
researcher, they would doubt in everything they experience. The aim of doing research is to 
obtain the knowledge; this is because the knowledge gives the cause and answer of the 
question. To know the cause means to know the mechanism. Moreover, to know that the 
assumption is correct or not, is also considered as another necessary knowledge.  Professional 
researchers could establish the assumption correctly and make a good prediction; they could 
easily cope with changes and lead their lives wisely among globalized world. The classroom 
research could be used as self-immunity against risks for teachers and students with the 
Philosophy of Sufficiency Economy. During the time of learning management drive by applying 
the process of classroom research, and the time the process was ended, teachers showed the 
important power of driving continuously; “Learning Environment Improvement Process” for 
physical environment and social environment. Physical environment improvement process, for 
example, learning source improvement in school enabling for learning management complying 
with the Philosophy of Sufficiency Economy was defined in learning management plan. Social 
environment improvement process, for example, teaching and learning behavior adaptation, 
was to obtain the cooperation in learning which would achieve the objective of the defined 
learning management. Therefore, this process was the important process showing the changes 
and development according to the Philosophy of Sufficiency Economy in a concrete way.  The 
last process which was also considered as an important driven power for the continuous and 
dynamic way was “Inside Supervision”. The educational institution executives and external 



speakers took the important role in operating the supervision and brought to the cooperation in 
learning development from teachers and people in concern. The result of the supervision would 
be the important information used as data for the development and improvement of the learning 
management by the method of classroom research and development cycle which would be 
conducted continuously as shown in figure 5.  

 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Figure 5: The Learning Management Model Encouraging the Educational Administration in 
Sufficiency Economy under the Government Policy in Dynamic Educational 
Drive 
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affair  and/or assigned staffs, and operated the reflection of learning management of instructors 
emphasizing on reflection to encourage the instructors in teaching. Teacher empowerment was 
created by the reflection and enforced with consideration in applying what teacher achieved to 
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profession.   The work development for teachers conducted to achieve progress of profession 
was one of the motivations enforcing empowerment of teachers in driving the learning 
management complying with the Philosophy of Sufficiency Economy.  The outcome of the 
continuous learning management drive under the process of monitoring and evaluation by the 
common reflection showed the result of the development. The idea of using the reflection for the 
good improvement and development  corresponded with the action research of Kittiporn 
Panyacharoenpol (2006) concluding that reflection was one of the evaluation method in which 
the researcher needed to make his or her own decision according to experiences if the outcome 
was the right one he or she may need or not. Moreover, the reflection was also the initiative 
investigation before conducting the research. Data reflection also helped planning the next step 
of operation for individual or group of people for the next project. Additionally, data reflection 
corresponded with the idea of data reflection in active learning by Dee Fink (2003) stating that 
reflection was considered as one component of active learning because the process and 
various reflection techniques, such as discussion, focus group discussion, and making short 
notes of learning things, helped the researchers in understanding of what they were studying 
and knowing how it happened. According to the analysis of the result in the Sufficiency 
Economy drive of target Educational Institutions, it showed that there were 4 groups of people in 
concern --- instructor, student, school, and community.  Instructor as the beginner, started 
changing, supplementing, and developing the idea of learning management complying with 
Sufficiency Economy philosophy through student.  The outcome obtained by the learning 
management effected the student directly in 3 aspects; knowledge, skill, and attitude of learning 
complying with the Philosophy of Sufficiency Economy.  Therefore, student was believed to be 
an important product of the school development in Sufficiency Economy drive. The result of the 
school reflected by student himself/herself brought to community esteem.  School development 
from the community cooperation was occurred and reflected feedback to student. Instructor as 
the main educational driving mechanism could utilize the result to create the development 
report in term of academic work for the higher accreditation in educational profession. 
Moreover, the data from the report was also the main source for the review in order to 
continuously improve and develop learning management complying with the Philosophy of 
Sufficiency Economy corresponding with the idea of Saowanit Chaimusik (2001)  saying that 
successful educational management needing school-based management and key performance 
index was to determine the method of evaluation/operation. Details of the learning management 



model encouraging educational administration in Sufficiency Economy under the Government 
policy in the educational drive mechanism to obtain strength and sustainability was concluded 
in figure 5.  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 5: The Learning Management Model Encouraging Educational Administration in 

Sufficiency Economy under the Government policy in the Educational Drive 
Mechanism to Obtain Strength and Sustainability  
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Conclusion and Suggestion 
From the synthesis of performance report of the target educational institution in this 

research, it could be concluded that the learning management model encouraging educational 
administration in Sufficiency Economy under the Government policy was composed of 6 relative 
components;  1) Raising the understanding 2) Extending the idea to obtain the concrete plan 3) 
Dynamic educational drive 4) Educational drive mechanism conducted in order to obtain 
strength and sustainability 5) The result of the learning management model development 6) 
Feedback for the development and improvement . However, it could be suggested according to 
the result of the research as follows;  
 1. The Suggestion in Applying the Result of the Research 
      1.1 The learning management model complying with Sufficiency Economy under the 
Government policy was a model synthesized from the performance report of the educational 
institution which had the different contexts in accordance with the community location. By the 
way, the model itself was considered the flexible one and not be able to reflect to all context of 
every location, therefore translation of the model in applying as a guideline of the drive in 
educational institution  needed to consider the context of the educational institution 
appropriately with a great care.  
     1.2 The learning management model itself reflected the empowerment of the teacher 
by the external experts in some cases. The educational institutions that may need this model to 
apply for their institutions were suggested to coordinate with the experts having ability to 
participate in the project continuously and being honorable, especially at the beginning of the 
real practice period.  
     1.3 The educational institution executive was the important person in driving the 
development. The first important thing in order to apply the model to practice was the study of 
details of the model by the executive based on believes of development corresponding with the 
presented model. Moreover,   executive must have the leadership characteristic in order to lead 
people in control cross over all changes together.  
 2. The Suggestion for the Further Study in the Future  
      2.1 It was suggested to apply the learning management model complying with 
Sufficiency Economy under the Government policy from this research to other educational 
institutions in order to study confirmatory result of this model and improve the model according 
to different contexts in various educational institutions.  



      2.2 It was suggested to study in depth to obtain various aspects of Sufficiency 
Economy drive in educational institutions with different contexts but same objective in order to 
reflect the learning management which showed the unity but various practices, for instance 
considering the aspect of the educational institution dimension; private and public schools, and 
type of educational institution; academic and vocational streams, and special students 
institution.  
      2.3 According to the result of the model production, for example the effect on the 
instructional management concept adjustment, the adoption of the Sufficiency Economy 
Philosophy in conducting daily life was considered as the important issue for the further study.  
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Introduction 

 

Adult learners face many challenges when it comes to “second chances” in 

education. Austrian Commercial High Schools for adult education offer the 

opportunity to get a high school diploma to this target group1. Traditional classroom 

teaching often fails with this target group. Access to information and communication 

technologies has tremendously increased in Austrian high schools over recent years 

and there is evidence of enforced use by teachers and students (Schratz & Weiser, 

2002). 

 

With the support of the Austrian Ministry of Education a new approach based 

on blended learning was developed. For this purpose a web-based program for 

English as a Second Languages, which in the meantime has been licensed for official 

use, was developed and implemented in Commercial High Schools for adult learners. 
																																																													
1	This	study	is	still	work	in	progress.	Preliminary	datat	are	presented	and	discussed.	



It had to meet certain criteria to make it a viable and efficient for this purpose. It took 

about two years to design the e-learning program which is still improved and updated 

on a continuous basis. The course can be accessed on http://teacher.eduhi.at/funk/	

 

 

 

Context Analysis 

 

According to Way & Webb (2011 ; Barker, 1999; Goodyer, 1999; Hannifin, 

1999; Hayes, Schuck, Segal, Dwyer & McEwen, 2001)) computer-based introduction 

contains numerous potentials for modified pedagogical approaches, as there is a  

 

 “a shift from ‘instructivist’ to constructivist education philosophies; 

 a move from teacher-centred to student-centred learning activities; 

 a shift from a focus on local resources to global resources; and 

 an increased complexity of tasks and use of multi-modal information.” 

 

To guarantee the desired learning outcome certain criteria had to be observed 

when developing the program. The learning material had to be presented in a concise 

and precise manner, understandable language and comprehensible concepts had to be 

used, relevant examples and demonstrations developed, a smooth transition between 

lessons kept in mind, an “overload” of information be avoided (Stoilescu, 2011).  

 

The role of teachers in this setting has changed, as well - from instructor to 

coach. With the loss of their knowledge monopoly, teachers now have to offer 

guidance, structure, and orientation in the learning process of their students. For this 

purpose they need a certain time frame and a space free of evaluative activities – 

some kind of de-schooling of learning processes by means of a liberation from the 

traditional learning styles and assessment culture in schools. Taylor & Wolfson 

(1978) confirm that students must be able to engage in a classroom freely without any 

strict guidelines, only with target agreements with the teacher which have to be 

complied with. 

 

 



That means that teachers accompany their students in their learning process by 

providing them learning offers that are attuned to the strengths and weaknesses, as 

well as the life contexts of their students. Teachers have to encourage their students to 

feel responsible for their own learning processes and to enable them to develop a 

viable personal concept. This is only possible in a learning-friendly environment and 

assessment-free space.  

 

Personalized learning seems to be the ideal didactical approach in a school 

setting (Schrack, 2007). This approach activates the personal and social dimensions in 

order for learners to find a personalized access to learning contents and to open up the 

meaning of their learning experiences for their personal lives. On the other hand, they 

can also build a learning community and start to network in order to solve problems 

as a common practice. 

 

 

Research objectives and Methodology 

 

This study presents the implementation and use of an e-learning program for 

adult learners of English as a second language in Austrian Commercial High Schools. 

Methodological advantages and the efficiency of blended learning for foreign 

languages were evaluated, as well as obstacles and problems concerning the 

implementation of this approach investigated. The efficiency and implications on the 

teaching and learning processes were surveyed, as well. 

 

A qualitative study based on the concept of the Grounded Theory 

(Glaser/Strauss 1996) was undertaken. 20 ESL teachers – ten male and ten female – 

were interviewed on their perspectives of the program and its employability in daily 

classroom teaching. The age range of the interviewed teachers was 32 to 55 years. 

 

Moreover, 170 students were asked in questionnaires about their experience 

with this learning device. Apart from a continuous analysis of the already available 

literature on the topic (Glaser & Strauss 1998) qualitative interviews with teachers 

were conducted and a research diary on the different study phases was written. The 

choice of the interview partners according to the theoretical sampling process took 



place to supplement a purposeful data acquisition. The target group was chosen 

among ESL-teachers in five Austrian Commercial High Schools, who were 

interviewed five times within half a year (between August 2010 and January 2011). 

The interviews were recorded, transcribed and evaluated. 

 

In addition to the Grounded Theory approach the participating observation 

was selected as another methodological tool. This made a participation in social 

situations possible and offered a direct insight into activities and processes (May ring 

2002, 80). The observations followed a guideline and were documented in a manual 

and observation protocols. Their systematization offered additional information about 

relevant codes in accordance with the theoretical sampling of the Grounded Theory. 

Such a methodological triangulation enabled an extensive acquisition of relevant data 

and the gathering of new insights. This opened up new perspectives and further 

interesting aspects (vgl. Flick 2000, pp. 318). 

 

 

Findings 

 

According to the Grounded Theory approach the advantages and problem 

areas of the new program could be defined during the research processes. 

Practicability and viability of the program for the target group of adult learners were 

determined as key categories. During the observation phase three teachers used the 

program 20 % of their teaching time, more than half of the teachers in 50 % of the 

lessons and two teachers decided to work almost exclusively with this program. 

 

The teachers that were using the program, responded in a rather positive 

manner, even though some of them also encountered quite a few problems when 

working with it. The perception of the interviewed and observed teachers can be 

clustered as follows: 

 

The program was seen as 

 an innovative and adequate teaching tool by 70 % of the teachers  

 useful material with room for improvement by 20 % and  



 inappropriate for teaching adult learners by 10 %, which means two of 

the interviewed teachers. 

 

An innovative and adequate teaching tool 

14 teachers reported a very positive effect of the program on the motivation 

and studiousness of their students. On a meta-level they appreciated the opportunity 

of in- and self-dependend knowledge acquisition, as well as key competences. 

Moreover, they mentioned the advantage of introducing their students into strategies 

for successful life-long-learning processes by use of this program. 

 

The fact that student could learn at their own pace was  regarded as a very 

positive factor. Almost all teachers appreciated the unlimited possibility of repeating 

and/or skipping exercises and achieving some kind of drill effect especially with 

regard to grammar exercises. 

 

According to the teachers the program made differentiated teaching and 

learning easier, as it supported the learning process of all different categories of 

learners, from disabled and slow students to advanced and gifted ones. By allocating 

different exercises the needs of the individual learners could be met. Especially the 

advantages for gifted students were emphasized, as the program offers a wide range 

of more complex and challenging tasks at a higher academic level. 

 

The chance for project based and open learning which again supported the 

independent learning process of the students as well as the collaborative aspect was 

another positive factor.  

 

Overall, the program was seen as a very time efficient and effective tool which  

was perfectly tailored for adult learners, as the topics were specifically selected for 

this target group. The material was regarded as very versatile and illustrative. 

 

The program also facilitated the assessment and diagnose process, as each 

learner could be evaluated at a continuous basis.  

 

 



Problems encountered and critical voices 

 About one third of the teachers saw room for improvement, whereas two of 

them were not convinced at all that the program was a valuable teaching device. They 

doubted that working with the program would produce more effective outcomes in 

teaching and even saw the program as inconsistent with the basic principles of 

teaching without giving any further reasons for this perception. They also reported 

problems with the application and customization of the program for their specific 

target group. 

 

 Quite a few teachers also indicated an increased work-load when using the 

program, mainly due to the fact that they there was no methodological tutorial 

available which would offer tips and strategies for an effective lesson. Three of the 

older teachers complained about this fact and discovered problems with regard to the 

specific use of the program. The increased preparation time for two female teachers 

mainly stemmed from a lack of sufficient technological knowledge. According to 

three teachers, about 25 % of their students felt overwhelmed by the methodological 

approach of blended learning. 

 

 According to some of the teachers, the time that could have been saved by the 

independent work of students was lost again due to the necessity for lengthy 

explanations of tasks and exercises from scratch. A more self-explanatory content was 

desired by three of the interviewed teachers, in order to enable them to only respond 

to specific questions related to the lessons. 

 

Fear of a loss of control also overshadowed the work of some teachers who 

used the blended learning methodology (Schrack 2007, 78). This was closely 

connected to worries concerning a lack of learning success within a certain time-

frame due to the self-paced element of blended learning. Four teachers also reported a 

slowdown of the learning progress especially with less gifted and weaker students. 

 

Another fear factor was that of  non-working equipment, which meant poorly 

maintained computer hardware and limited access to computers and the internet, as 

they had to be shared with other teachers.   

 



Two teachers did not see any advantage compared to traditional classroom 

teaching and indicated that they would not use the program again after the completion 

of the study. One of them regarded the program as inappropriate for teaching adult 

learners, nevertheless saw potentials for a younger student group. 

 

 

 A final standardized test at the end of the school year of 2010/2011 informed 

about the learning outcome of a student group that had randomly been taught using 

the blended learning methodology compared to a control group that had undergone 

traditional classroom teaching. In general, students taught in the blended style showed 

better test results at the end of the school year than their colleagues in the traditionally 

taught control group, even though the difference was not significant in the field of 

listening comprehension and business correspondence.  

 

 

Conclusion 

 

Schools are required to “provide relevant learning experiences for (an 

increasing diverse student population” (Leb&Ogata Keeler 2011, 6). Blended-

learning can be a very interesting approach in meeting these needs, as students are 

motivated and experience positive learning experiences. Blended-learning does not 

mean individualization and individualized teaching does not necessarily need a 

blended learning approach. Using both for a common goal can lead to an enormous 

improvement of a learning process. 

 

14 teachers that were interviewed and observed for this study indicated an 

enormous boost in motivation and learning outcome due to the blended learning 

approach, whereas six did not report such findings. This proves that the majority of 

the interviewed teachers thought that the program which is based on blended-learning 

was beneficial and able to enhance their students’ learning. Even though a few 

reported severe problems, the program seems to be a valuable tool for the design of 

individualized and personalized English lessons.  
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Abstract 

The use of Information and Communication Technology (ICT) in teaching and learning is one of the 

major concerns of Thailand’s Educational Reforms in the 21st century. E-learning is referred to as the 

use of ICT to deliver information and knowledge for education and training, and to support and 

enhance teaching and learning in all levels of education. This paper aims to contribute to the 

growing body of research in the use of the ICT in the classroom, but specifically for music, where 

there have been fewer research studies than for other subjects. The study intends to take advantage 

of technology developments to integrate an E-learning program without an instructor into a music 

program in order to challenge the traditional approach and supplement music teaching and learning. 

As well, this study aims to investigate the effectiveness of the use of the E-learning program in terms 

of learning achievement, and whether or not the computer can effectively replace the instructor in 

teaching and learning music. The study was conducted from July to October 2010 with forty-five 

participants at Srinakharinwirot University, Thailand. The results show that the majority of the 

participants, especially those taking E-learning, significantly increased their knowledge after 

completing the instruction. It was apparent that E-learning could be one of the effective educational 

tools in teaching and learning in the music program, offering some advantages over the traditional 

approach.  

 

Keywords – E-learning program and music education 

 

Introduction 

The role of ICT in education has become more and more important and this importance will continue 

to grow and develop in the 21st century [1]. ICT provides a powerful new innovation in information 

transmission and communication that leads beyond accessing information, enabling a faster 

conversion of information into knowledge, as well as the generation and more rapid diffusion of new 

information into knowledge [2]. This innovation is constantly offering challenges for the construction 
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of teaching and learning environments by integrating technological innovation including CD-ROM, 

DVD, the internet and other multimedia components and materials into the classroom to motivate 

and engage learners’ study as well as to support the work of the instructor. Recently, the advances 

of the internet, in E-learning/Online learning/Internet-based learning, has been identified as one of 

the most increasingly used learning options in the field of education.  E-learning enables content 

delivery in multiple formats, multimedia components and materials and network communication 

tools to be stored at a central location which can be accessed by anyone who connects to the 

internet anywhere and at anytime. This tool is a new and revolutionary pedagogical model that 

exploits the benefits and advances in the internet technology to broaden and deepen the learning 

experience [3]. Gunasekaran, McNeil and Shaul (2002) argued that E-learning provides faster 

learning, with reduced costs, increased access to learning and clear accountability for all participants 

in the learning process [4]. Khan (1997) mentioned that it has become an increasingly powerful, 

global, interactive and dynamic medium containing huge resources of world-wide information and 

knowledge, and motivating and increasing efficiency of learning [5]. The ultimate effects for learners 

are to increase motivation, understanding and self-confidence, and encourage learners to study by 

themselves (self-directed learning) through the design and production of attractive lessons; as well, 

learners are able to easily retain past information and knowledge [6]. In addition, instructors are 

able to easily develop, maintain and update their essential information and materials using huge 

world-wide resources, offering a wide-range of text, diagrams and images with visual and audio 

components, including virtual reality technology [7]. 

 

In terms of music teaching and learning, several studies have been continuously conducted on 

integrating computer technology into the classroom to meet the purposes in learners’ knowledge 

and skill development in music teaching and learning, especially at the graduate level in higher 

education. With various styles of technological instructional tools, there are several studies 

integrating technology into their music program using tape cassette, CD-ROM products, Computer-

Assisted Instruction (CAI), and continuous improvement to the PowerPoint presentations with audio 

and visual materials, software packages and recently online learning [8]. These technological 

developments offer several advantages, for example 1) presenting music to learners with a wide 

array of listening and learning styles, 2) instantly accessing large information pools, 3) providing a 

self-paced program which can adjust to both the learning styles and rate of the learner, 4) providing 

immediate feedback for both cognitive and affective skills and attitudes, 5) providing help for 

repetitive learning tasks and materials, 6) providing an immediate means with experimentation of 

concepts by the learners, 7) providing an immediate coordinated guide to aural concepts and 
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terminology and 8) providing interactive and multimedia materials to increase student’s motivation 

and engagement [8-9].  

 

Thailand’s Plan and Policy for Education 

The use of ICT in education has become a mainstream educational focus in the Kingdom of Thailand. 

The Ministry of Education, the Ministry of Information and Communication Technology and the 

Ministry of Science and Technology are concerned to provide ICT in the educational system to enrich 

instructors and learners to access, use and participate in utilizing the ICT to develop their teaching 

and learning skills in order to improve the standard and quality of education. The National Policy 

2010 called IT2010 and the ICT Master Plan for Education (2007-2011) were conducted to build a 

knowledge-based society by employing the effective use of ICT as an enabling tool to access 

information and gain knowledge through self-paced learning, and to link institutions electronically to 

provide instructors and learners with an enriched environment [10-11]. Regarding the National 

Education ACT B.E. 1999, Chapter 9, Section 66, it was prescribed that learners shall have the right to 

develop their capabilities for use of educational technologies as soon as that they shall have 

sufficient knowledge and skills in using these technologies for acquiring knowledge themselves on a 

continuous lifelong basis [12]. This plan and policy has been discussed so that students should 

become knowledgeable and skillful using technological tools. Therefore, most institutions have been 

focusing efforts to transfer into a knowledge-based society. The institutions are increasingly 

concerned and involved in meaningful ways of adopting their program through ICT in order to 

provide different learning options, as well as to enhance and support the quality of teaching and 

learning. The more effective instructional tools that are produced, the more successful learners will 

become; henceforth, this becomes a new and challenging technology for the future in the 

educational field. 

 

Music program in Higher Education in Thailand  

Teaching and learning in most institutions of higher education are perceived as having an emphasis 

on memorization of contents and details [13], and most programs, in particular music programs use 

a traditional lecture method of instruction, which is available for a group of students at a schedule 

time in a specific classroom. This instruction based on a teacher-centered approach takes immediate 

control of the learning process by the instructors, as well as it is constrained with a fixed time and 

fixed place [14]. Most instructors teach and provide details of knowledge, information, examples and 

experiences which sometimes lead to a lack of motivation and engagement; moreover, if learners 

cannot always follow the instruction, it may lead to difficulty in learning and understanding the 
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subject. Additionally, there are sometimes limited budgets to provide teaching facilities, leading to a 

lack of media in music teaching and learning. There also is a shortage of music instructors to cover 

the demand in teaching and learning music across the country. Moreover, the use of technology has 

some limitations for music teaching and learning in Thailand’s higher education.  

 

Study Needs 

This study takes advantage of technological developments to integrate an E-learning program 

without an instructor into a music program in order to challenge the traditional approach and 

supplement music teaching and learning for Higher Education in Thailand. 

 

Study Design  

Objective and Research Questions 

This study aims to investigate the effectiveness of the use of E-learning program in terms of learning 

achievement, as well as to investigate whether or not the computer can effectively replace the 

teacher in teaching and learning music. Two major questions are addressed: 1) what are the 

differences in students’ learning achievement between the two teaching methods (E-learning 

program and traditional lecture method), and 2) can the computer effectively replace the instructor 

in a music program? 

 

Research Methodology 

The study was conducted from July to October 2010 at Srinakharinwirot University, with 45 students 

invited to be participants for this study. Participants were divided into two groups using a simple 

random sample technique [15], consisting of 25 participants in the Experimental group (the E-

learning program) and 20 participants in the Control group (the traditional lecture method). The 

course contents and materials were similar for both groups, (but employing the two different 

teaching methods), as shown in Table 1.  

Table 1 the two teaching methods: the E-learning program and the traditional lecture method 

Method E-learning program Traditional lecture method  

Learning process Flexible time schedule and place 

(Not allow to attend the class) 

Fixed time schedule and place 

(Not allow to access the E-learning) 

Materials Learning the lessons and listening 

to music from the materials 

available in the website 

Learning the lessons from 

PowerPoint presentation and 

listening to music from the CD music 
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Other materials Internet-based resources and 

materials (all materials are 

integrated into the website), and 

world-wide resources in the 

internet 

Paper-based resources and materials 

(provided by the lecturer), and 

textbooks from the library 

Review the materials The materials available from the 

website 

Personal lecture notes 

Participation Check Log-in record system Class attendance 

Communication Online communication  Face-to-face communication 

 

The E-learning program in this study is a research-designed Web-Based Instruction which uses ideas 

and concepts from the traditional lecture method, while adapting it using to an E-learning format. 

The program provides three main functions consisting of Contents, Resources and Web-board. 

 

The Contents were designed to accumulate two different domains of learning outcomes of music 

study including (i) Knowledge and (ii) Application and Analysis. Therefore, the contents chosen for 

this study comprise the History of music entitled Knowledge and the Theory of music entitled 

Application and Analysis. The details are as follows: 

 The History of music was designed to develop participants’ understanding of the 

development of the European Classical period in music with emphasis on the historical 

background, functions of music and major composers. However, the participants need to 

recognize and recall this knowledge.  

 The Theory of music was designed to develop participants’ understanding of the theoretical 

knowledge of the Classical period of music with emphasis on the theory and interpretation 

of musical components and structures, and the techniques of musical analysis. However, the 

participants need to apply this knowledge to other music areas, such as composition and 

analysis of musical scores. 

 

The Contents provide the detailed descriptions of each topic presented in reading visual 

presentation with multimedia materials and components, such as images, music scores, audio and 

video files. The Resources including Glossary, Music fundamentals and Useful links are developed to 

assist students search for further information and references. As well, the Web-board is developed 

to support participant-researcher communication. 
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Research Instrumentations 

This study involves both quantitative and qualitative methods. The Achievement Test was the 

primary instrument used to gather the interpretations for quantitative analysis, and the 

Questionnaire for the E-learning was another primary instrument used in the interpretations for 

qualitative analysis. 

 

The Achievement Test was administrated to both the Experimental and the Control groups both 

before (Pretest) and after (Posttest) learning through the E-learning program and the traditional 

teaching method, respectively in order to investigate students’ learning achievement in terms of 

remembering and understanding the music program. The Achievement Test consists of two sections, 

which have different domains of learning outcomes, and different forms of assessment, as shown in 

Table 2. 

Table 2 two sections of the Achievement Test 

 Topics Domains of learning outcomes Forms of assessment Marks 

1 History of music Knowledge 30 Multiple choice questions 30 

2 Theory of music Application and Analysis 5 Analytical practices 50 

 

This test was followed by the questionnaire for the E-learning which was administrated to 25 

participated in the Experimental group after learning with the E-learning program. The questionnaire 

contains two open-ended questions to examine students’ satisfaction and opinion on the teaching 

and learning online. Data on two questions was gathered: 1) what do you think about the use of 

online learning, and 2) Do you think that “the computer can replace the instructor”? 

 

Quantitative Analysis: The Achievement Test 

The Achievement Test Section One 

Comparison of Pretest scores between the Experimental and the Control Groups 

Table 3 t-test comparing the Pretest scores of the Achievement Test Section One between the Experimental and 
the Control groups 

Groups                              p-value 

Experimental 25 10.76 2.803 0.560 
0.160 0.835 43 0.192 0.849 

Control 20 10.60 2.761 0.617 
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In Table 3, the results of the t-test comparing the Pretest scores show a mean difference between 

the two groups of 0.160, with a standard difference of 0.835, indicating that no statistically 

significant difference between the Experimental and the Control groups was found between the two 

sets of the Pretest scores (t = 0.192, df = 43, p = 0.849) indicating that both groups were virtually 

identical in their knowledge levels at the Pretest stage.  

 

Comparison of Posttest scores between the Experimental and the Control Groups 

Table 4 t-test comparing the Posttest scores of the Achievement Test Section One between the Experimental 
and the Control groups 

Groups                              p-value 

Experimental 25 23.72 2.372 0.474 
1.570 0.833 43 1.885 0.066 

Control 20 22.15 3.216 0.719 

 

In Table 4, a mean difference of 1.570, with a standard difference of 0.833 is reported and the t test 

data are as follows t = 1.885, df = 43, p = 0.066. Although the p-value was just above the 5% level, 

the data for each group suggest some small differences. The data indicate that there is a difference 

between the two sets of the Posttest scores, with those of the Experimental group indicating a 

slightly better achievement than those of the Control group. This would suggest that the E-learning 

program contained some advantages for some participants over the traditional program. 

 

The Achievement Test Section Two 

Comparison of Pretest scores between the Experimental and the Control Groups 

Table 5 t-test for independent sample comparing the Pretest scores of the Achievement Test Section Two 

between the Experimental and the Control groups 

Groups                              p-value 

Experimental 25 10.46 5.620 1.124 
-0.49 4.660 43 -0.295 0.769 

Control 20 10.95 5.421 1.212 

 

In Table 5, the results of t-test comparing the Pretest scores between the Experimental and the 

Control groups show a mean difference of -0.49, with a standard difference of 4.660. The data 

indicate that no statistically significant difference between the Experimental and the Control groups 
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was found between the two sets of the Pretest score (t = -0.295, df = 43, p = 0.769) suggesting that 

both groups were virtually identical in their levels of knowledge at the Pretest stage. 

 

Comparison of Posttest scores between the Experimental and Control groups 

Table 6 t-test for independent sample comparing the Posttest scores of the Achievement Test Section Two 

between the Experimental and the Control groups 

Groups                              p-value 

Experimental 25 36.48 4.747 0.949 
4.430 1.333 43 3.321 0.002 

Control 20 32.05 4.036 0.902 

 

In Table 6, the Posttest scores between the two groups show a mean difference of 4.430, with a 

standard difference of 1.333. However, the t-test comparing the Posttest scores demonstrates that 

there was a statistically significant difference the Posttest scores between the Experimental and the 

Control groups at the .005 level, t = 3.321, df = 43, p = 0.002. Both groups made improvements in the 

Posttest scores; however, it was apparent that the Experimental group performed significantly 

better than the Control group. From this data, it can be claimed that the E-learning program appears 

to have been more successful in this part of the content than the traditional learning approach. 

 

Qualitative Analysis: the Questionnaire for the E-learning program 

Twenty-five participants in the Experimental group proposed that the use of online learning comes 

with both an advantage and disadvantage in teaching and learning. Most of the participants were 

satisfied that the use of online learning can facilitate, expand and enhance their understanding and 

knowledge. Additionally, they believed that a variety of multimedia materials, which make the 

instruction more interesting and attractive, could motivate and encourage them to study. Moreover, 

the participants mentioned that they liked learning online because of the more flexible and 

independent processes used in learning. They felt that they have to be more responsible to control 

themselves and manage their learning schedules and processes because no one forces, guides, 

reminds and suggests to them. On the other hand, all participants believed that the disadvantage of 

the online learning is no human response and interaction, facial expression and emotion. They 

argued that the computer is a machine, which has no feeling, ethics, interaction and sense of touch. 

In addition, 16% of the participants believed that the computer is an effective educational tool which 

can replace the instructor; in contrast, 40% of them totally disagreed with this. They mentioned that 

although the use of technology could facilitate and motivate them to learn, it could never replace 
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the role of instructor in class and even a traditional lecture method. While 44% of them did not 

decide on whether computers could replace lectures, they believed that it should be dependent on 

the nature and knowledge management of the subject. 

 

Discussion 

The results after completing the instruction reveal that all participants in the Experimental and the 

Control groups made improvement on the Achievement Test; therefore, it can be claimed that the E-

learning program appears to have been at least as successful in learning music program as the 

traditional learning approach. Moreover, the participants in the Experimental group displayed a 

positive attitude after completing the E-learning program. They were satisfied and enjoyed learning 

through the program; as well as they believed that the use of technological tools encouraged and 

motivated them to study the music content, and improve their understanding in the History of music 

and the Theory of music although these two subjects have different domains of learning outcomes. 

  

However, the use of online learning contains some advantages for the participants over the 

traditional approach. Firstly, it could increase participants’ convenience in accessing information, 

and make the curriculum more flexible. The participants had more opportunities to review the 

materials without controls on this. They could access the program in different environments and 

different times. Therefore, they were able to review the materials and practice the exercises as 

much as they needed. The program allows the participant to review the information and incorporate 

it into their own study rather than their own lecture notes. Due to the flexibility, the participants 

control and manage their own schedule within the given time according to their needs and capability 

in learning, which increases their discipline, responsibility and ability in self-directed learning. 

Therefore, the participants learned at their own pace and competence without feeling under 

pressure. They had time to work with quality and accuracy.  

 

Secondly, the incorporation of multimedia application and components involving sight, sound and 

movement integrated into the instruction has enhanced the teaching and learning process and 

environment. It could improve the acquisition of knowledge and enrich the contents for music 

teaching and learning so as to make them more interesting, attractive and memorable and students 

were encouraged and motivated in their learning. With the variety of multimedia components and 

technology developments, the instructors did not need to spend time to consider and address the 

problems of how to motivate students to learn, and they were easily able to design, prepare, 
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maintain and update their materials. Additionally, the online learning is delivered using standard 

Internet technology, which contains huge world-wide resources and information. The participants 

searched for information and knowledge through the world-wide resources to support their 

learning.  

 

There are various online resources with the potential to support communication, for example 

sending, exchanging and sharing information and knowledge across a network of readers, listeners 

and viewer around the globe [16]. As well, communicative tools, such as email, social network and 

instant messaging provide the connection across the globe without distance. The participants 

contacted the instructor and other participants through Email and even video-calls, as well as 

exchanged and shared their ideas, opinions and information through the web-board available in the 

E-learning program. With these advantages, it can be summarized that the use of online learning 

encouraged and motivated the participants in learning according to their own capability and at their 

own pace; moreover, it also assisted the participants to review the materials anytime and anywhere, 

as well provided other useful resources to support the participants’ learning. Therefore, it can be 

claimed that the online learning provided more support and a learning environment with some 

advantages over the traditional lecture method. Moreover, it can solve the problems of inadequate 

learning efficiency, lack of media in music teaching and learning and music instructor shortage in 

Thailand. 

 

Although the participants enjoyed and felt more comfortable with the use of online learning, the 

majority of the participants preferred the traditional environment that they were used to. Most of 

the participants argued that the instructors should play the main role in teaching and guiding the 

instruction to help the participants improve their knowledge and skills, while the online learning is a 

kind of resource or an additional tool for supporting their learning after the class. They strongly 

believed that music teaching and learning needs the role model of instructors, as well as human 

interactions and responses, which they regard as most essential to assist and guide them to learn.  

 

However, twelve of them believed that the replacement should be dependent on the nature and 

knowledge management of the subject. If the subjects are too complicated to understand, and need 

comments and advice from the instructors, it would be better to directly learn from the instructors. 

In brief, all the participants believed that the use of online learning enables them to reinforce and 

strengthen the traditional lecture method, and it encourages the participants to generate, explore, 

experience and refine musical knowledge and skills.  
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Strategies for School Counsellors and Teachers to Increase Emotional Intelligence in Students 

This paper will explore the literature on emotional intelligence and highlight specific 
strategies teachers and school counsellors can use in their classrooms and in counselling sessions 
to increase student’s emotional intelligence. Emotional Intelligence refers to a set of skills that 
center on a person’s ability to recognize emotions in one’s self and others, attach meaning to 
these emotional states, and use this awareness to interact successfully with others (Goleman, 
1995; Mayer, Caruso, & Salovey, 1999). Research suggests that those with higher emotional 
intelligence have a greater sense of well being, live longer, obtain higher academic standards, 
and are more successful in life (Wing, Schutte, Bryne, 2006; Downey, Mountstephen, Lloyd, 
Hansen, & Strough, 2008). In a study comparing the Emotional Intelligence of children in the 
mid 70’s and 80’s to present the results indicate that children today are more prone to withdrawal 
and social problems, they are more likely to become anxious and/or depressed, and they have 
more attention and thinking problems. Finally, research suggests that today’s children are more 
prone to delinquency and aggressive behaviors (Goleman, 1995).  Fortunately, research indicates 
that Emotional Intelligence can be learned by means of self directed coaching, mentoring, 
counselling, and teaching (Nelson & Low, 2003; Elkskin, K, Elkskin, N, 2003). Daniel 
Goleman’s list of five essentials of emotional intelligence; self-awareness, self-regulation, 
motivation, recognizing and understanding other people’s emotions and relationship 
management are critical underpinnings of the current needs in today’s society of digital literacy, 
problem solving, using effective communication and high productivity. If we expect students to 
be self-directed learners, to self-manage, to self–monitor and to self-modify, then we must be 
prepared to guide these expectations through informed understanding, practice, modeling and 
teaching (Shelton, 2003). 



In his popularized book, Emotional Intelligence, Daniel Goleman (1995) reported that 
traditional IQ contributes about 20% to facilitating success in life. According to his research he 
concluded that the remaining 80% of life satisfaction and success falls under the umbrella of 
Emotional Intelligence. This research has been supported by other researchers whom also 
concluded that having high Emotional Intelligence does predict higher life satisfaction, and will 
help combat human frailties such as loneliness and depression (Freudenthaler, Harold, Neubauer, 
Aljoscha, Haller, Ursula, 2008). 

Cognitive Intelligence focuses on the ability to act purposefully, think rationally and use 
this information to make informed decisions. To measure cognitive intelligence, psychologists 
administer IQ tests, which measure a person’s intelligence quotient (IQ). IQ is a number which is 
used to represent a person’s cognitive abilities. IQ is comprised of one’s abilities to use verbal 
reasoning abilities, perceptual reasoning skills, and working memory to process information to 
understand, use reason, and apply this knowledge to manipulate and interact with one's 
environment. A score on an IQ test of 90 to 110 is considered to be average abilities. The most 
commonly used IQ tests are the Stanford Binet and the Wechsler Intelligence Scales. 

Emotional Intelligence is an ability to be aware of, understand, and manage both your 
own as well as other people’s emotional states. Emotionally intelligent people are aware of their 
own emotions as they happen, they can manage these emotions, they are able to sense and 
interpret the feelings of others and they can use this knowledge of their own and other emotions 
to interact successfully and positively with others and the environment (Goleman, 1995). 
Emotional intelligence competencies include but are not limited to having and displaying 
empathy, psychological mindfulness, attentiveness, the ability to cope with stress in a healthy 
manner, and highly developed intrapersonal skills and interpersonal skills. There have been a 
variety of instruments, quizzes, surveys, tests and activities that have been developed to measure 
a person’s emotional intelligence competencies.  

Less genetically determined that traditional intelligence, emotional intelligence can be 
taught and according to some researchers it can develop and increase with age and maturity 
(Mayer, Salovey, Caruso, 2004). Most researchers suggest that in the early elementary years, 
school programs should focus on awareness of feelings, identifying feelings, and learning to 
label feelings (Elksnin & Elksin, 2003). In later elementary years and in middle school, children 
can be taught to recognize their feelings, the thinking that coincides with these feelings and that 
they have choice in how to respond to these thoughts and resulting feelings. As well, children of 
this age can be taught that the choices they make based on these thoughts and feelings have 
consequences. They can also be taught to use this awareness to make well informed choices. As 
children’s brain mature they can also be taught awareness of their emotional temperament and 
how they naturally respond to stressful situations and how to use this knowledge to rewire these 
automatic reactions to more prosocial ways. Finally, at the high school level in addition to 
reinforcing the previous skills, students can be taught how their emotional reactions fit into the 
larger complex dynamics of groups, cultures and organizations (Shelton, 2008).  



According to Goleman (1995), there are five basic elements or components of emotional 
intelligence: self – awareness, managing emotions, motivating oneself, recognizing emotions in 
others, and handling relationships. The remainder of this paper will review these five 
components and suggest some activities that teachers and/or counsellors can use to teach 
children the corresponding skill. This paper is meant to provide a wide overview of the nature of 
emotional intelligence, inform those reading the paper that these skills can be taught and 
highlight a few strategies to teach the corresponding competencies. It is important to note that 
there is an array of material and resources available to teach emotional intelligence skills and that 
the strategies highlighted in this paper are simply strategies used by the writer with her work 
with children and are no more or less useful in teaching these skills than other strategies that are 
available. 

Self Awareness 

Goleman purports that ability to monitor our feelings from moment to moment is crucial 
to psychological awareness and self understanding. Self awareness is the ability to accurately 
perceive your emotions and understand how they influence what you think, what you feel, and 
then what you do. People who are emotionally self aware, know which emotions they are feeling 
and why they feel that way. In addition, people who are self aware understand their strengths and 
weaknesses, they know their values and beliefs, and they are able to use this awareness to make 
positive choices with respect to their behaviors. Research indicates that children who are not self 
aware may get “stuck” in the feelings they are having in the moment and are then unable to 
concentrate on the class and the teachings taking place (Shelton, 2003). Thus, self awareness is a 
crucial piece to teaching emotional intelligence skills.  

A lack of self awareness of one’s skills in emotionally intelligence hinders ones abilities 
to recognize their need to change and/or to continue using emotions in a positive manner, thus 
school related programs must help guide students toward this awareness (Goleman, 1995). This 
awareness building can be done through the use of self awareness quizzes, questionnaires and 
self awareness activities. However, research suggests that it will be crucial to have second rater 
information to provide a balanced and accurate view of the child’s strengths and areas for growth 
as self report measures have limitations because of potential personal bias (Brackett, Rivers, 
Shiffman, Lerner, Salovey, 2006). Second rater information can be gathered through formal and 
informal questionnaires and surveys provided to the child’s parents, teachers and/or friends. 
These tools can be used to ascertain from outside raters how well the child is doing with respect 
to a set of identified emotionally intelligence skills. These assessment tools can then be 
compared and analyzed with results given to the child to help them form a picture of where their 
strengths and weakness are. 

One activity to use to help children gain awareness of their strengths is to complete a 
Pride Story with the students. In this activity the students are put into groups of two people with 
the instructions that they will be telling the other child about a time they accomplished a task or 



goal that made them feel proud. The child should be encouraged to describe the process to goal 
attainment in as much detail as they can. As well, the child should be encouraged to tell the story 
from beginning to end including what they were feeling at the time, the thoughts they were 
having and what motivated them to complete the task. As one partner is telling their pride story 
the other person is writing a list of the child’s strengths and skills needed to complete the task.  It 
is a good idea to brainstorm with the whole group a common list of strengths and skills that the 
children can refer to as they do this portion of the activity. Next students switch roles and listen 
to their partners pride story while writing for them the strengths and skills they hear. These lists 
of strengths and skills are then given back to the student with the corresponding pride story for 
them to review so they can see what the other person identified as their strengths. Have the pride 
story teller circle their top five strengths that they recognize in themselves. A classroom or 
counselling discussion can conclude this exercise by asking the children questions such as:  
Where any of the strengths identified a surprise to you? Did you know this about yourself? How 
could they use these strengths in other areas of your life? What is one goal you have for yourself 
where you could see using these strengths to help you be successful? etc. (this activity is adapted 
from a lesson done as a Masters Level student in the Education Counselling program at the 
University of Lethbridge, led by Chris Magnusson) 

 As follow up to this activity, students can be encouraged to review the strengths that 
have been identified and create a vision for themselves of how they want to feel, think and act so 
that they can continue to have the experience of pride. By having the child focus on their 
strengths and creating a vision for future behaviour, this activity will encourage the child to 
spend more time acting in a manner that sets in motion the vision they have set for themselves. 
More practice will deepen these behaviours resulting in more self confidence and positive 
experiences for the child. These successes will continually reinforce to the child that they can act 
in ways that facilitate pride. Research indicates that a strengths philosophy helps affirm to the 
individuals that when they expend effort they can achieve goals (Hodges & Clinton, 2004). 

Managing Emotions 

The next subset of emotional intelligence skills that Goleman highlights is managing 
emotions. This domain refers to the ability to handle emotions in healthy and prosocial manners. 
Persons proficient in this domain are better able to cope with and address unpleasant emotions 
like stress, anger and sadness. Research indicates that learning to better manage unpleasant 
feelings increases a student’s ability to stay on task, focus, think and retain the information being 
taught (Goleman, 1995). 

Recent research has indicated the important link between emotional intelligence and our 
susceptibility to disease and death (Lantieri, 2008). Stress, anger and depression suppress the 
immune system, creating a vulnerability to everything from the common cold to cancer. 
Research indicates that how strong one’s immune system is, is directly tied to one’s emotional 
state via neuropeptides which are small protein like molecules used in the body to act as 



messengers between the mind and body. When the mind is flooded with tension or distress, it 
signals the body to decrease the energy it expends to fight disease so more focus can be directed 
to calming a person’s heighten arousal state due to the flood of emotions (Goleman, 1995) This 
process has been coined  “amygdala hijacking” by Goleman. 

Amygdala hijacking is when the brain becomes vigilance for possible danger. More 
specifically, fear (real or imagined) can trigger the limbic part of the brain. Once triggered to 
scan for threat, the limbic part of the brain becomes engaged having a dual effect on brain.  
Simultaneously, the adrenal glands will release catecholamines which generate a quick rush of 
energy in response to the threat and the amygdala readies the body for action (commonly known 
as fight or flight or freeze). This generalized adrenal and cortical excitation can last for hours and 
even days. This reaction happens quickly, without interaction from the higher brain centers such 
as the frontal cortex where more rational thought takes place.  

The frontal cortex of the brain involves the ability to recognize consequences resulting 
from current actions, and enables one to choose between good and bad actions. Thus, a child 
experiencing extreme emotions has a great deal of difficulty making appropriate behavior 
choices if they have not been taught to modulate these extreme emotions and the resulting 
reactions in the body and brain. If children are not taught how to calm this emotional hijacking 
response, learning and remembering what was learned becomes very difficult (Lantieri, 2008). It 
is important for teachers and counsellors understand that when overly stressed, angry or worried 
the child’s brain may divert attention to analyzing how to handle the threat while ignoring 
everything else including what the teacher or counsellor may be doing in class or in a counselling 
session.    

Fortunately, research has demonstrated the having high emotional intelligent skills can 
help moderate the impact of reacting in this manner to perceived stressful and worrisome events 
(Ciarrichi, Deane, & Anderson, 2002). In fact, those students who have higher emotional 
intelligent skills are better able to view stressful events as challenges versus threats. As well, 
learning how to deal with strong emotions in a healthy manner has been shown to reduce the 
illnesses rate, lessen the recovery times needed, and lower death rates (Bradberry & Greaves, 
2005). Finally, research shows that having emotional intelligence skills strengthen the brain’s 
ability to cope with emotional distress. This resilience helps keep a person’s immune system 
strong and helps protect that person from illness and disease. 

To effectively manage their emotions children need to be taught to recognize and accurately 
label their emotions. As well, children need to be able to identify how they deal with extreme 
emotions as each person has different responses to heightened arousal. For example, some 
people get overexcited, while some people get under excited.  A person who “freezes” and/or 
becomes withdrawn or depressed will respond best to stimulating activities, such as exercise, 
listening to upbeat music, smelling invigorating scents, and dancing. A person who is prone to 
“flight” will need to recognize that while “taking a time out” is a good short term response it is 



not a good long term response as eventually the person will need to deal with the situation, or be 
susceptible to the increase risk for illness as previously discussed. 

The costs of withdrawal and the resulting possibility of depression in children is very 
damaging. Children learn social skills through relationships with peers. Those children who are 
depressed are not likely to form close relationships as depressed and withdrawn children often 
present as sullen, they often avoid contact with others, and they may even look away when others 
try to engage contact. Unfortunately, by not engaging in friendships with others, depressed and 
withdrawn children do not have the opportunity to engage in and practice social skills. This lack 
of knowledge and skill practice in social skill development can further reinforce the depressed 
child’s inability to form friendships which can lead to more depression as the child does not have 
the opportunity to form any positive social networks.   

In addition to having poor social skills, depressed children often also do poorly in school. 
Extreme emotions swamp the mental capacity of a students working memory. The working 
memory is vital for holding in the brain all relevant information for the task at hand, and is used 
in manipulating this information to complete tasks. To further complicate matters, depression 
also interferes with concentration making it difficult to pay attention in class. Therefore 
depressed children are often not able to learn new information and/or retain information learned 
in class. Again this can reinforce the child’s depression as they will not understand what is 
happening in class and the resulting low marks can reinforce the negative image the child may 
have of themselves (Goleman, 1995).  

Thus, interventions at school will need to address children’s depression. If a child is 
depressed they will need mental health interventions from a trained counsellor. In addition, some 
of the whole class strategies discussed in this paper may beneficial. Finally, the child may need 
to be taught some social skills. 

For students who get over excited and become overly angry or agitated they will respond best 
to things that will calm them down such as deep breathing, progressive muscle relaxation, 
mediation, yoga, taking a walk, and smelling relaxing scents such as lavender. Research shows 
that most of the time when people get angry it is in response to a threat which can either be a 
physical threat or symbolic threat i.e. to self esteem, dignity, being treated unjustly, or being 
demeaned (Goleman, 1995).  Children need to be taught that it is one’s perception of the event 
that activates of the limbic part of the brain often resulting in the amygdala hijacking referred to 
earlier in this paper. Thus, children need to be taught strategies to calm down before the limbic 
system of the brain becomes engaged.  

One strategy to use with both angry and depressed students is to encourage the children to 
smile and laugh. Teach children that when one smiles the face send signals to the brain a signal 
that they are happy. French university researchers measured the power of a smile by having a 
group of subjects read the same comic strip from a newspaper. One group was instructed to hold 



a pencil in their teeth while they read the comics (which activated the muscles used in smiling), 
while the other group held the pencil in their lips (which does not activate the muscles used in 
smiling). Those that were unknowingly smiling found the cartoons to be more humorous and 
reported feeling happier (Bradberry & Graves, 2009). Children need to be taught that when you 
smile and laugh, your body is calmed and energized by the release of natural opiates which can 
be explained to children as the “feel good” hormones naturally produced in the body. 

  Another strategy useful with both angry and depressed children is to teach children the 
benefit of talking to someone. Research done by James Pennebaker (Goleman, 1995) showed 
that after people wrote or discussed worries there was enhanced immune functioning in the body, 
the people studies reported less visits to health care centers and fewer days missed from work.  
Although research does indicate that discussing stressful/negative emotions should be time 
limited or a person can get into a theme of reinforcing the negative thought patterns (Goleman, 
1995).  Instead have the child discuss the problem but be sure to move the child into solutions 
and or teach the child to “let go” of the strong emotion tied to the event if it is determined that 
there is nothing they can do to change the situation. 

Gottman (1997) has termed the process of teaching other’s to learn how to manage their 
emotions as Emotion Coaching. In his view, emotion coaches are significant adults in a child’s 
life that teach children strategies to deal with life’s mishaps and celebrations. Emotion coaches 
do not object to children’s displays of anger, sadness or fear, nor do they ignore these emotions.  
Instead, they accept negative emotions a fact of life and they use emotional moments as 
opportunities for teaching important life lessons and as opportunities to build closer relationships 
with the child.  

The Five Steps for emotional coaches are to first become aware of the child’s or student’s 
emotion. Next the emotion coach recognizes the emotional moment as an opportunity for 
relationship building and teaching. The emotional coach listens empathetically in order to 
validate the student’s feelings and help support the student in finding the words to label the 
emotion that he or she is having. Finally, the emotion coach sets behavioural limits on how the 
child can display the emotion while helping the child exploring strategies to solve the problem at 
hand. These interactions can be an excellent model showing the child positive way for him or her 
to interact with others in their lives. 

Motivating Oneself 

Motivating oneself includes using emotional self control to delay gratification when 
required. It is also includes setting goals, and motivating oneself to achieve these goals. As well, 
people who have strengths in motivating themselves are able to enter the state of "flow" enabling 
them to be highly effective and productive in getting tasks accomplished (Seligman, 1991).  
According to Seligman, flow occurs in life when your strengths and skills are perfectly matched 



to challenges at hand. A task for teachers and counsellors is to help students identify what their 
strengths are so that they can use these to motivate themselves to conquer challenges. 

Learning to delay gratification, set goals and motivate oneself to reach these goals has 
significant impact on children’s success and well being in life. The Marshmallow test was a 
study by psychologist Walter Mischel in the 1960’s. His study involved four year olds that were 
told that if they waited until the researcher ran an errand they could have two marshmallows; if 
they didn’t want to wait they could have one marshmallow right away, but only one. These 
children were tracked into adolescents. Those who had self control and resisted the temptation 
and waited for the researcher to come back so they could have two marshmallows were as 
adolescents more socially competent, personally effective, self assertive, and better able to cope 
with life’s frustrations.  Those that couldn’t wait and took the one marshmallow were as 
adolescents more likely to shy away from social contacts, be more stubborn and indecisive, be 
more easily upset by frustrations, think of themselves as bad, and regress in times of stress. More 
surprisingly when tested at school those who could delay gratification were superior as students 
and had higher SAT scores. Thus, having self control and the ability to delay gratification does 
correlate with increasing life’s accomplishments (Goleman, 1995). 

As a teacher and/or counsellor the best way to support this attribute of emotional 
intelligence is to help the children set realistic personal and academic goals. When setting goals 
with the students it is important to teach them to set goals that are realistic and clearly delineated 
with meaningful targets and set criteria on how to reach those targets.  (Liff, 2003). Teach the 
students to practice these new behaviors consistently as they will need to train the brain to adopt 
these new behavior patterns. Routine behaviors such as brushing ones teeth last because the 
person no longer has to think about how to do it; the behaviors are part of the person’s routine. 
When teaching children to adopt new behaviors they will need to be encouraged to practice the 
behavior long enough for it to become routine. Practice strengthens brain connections associated 
with the new skill which helps children retrieve information and knowledge on how to do that 
skill faster. Teachers and counsellors can guide this process by helping children be aware of and 
reflect on their progress towards their goals (Dombro, Jablon, & Stetson, 2011). At the beginning 
of learning a new skill, the teacher and/or counsellor may need to plan motivating rewards as the 
child practices and develops the new activity.  

One activity to teach children to get better at motivating themselves is to have the 
students indentify what it was that helped them be successful in the pride story they did earlier. 
Ask them to clearly define what it was that motivated them. Have the child brainstorm areas in 
their lives where they have some goals to achieve and ask them if they can use the things that 
motivated them before when they were successful in the current situation. Have the child set a 
new goal that is attainable, but far reaching enough so that they are motivated to reach the goal. 
Finally, have the child indicate how they will use their previous motivators in the current 
situation and create a plan to achieve the new goal. Set frequent dates to review the child’s 
progress on their goal while celebrating the child’s use of motivators. 



Recognizing Emotions in Others 

 Recognizing emotions in others is the fourth component that Goleman highlights as 
crucial for emotional intelligence development. Essentially this skill is using empathy to be more 
attuned to subtle social cues to identify what others want or need and/or to understand how they 
are feeling so that the person can respond in a socially competent and empathetic manner. Most 
researchers agree that 90% or more of what we communicate is nonverbal, thus empathetic 
people are able to read the verbal and nonverbal cues of someone to understand how they are 
feeling and/or what they are thinking (Elksnin & Elksnin, 2003). 

Researchers agree that empathetic skills develop early in life. According to 
developmental psychologists they have found that even infants feel sympathetic distress even 
before they realize they are apart from others. This has been termed motor mimicry. (Goleman, 
1995). Motor mimicry fades at about two to two and a half years of age when a child realizes that 
their pain is different from someone else's. Therefore, empathy development training can start in 
children as young as two years old. 

Empathetic development training should focus on helping children identify other’s 
emotions, and then how they can use this insight to adjust their own behavior to meet the others 
needs in a socially responsible manner. For example, one study  (Radke-Yarrow, Zahn –Waxler, 
Richardson, Susman &Martinez, 1994)  showed that children were more empathetic when their 
parents used discipline which called attention to the distress their misbehavior cause someone 
else i.e.  “look how sad you made her feel” instead of “that was bad”.   In other words, these 
parents helped their children identify how their behavior influenced the other person feelings so 
that in the future the children could adjust their actions to be more socially responsible, caring 
and empathetic. 

One activity that counsellors and/or teachers can do with students is to play the sound off 
game.  To play this game, watch a video with the volume off. Watch for a bit then pause the 
show. Ask the students to tell you how the people are feeling in the video. Ask them how they 
can tell. Ask what they notice about the people’s facial expression, gestures, posture etc. 
Learning to read another’s facial expressions for feelings is one of the first steps in becoming 
empathetic.  

Handling Relationships 

The last area highlighted by Goleman as a key component important in emotional 
intelligence is learning how to interact successfully and positively in ones relationships.  
Children with strengths in this domain use self awareness to help manage their emotions and 
they use this awareness to understand how their actions may impact others. In addition, 
emotionally competent children reads other’s cues, verbal and non verbal, to assess how they are 
feeling and they then use this awareness to interact in a way that is responsive to the other 
person’s mood. Thus, children good at handling relationships are able to effectively use 



intrapersonal awareness and interpersonal awareness to interact successfully with peers and 
adults.  In other words these children have excellent social awareness skills. 

Goleman describes social awareness as the ability to identify what another person feels, 
becoming “attuned” to these feelings, understanding how these feelings might be impacting the 
other person’s thoughts and intentions, and then using this knowledge to respond in a socially 
competent way. According to Goleman, those children with well developed emotional 
intelligence skills go beyond just understanding what someone is feeling and recognizing how 
that might impact the other person, they also use this knowledge to act accordingly to meet that 
person’s need in a socially responsible manner (Goleman, 2006). For example, a child new to a 
school might be alone at recess and look like they are about to cry. A socially responsible child, 
will not only recognize that the child is feeling sad, they will feel empathy for that child, 
understand that the child is about to cry, and then they will also go and ask that child to play 
and/or share a toy with the child. Sharing and asking someone to play are examples of some of 
the social skills children who are good at handling relationships boast. Teachers and counsellors 
can encourage and teach a variety of these skills to help facilitate student’s success in handling 
relationships. 

To further reinforce these skills, in a classroom or counselling group, children can be 
taught to “tootle” or tell their teacher and/or counsellor when other children are displaying 
prosocial ways of interacting with their peers (Elksnin & Elksnin, 2003).  Seeking out and telling 
another when good relationship modelling is happening encourages the class to look for positive 
interactions. This helps reframe the children and adults in the classroom to seek out and identify 
positive social interactions versus “tattling” on the more negative interactions.  

Conclusion 

 Emotional intelligence can be defined as a cluster of emotional and social competencies 
which include self awareness, managing emotions, motivating oneself to meet goals, having 
empathy, and using these skills to successfully navigate social relationships.  There are many 
resources available for teachers and counsellors to teach and nurture emotional intelligence skills 
and it is the hope of this writer that teachers and cousellors use these resources to inform and 
guide their practice with children. This paper has identified that emotional intelligent education 
can improve a child’s emotional intelligence which  can impact a childs social, emotional and 
academic success. Furthermore, teaching children emotionaly intelligence skills helps create  a 
classroom environment of caring and respect for oneself and respect for others, key underpinings 
needed for learning in the 21 century culture of diversity, problem solving, rapid communication, 
and change. Teachers and counsellors are critical leaders in assuring children learn to be 
emotionally competent and ready to face these challenges. Fortunately, as this paper indicates, 
emotional intelligence skills can be taught and learned. Teaching emotional intelligence starts 
with the teacher and counsellor being self aware, and curious about their own emotional 
intelligence and practice as prefessionals and in their personal lives.  Using this awareness and 



self understanding, teachers and counsellors will be better able to model emotional intelligence 
skills and help guide children to increased awarenes for their own social and emotional 
development.  
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Abstract 

In a traditional introductory digital circuits laboratory students hand-wire implementations of 

their designs using SSI and MSI devices on push-pin breadboards. In addition to the frustration 

experienced by the typical student in debugging these circuits, their interconnection complexity 

limits the scope of the assigned problem. Our approach is to instead use programmable logic 

devices based on the Xilinx Foundation tools (such as schematic capture, built-in-simulator, 

waveform generator and synthesis/implementation) as a platform for simulation and 

implementation. In doing so, the students are able to more quickly and thoroughly design, test 

and implement their circuits. Furthermore, this approach allows for projects of higher complexity 

and greater interest over the traditional approach. Additionally, our approach introduces students 

to the tools and hardware widely used in industry. In this paper, we describe our approach and 

discuss the student projects in detail. We further include student assessment data that supports 

our approach and shows that the students appreciated the early exposure to FPGAs and CAD 

tools.  

I. Introduction 

Instruction and knowledge in digital logic design and implementation is fundamental for 

electrical and computer engineering students. A critical component in aiding the student’s 

understanding of this field is an opportunity to design, build and test such circuits in a laboratory 

setting. Unfortunately, even with the advances in this highly evolving field, the approach to 

teaching the fundamentals of digital logic in the laboratory remains largely the same as that 

which was used thirty years ago. While this approach can work in principle, it ignores the fact 

that the subject is rarely practiced as a stand-alone art.  

In a standard digital logic laboratory students hand-wire various small-scale integration (SSI) and 

medium-scale integration (MSI) devices into push-pin prototype boards to implement their 

designs. Unfortunately, this process is highly susceptible to error and the students find 

themselves spending the vast majority of the lab period debugging simple wiring errors. The net 

result is that the students learning experience suffers: both in the student’s enjoyment of the 

subject as well as the range and complexity of the designs they are able to produce.  

Instead, our approach is to offer digital logic design instruction using off-the-shelf field 

programmable gate array (FPGA) development kits from Xilinx, which includes a wide array of 

powerful graphical tools. While this approach has been considered to have both pros and cons
1
, 

and some institutions have melded both discrete and FPGA-based methods
2
, other programs 



2 

 

have employed a similar approach. Some institutions have favored a LabVIEW-based 

environment
3
 while others use competitive FPGA systems

4
 and still others use a custom board 

approach
5
 with additional external breadboarding. 

Using our FPGA-based approach, the students require no knowledge or training in hardware 

description languages like VHDL yet they avoid the cumbersome and frustrating experience of 

typical hand-prototyping. Furthermore, the tools offer a wide range of useful functions beyond 

schematic capture such as circuit simulation and waveform generation. In this way the students 

can fully simulate their design prior to implementation. Students can also easily build upon 

previous work or simply duplicate sub-circuits with a single keystroke. Additionally, there are 

several useful peripheral I/O devices that are also available on the FPGA hardware board. The 

resulting designs, once synthesized and implemented on the FPGA hardware, are impressively 

more complex beyond that which the students would have been able to build on prototype 

boards. We have also noted that the students recognize the benefit as well, in both appreciation 

of the method as well as being given the opportunity to be exposed to these widely used tools. 

This paper describes our experience in integrating the Xilinx Foundation tools (Xilinx ISE 

Design Suite 10.1i) and FPGA-based development boards (the BASYS board from Digilent that 

uses the Xilinx Spartan-3E FPGA) into a first course in logic design. The paper is organized as 

follows: the next section describes the main features of the Digital System course and introduces 

our laboratory approach. We then discuss the features we required for our FPGA system, the 

choices that were available to us and the reasoning behind our ultimate choice. Next, we describe 

the development of our laboratory exercise and how they build towards the various projects that 

we have assigned to students. We then describe our experiences running the course and the 

student feedback. We end with our concluding remarks. 

II. Course Organization 

EGR226: Introduction to Digital Systems is an introductory course offered in digital circuits and 

systems in the School of Engineering at Grand Valley State University
6
. The semester long 

course includes approximately three hours of lecture per week along with a three hour lab 

session. Topics covered in the course include number systems, Boolean algebra, combinational 

circuits, sequential circuits, memories, programmable logic devices, data path, finite state 

machines and microcontroller architecture and peripherals. In our ECE program, the dependence 

upon this introductory course is strong and all of the concepts are heavily used in various upper-

division courses. 

The main goals of the course are (1) to teach students the fundamental concepts in classical 

manual digital design and (2) to illustrate clearly the way in which digital circuits are designed 

today, using computer aided design (CAD) tools and mapping the designs to programmable logic 

devices in the form of FPGAs. Throughout the course basic concepts are introduced by way of 

examples that involve simple circuit design. The course first introduces digital and computer 

systems and information representation. The course then introduces the following topics: logic 

gates, Boolean algebra, Karnaugh maps, combinational circuit analysis and design, sequential 

circuit concepts and design, random access memory, programmable logic, finite state machines 

(FSM) for control applications. Students also learn about hierarchical design where lower-level 

blocks are designed first and instantiated as per the need to form a complete system. 
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The laboratory portion of the course is divided into two types of exercises: Introductory 

Activities and Projects. The introductory activities are intended to familiarize the students with 

the physical devices and systems discussed in lecture. The first few activities employ traditional 

hand-wired circuits on breadboards in order to familiarize the students with this procedure and to 

introduce the testing of basic logic gates. Soon, however, the students move onto activities 

intended to familiarize them with the FPGA tools and hardware. Conversely, the projects are 

fairly open ended. The projects build upon the earlier introductory activities and then expand 

these systems. The result is a more sophisticated system with a practical application. As 

discussed later, we target the projects to realizing a system for which the students can easily 

relate, such as a simple game or simple device. 

III.   FPGA System Requirements and Candidates 

FPGAs provide a number of new opportunities for classroom learning and are widely used in 

digital design laboratories at all course levels. Entry-level digital design courses can use FPGAs 

in a laboratory setting to synthesize basic combinational logic circuits, counters, finite state 

machines, simple computer data-paths, memory interfaces, and more. The ideal FPGA-based 

development system must satisfy a broad set of requirements such as cost, size, development 

tools and user interface.  

The following criteria were chosen to assist in our search and ultimate choice of our system: 

• Cost: The FPGA-based development board must be inexpensive such that students should be 

able to purchase their own devices without being overburdened; our target was $75 or less. 

• Size: A hand-held package is preferred so that the students can easily carry it around with 

them without being glued to a particular PC. 

• Power: USB powering is preferred so that the students can plug their board into their laptops 

or into any student-owned PCs. The same USB interface should be available on the 

development board to program the FPGA from a PC.  

• FPGA resources: An FPGA with a gate equivalency of several thousand gates is preferred 

to support projects of medium complexity. 

• I/O peripherals: A wide assortment of I/O hardware is preferable; Common I/O features 

should include switches and push-buttons to provide different ways of providing user input 

and LED’s and seven-segment display to provide different ways of displaying the output. 

• Development Tools: Freeware tools are highly desired so that the overall cost can be 

reduced and students can install the tools on their own PCs; an IDE is preferred that can 

provide tightly-knit components with similar user interfaces; support for different operating 

systems such as Windows, Linux, etc. is desirable. A key idea is to have a schematic capture 

tool, and ideally a test-bench waveform generator and simulator along with floor plan tools 

and download tool put together in a single package that is supported across various platforms 

Below in Table 1 is a representative list of development boards considered, along with summary 

of major features: 
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Table 1: Development Board Candidates 
 

Development 

Board 

Cost FPGA Powering Input Output Tools 

Basys 2
7
 

 

$49 Spartan-3E 

(100K gates) 

USB or 

External 

4 push buttons 

8 slide switches 

8 LEDs 

4 seven-seg 

XILINX ISE 

Design Suite 

Nexys 2
7
 

 
$99 Spartan-3E 

(500K gates) 
USB or 
External 

4 push buttons 
8 slide switches 

8 LEDs 
4 seven-seg 

XILINX ISE 
Design Suite 

DE0-Nano
8 

 

$59 Cyclone-IV 

(22K Logic 
Elements) 

USB or 

External 

2 push buttons 

4 slide switches 

8 LEDs 

 

Altera  

Quartus II 
Design Suite 

Cyclone II 

Starter Kit
 8 

 

$199 Cyclone-II 

(20K Logic 

Elements) 

USB or 

External 

4 push buttons 

10 slide switches 

18 LEDs 

4 seven-seg 

Altera  

Quartus II 

Design Suite 

LatticeXP2 
Brevia

9
 

$49 Lattice XP2 
(50K LUTs) 

External 4 push buttons 
4 DIP switches 

8 LEDs 
 

Lattice 
Diamond Suite 

LatticeECP3 

Versa
9
 

$99 Lattice ECP3 

(150K LUTs) 

External 2 push buttons 

8 DIP switches 

8 LEDs 

1 seven-seg 

Lattice 

Diamond Suite 

 

Our evaluation of these development boards indicated that the Basys 2 board is the best choice 

for our desired purposes. As for the other development boards, Nexys 2, Cyclone II Starter Kit 

and LatticeECP3 Versa development kit were too costly and beyond our target of $75. The other 

two development boards, namely DE0-Nano and LatticeXP2 Brevia are close contenders but 

were not considered due to slightly inferior features. 

BASYS 2 Development Kit 

The Basys 2 development board, shown in Figure 1, incorporates several features that make this 

development board ideal for our purposes. 

 

 
 

Figure 1: Basys 2 Development Board
7 
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The features include: 

 

• Xilinx Spartan-3E FPGA with 100K gates 

• USB 2 full-speed port for FPGA configuration and USB powering of the board 

• Platform Flash ROM to store FPGA configurations indefinitely 

• User settable clock frequency (25MHz, 50MHz and 100MHz) 

• 8 LEDs, 4-digit seven segment display, 4 push buttons and 8 slide switches for I/O 

purposes 

• Bundled with Xilinx ISE software tool used for synthesis and analysis of HDL designs 

• Dedicated community support
7
 with project examples and other resources 

Since the Basys 2 development board costs only $49, students are easily able to purchase their 

own Basys 2 board. This development board comes with Xilinx ISE webpack (web edition) 

which is a freely-downloadable version of Xilinx ISE. This software tool will allow students to 

synthesize (compile) their designs, perform timing analysis, simulate their design for different 

stimuli and configure the target device with the programmer to develop fairly sophisticated 

digital systems of medium complexity. 

IV.    Sample Laboratory Assignments and Projects 

The FPGA approach fits naturally into a laboratory-based digital systems course. FPGAs allow 

students to draw schematics or write “software-like” hardware descriptions for designing digital 

systems instead of clipping and cutting wires. From the instructor’s view point, FPGAs lower the 

laboratory operating cost since a single chip replaces a cabinet of Small Scale Integration (SSI) 

ICs. Additionally, the time to clean up the laboratory stations between sessions is eliminated as 

FPGAs can be erased and reprogrammed in seconds. These factors help to improve the size and 

challenge of designs that students can work on in the laboratory. The laboratory session forms an 

integral part of this Introductory Digital System Design course. The objectives of these 

laboratories and projects are: 

• To help students understand and assimilate lecture material 

• To give students practical experience with the process of design and implementation of 

digital circuits 

• To give hands-on experience with CAD tools for digital hardware development 

We use a two-stage plan to roll-out the FPGA devices. Initially, the simple digital circuits that 

the students build in the laboratory use SSI ICs containing only a few logic gates. Later, for more 

complex designs, we have the students use the Xilinx FPGA hardware and tools. We used this 

approach so that the students get a better appreciation of the advantages of programmable logic 

over the more cumbersome traditional bread-boarding. In addition, the students appreciated 
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exposure to both the concepts of bread-boarding and the mapping of their designs to FPGAs 

which enhanced their learning experience. 

The course laboratories are structured as six assignments and one project. They cover the 

following topics: introduction to the laboratory equipment; introduction to TTL logic; 

introduction to the Xilinx Foundation Tools and FPGA programming; the design and 

implementation of combinational circuits; the design and implementation of circuits with a mix 

of combinational and clocked storage components; and the design and implementation of 

algorithmic state machines. These laboratories expose the students to a range of design activities, 

tool functionality and implementation technology. Each laboratory has a set of deliverables; 

typically including the circuit schematics, simulation waveform plots, demonstration of hardware 

implementation and a brief report. 

The following is an outline of the six laboratory assignments that we offer in the course: 

• Laboratory #1: The purpose of the laboratory was to introduce the students to the equipment 

that they use in the digital laboratory. The equipment includes the power supply to power 

digital circuits and the DMM and logic probe to measure logic levels. 

• Laboratory #2: The purpose of the laboratory was to have the students prototype a simple 

combinational circuit on a bread-board. The laboratory also helps the students learn the 

methodology of testing and debugging circuits using equipment such as the logic probe.  

• Laboratory #3: The main objective of the laboratory was to teach the students the basics of 

the Xilinx Foundation tools: design entry, simulation and automatic synthesis. Part of the 

laboratory was to enter a Boolean function of several variables using schematic entry (see 

Figure 2) and verify the design using simulation tools (see Figure 3). Then the students had 

to implement the design on a breadboard using SSI logic. Finally, the concept of a large scale 

programmable logic device (i.e., XC3S500E) is introduced and the means of downloading a 

circuit into the device is accomplished. By the end of the laboratory the students realize the 

difference between bread-boarding and mapping designs to FPGAs. 

          

Figure 2: Sample schematics using Xilinx schematic editor 
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Figure 3: Simulation waveform using Xilinx simulator 

 

• Laboratory #4: The main objective of the laboratory was to introduce the concept of 

combinational logic networks (CLN) and hierarchical design. Ultimately, the students are 

asked to translate a given CLN design specification of designing a seven segment decoder 

into a working circuit in hardware (see Figure 4 for the circuit) 

 
 

Figure 4: Seven-segment decoder  

 

• Laboratory #5: The purpose of the laboratory was to teach students the basic operation of 

sequential logic by using flip-flops. The students then learn to design a clock divider to slow 

the 25 MHz on-board crystal oscillator to a much slower clock for further use.  

• Laboratory #6: The purpose of the laboratory is to teach students how to build advanced 

sequential systems using hierarchy. The students then learn to design a multi-bit counter and 

demonstrate their design of one-digit and two-digit counters on the hardware (see Figure 5 

for the circuit).   

 
 

Figure 5: Two digit counter 
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• Midterm Project: The project was intended to allow the student to apply the knowledge that 

they have learned in the Introductory Digital Design course to a more challenging and fun 

project. The students are given two weeks to design and implement the project by using pre-

designed components from the laboratory assignments and/or creating new components from 

scratch. Sample projects that the students have designed are the Rock-Paper-Scissors game, a 

Slot Machine, a Reaction Timer and many more. A snapshot of the Slot Machine project is 

shown in Figure 6. 

 

Figure 6: Slot Machine 
 

V. Assessment 

One of the biggest challenges in this course is to use design tools that support reconfigurable 

programming of the hardware components while also teaching students the basic underlying 

concepts of digital system design. Xilinx tools were first introduced in Winter 2009 and since 

then the students have been successfully using the tools to complete their assigned projects. In 

order to obtain finer-grained feedback, the students completed an anonymous questionnaire to 

give their opinion of the Xilinx tools and hardware and to help improve the experience for future 

semesters.  

Questions 

The students were asked four questions and also given the opportunity to include written 

comments. The questions were rated on a five point scale, where ‘1’ indicates “not at all” and ‘5’ 

indicates “very much”. The questions were: 

1. Was there a benefit to using the Xilinx approach over building the circuits using 74xx 

ICs? 

2. Did you learn more by using the Xilinx approach over building the circuits by hand? 

3. Did the Xilinx approach allow you to develop more complex projects than you would 

have been able to otherwise? 

4. Were the debugging/simulation tools of value to you in creating and testing your 

projects? 

5. Please provide written suggestions as to how the experience could be made more 

beneficial in future offerings. 
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 Questionnaire Results 

Figure 7 below shows the graphical representation of the feedback received from the students. 

Each bar in the graph represents the question number in the questionnaire and the bar shows the 

average ratings by the students for each question asked. 

 
 

Figure 7: Student Questionnaire Results 

 

The results indicate that the students felt that they benefited from using Xilinx tools and FPGA 

boards over 74xx ICs. Using Xilinx tools not only enhanced the students approach to design and 

build digital systems but also allowed students to develop more complex and challenging 

projects.  

Written Comments 

The transition from using discrete ICs to using FPGA boards and tools was viewed as favorable, 

and the majority of the students appreciated the opportunity. However, the Xilinx tools were a bit 

problematic due to some software issues and the fact that different versions of the tools were 

introduced every 2 - 3 months with new features and capabilities. Students indicated that it 

would be best if the software glitches were removed so that they could concentrate more on the 

design aspect of the project rather than software issues of the tools. These views are reflected in 

the sample student comments below: 

 

“Xilinx is powerful software but the computers it ran on weren't up to standard” 

“Xilinx was OK. It had its flaws, but it would be much more difficult to build a lot of the circuits 

by hand on the breadboard. I liked using Xilinx for the most part” 

 “More user friendly” 

“The program is a bit buggy but better once you get used to it” 

“Better than building circuits on breadboard but another newer software should be found” 

“Xilinx runs much better on personal computer” 

These written comments support the findings that we have already mentioned. 

0
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6
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VI.   Conclusion 

Teaching digital design systems with programmable devices such as an FPGA (and associated 

design tools) presents an integrated approach to digital design principles, processes, and 

implementations to help the students design much more complex systems within a shorter design 

cycle. This is accomplished by introducing digital design concepts, schematic capture, 

simulation, synthesis commands, mapping to reconfigurable computing platforms, and strategies 

together. The laboratory activities using the tools introduce the students to the various concepts 

and systems discussed in lecture. The projects are used as a mechanism for the students to apply 

the concepts they have learned in a logical and sequential manner to solve practical engineering 

problems. 

Overall, student reaction to using the FPGA tools in the course was positive apart from the 

software issues. The course seems to have the right blend of being current by using FPGAs as the 

target technology for the projects while still teaching digital design fundamentals. We conclude 

by stating that in our experience, giving students an opportunity to build and map designs to 

FPGAs using the Xilinx tools can be effectively integrated into a first course in logic design. 
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Abstract 

 

Law school faculties in the United States have resisted modern developments in the craft of 

teaching.  The subject of this case study was named her law school’s teacher of the year in 2010 

and is an exemplar of someone who has introduced some of the best of new teaching techniques 

into her classroom. This teacher has an innate ability to balance her awareness of self with a deep 

empathy for others in the course of creating spiral learning experiences. This excellent teacher 

applied social-cognitive learning and attachment theories in her teaching to develop student 

intellectual, professional, and civic identities.  These multiple goals reflect this teacher’s 

Idealistic and American Modern Liberal philosophies.  
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Intellectual, Professional, and Civic Development in Teaching: 

Case Study of an Excellent Law Teacher 

 

A report for the Carnegie Foundation for the Advancement of Teaching’s Preparation for 

the Professions Program took United States law schools to task for their teaching methods.  “The 

process of enabling students to think like lawyers takes place . . . primarily through the medium 

of a single form of teaching-the case-dialogue method” (Sullivan, Colby, Wegner, Bond, & 

Shulman, 2007, p. 186).  The same year the Clinical Legal Education Association published its 

recommendations for improving legal education, focusing on the “compelling need to change 

legal education in the United States in significant ways (Stuckey, 2007, p. 7).  The legal academy 

has proven resistant to the changes recommended.   

 I had the opportunity to observe and interview an exemplar of excellent teaching 

demonstrating that changes to legal pedagogy is both possible and beneficial to students.  She 

was honored with her university’s Prize for Graduate or Professional Teaching Excellence in 

both 1989 and 2006; her law school named her it’s Teacher of the Year in 2010 and appointed 

her as Faculty Development Fellow for Teaching and Learning.  Most recently, she is being 

considered as one of the subjects for an upcoming book about excellent teaching in the field of 

law.   
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Method 

 

Preparation 

 

I submitted to the Professor a list of questions I wanted to ask during my interview.  The 

intent was to clarify my interview purpose, to get feedback from the Professor regarding the 

questions I could ask, and to give the Professor time to consider her responses (Appendix). 

After reviewing my questions, the Professor and I agreed that it would be most helpful if 

I interviewed her both before and after the observation to understand the nature of the class and 

to clarify any points of misunderstanding during the observation.    

 

Pre-Observational Interview 

 

The Professor and I met in her office for twenty minutes before the start of her class to 

review her class goals for that day, how that class fit within the sequence of topics already 

discussed, and how she prepared for the class.   The Professor showed me the casebook and the 

materials she would use on the overhead.  These materials were arranged in a particular order 

that would match the presentation order for the content.  Preparation, activities for the course, 

and organization, how those activities are arranged, are characteristic of excellent teachers 

(Sherman, Armistead, Fowler, Barksdale, & Reif, 1987).  By arranging materials in a systematic 

manner, the Professor’s organizational structure is very clear (Sherman et al., 1987).  We then 

discussed the logistics of the visit that included student consent to my visit.   The Professor also 
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told me that she explained to her class on the first day that if she wanted the students to think 

more deeply, she would use the trigger word, “Query.”   

 

Observation 

 

The observation took place in the late afternoon at the Law School on February 22, 2011.  

The class lasted an hour and a half.   

 

Post-Observational Interview 

 

The Professor and I met in her office again following the class for an hour to discuss 

what happened and to answer some of the questions on my list.  At the conclusion of the 

interview the Professor gave me a copy of her course syllabus and her teaching and learning 

philosophy.  

 

      Description of the Teacher 

 

The Professor joined the School of Law in 1987. She stated she had no prior formal 

teaching experience.  Although as a graduate law fellow she taught a class for one semester, she 

did not, like most members of the legal academy, receive formal instruction on how to teach.  

Later, as a Bush fellow for a year, she had the opportunity to talk to professors from other 

disciplines about teaching strategies, but she still did not receive guided instruction or 

mentorship on how to teach.   
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She chose to go into teaching, because she did not like the traditional law school 

approach to teaching that often made the students feel “small.”  She trusted that there was 

another way to teach in light of how she best learned information.  As a law student, she had to 

teach herself by reviewing multiple explanations of the same material.  .  She had an “intuitive 

sense of context and framework.”  When she teaches now, she “teaches others like I like to be 

treated.”  She tries to facilitate learning, not impose ideas. 

 Teaching, therefore, requires sensitivity to one’s own learning style and those of others.  

She is very proud of her recent responsibility of developing a capstone course designed to 

explore professional identity and judgment called Professional Visions: Law, Literature, and the 

Role of Lawyers in the Social Order.   In the process of developing this course, the Professor 

stated she learned to reflect deeply about her teaching philosophy and formed a heightened 

understanding of herself.   She explained, “Self awareness is central to pedagogy and 

professionalism, and is the key to good citizenship.”    

  

Description of the Class 

 

Federal Courts is a second/third year law school class that examines the role of the 

federal courts in the American government system.  This course is divided into four sections that 

examine the nature of this role in terms of its context, thresholds, relationship to Congress, and 

claim allocations.   On the day that I observed, the Professor concluded the discussion of the 

second section that examined the thresholds of federal judicial power and justiciability.  In 

particular, the class focused on understanding ripeness and political question doctrine as 

conditions for federal judicial consideration.  The class consisted of twenty-two students, an 
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equal number of men and women.  Most students had their computers open for note taking and 

their casebooks open for reference.              

The Professor presented information through multiple modalities.   Through an overhead 

projector, she referenced case content by showing a copy of the case she wanted the class to 

examine with relevant sections highlighted, she reinforced the case concepts with pictorial aids 

that created a visual summary of the concept, and she supplemented the concept by showing a 

copy of a reference from a non legal source that communicated the transcendence of the concept.    

    

Teaching Observation 

 

Beginning 

 

Consistent with the Professor’s statements in the Pre-Observational Interview, she arrived 

ten minutes early to prepare for class and to allow students the opportunity to ask her any 

questions.  She turned on the overhead projector, and students responded by opening their 

computers as if classically conditioned.  Two students approached her, and she greeted them in 

turn with a smile and either a following up comment or question.   

Once class started, she closed the door, put on her microphone, and greeted the students.  

She then made her announcements to the class before starting her lecture, which she described as 

“jumping back into work.” 

During this announcement, she referred to the syllabus and described upcoming 

opportunities outside of class for students to discuss freely any aspect of the course through 

either group process or individual consultation.  According to Davis (2009), meeting students 
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informally cultivates a sense of belonging to the school community.  During this time she walked 

back and forth in front of the class, smiled, and used her hands.   This vocal and physical 

animation is consistent with best practice strategies to facilitate student enthusiasm for learning 

(Davis, 2009).  She stated that these discourse opportunities would allow students “to envision 

themselves in a practical framework” and repeated that individual consultation was always 

available if students could not attend the scheduled group discussion opportunities.   By taking 

time to make this announcement, the Professor communicated how much she valued their 

professional development, and that this process would be achieved successfully through 

relationships with peers and professors.  She shared this information with a self deprecating style 

of humor as she chuckled after her announcements that she forget to mention the dates for the 

group gatherings.       

 

Middle 

 

She transitioned to the work phase of the lecture by referring to the page number where 

students would find the case that was to be analyzed for the day.  However, before she began to 

critique the case, she provided a framework for the students by asking them to first recall what 

they just had been discussing during the previous lecture.  During this time she walked back and 

forth in front of the class and stopped momentarily to sit on the front table to punctuate her 

points.   Movement, according to Davis (2009), emphasizes important points in the lecture.  

When students did not respond right away, she triggered their memory by providing two key 

words, “ripeness doctrine,” and used her hands and facial expressions to encourage recall and 

discussion.  She then supplemented this strategy by using a metaphor about feeling at ease in the 
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casual atmosphere of Starbucks and how she expected students to feel similarly at ease in the 

classroom.   This invitation to speak casually establishes rapport with students (Davis, 2009). 

When students did respond, she called on them by name.  Referring to students by name 

creates a sense of community (Davis, 2009).  If she wanted elaboration when the student could 

not share any more detail, she invited comments by asking, “Can someone take it from there?”  

Following the responses, she repeated key words in the answer as if to summarize what was said 

and to identify the underlying key concept. 

As students contributed answers, she would link these comments to build a larger 

structure of the concept while also identifying the students who shared these comments to 

communicate respect for student authorship of ideas.  As these ideas formed, the Professor’s 

voice became louder, her smile broadened, and her eyes seem to get larger.  The broadening of 

ideas matched a broadening of enthusiasm.  Enthusiasm has been consistently associated with 

excellent teachers evidenced by changes in vocal delivery and facial expressions, among other 

traits (Sherman et al., 1987).  When the concept built to a standard that satisfied the Professor, 

she would restate the name of the concept and summarize its key elements. 

She used the overhead to transition to the next discussion point.  When the overhead 

content included case law information, she would first read the highlighted section to the 

students.  Then, she would identify the key words and identify the underlying issue by saying 

“what she liked about the passage.”  By providing emphasis, the Professor made the discussion 

clearer (Sherman et al., 1987).  She then asked how the case answered a broader question she 

wanted the students to reflect on.   To do this, she invited the students to discuss collectively the 

facts of the case.   “Let’s see how this case is applied,” she invites.  Then she modeled problem 

solving skills by asking rhetorical questions about the facts of the case.   Supplementing this 
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process, she went to the dry erase board to pictorially draw the challenge.  She then explicitly 

stated the contentious points in the case, and how these points could be interpreted or 

misinterpreted, paring down the facts of the case to its most fundamental form for analysis.  Then 

she named the concept at the core of the argument and asked the students if the Supreme Court 

appropriately applied this concept in this case. 

When the students did not respond, she then asked them to write down an answer to her 

question and justify it.   She then asked for student responses.  This technique facilitated a 

response.  When students identified the key concepts or terms, she repeated them for all the class 

to know and to remember.   Only after this problem solving effort did she give the answer as 

provided by the Supreme Court.  She again encouraged critical analysis by asking them to 

compare the Supreme Court’s decision to the class’ conclusion.  This process of encouraging 

critical thinking stimulates student interest in the subject matter (Sherman et al., 1987).     

She transitioned from the discussion of this case to the next discussion point seamlessly 

by extrapolating another feature of the case just reviewed to spring board into the discussion of 

the next topic that shared a similar feature.  In this instance, she next looked at the relationship of 

the Supreme Court with Congress.   Applying what she just taught in the prior case discussion, 

she then reviewed the line of problem solving questions just identified, and then asked the 

students to apply these questions in the next case as a strategy of reinforcement.  All the while, 

when students responded, she acknowledged the worth of their comments by saying, “This is 

very important.”  While discussing this second case, she used her “Query” trigger word to 

encourage students to think more deeply.  Sometimes she would write on the dry erase board the 

key words to again reinforce the concept and then put on the overhead information about the 

concept in another way.  Interestingly, during one of these overhead moments, she also 
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highlighted a passage that was in a case note, as if to communicate all forms of text are equally 

important.    Seemingly aware that students may question the value of reading supplemental text, 

she said enthusiastically while reviewing it, “I love this note!”  Enthusiasm is also measured by 

an energy level that is “explosive and exuberant” (Sherman et al., 1987, p. 68).    

The process that followed was a pattern of student engagement and withdrawal as the 

Professor raised familiar and unfamiliar concepts.  The Professor used a pattern of gentle 

persistence.  When the class fell silent, she would either restate the question, ask the students if 

they perhaps had a different interpretation of the case, or explicitly tell the students to “Go Large 

and pull the camera back” to help them see how the topic at hand may be familiar to something 

else they either learned in the class during an earlier lecture or from another class in their course 

of study.  She even facilitated this trigger by asking the students to “Remember….”                     

 

End 

 

The Professor summarized the point of discussion by showing overheads that looked at 

the core issues from multiple modalities, e.g. non-legal narrative and pictorial representation.    

Combining modalities, whether visual, aural, written, or kinesthetic, appeals to a broader 

assortment of learners, according to Davis (2009).  This depth of knowledge and broad repertoire 

of skills are also characteristic of excellent teachers (Hativa, Barak, & Simhi, 2001).  She told the 

students what they would talk about next and concluded the class.    
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Interview 

 

Teaching is an artful exchange of power between the professor and the student.  Teachers 

have control over what and how information is taught, and students control their readiness to 

learn.  Teachers must decide when and how to assert that power.  I informed the Professor that I 

noticed a clear progression of loudness in her voice from initial greeting with students to later 

discussion of class content.  The Professor stated it takes a while for students to settle at the start 

of class, and she did not feel that the start of class was the moment to assert her voice.  In other 

words, the lecture is a gradual exchange of power from student to teacher per the teacher’s 

ability to engage the student.  In a separate exchange, as the Professor described how students 

greet her, she stated that most greet her by her title, Professor, except for one student who calls 

her by her first name.  She felt no need to correct this student who she understands has a unique 

way of relating to all his professors.  Again, this decision to allow this student his own style of 

engagement reflects the Professor’s understanding that power is not imposed but cultivated.  And 

to assure that power is not abused, this Professor adeptly understood when not to personalize the 

unique mannerisms of students.           

Although the Professor recognized the uniqueness of student learning styles, she stated 

quite openly that such insight does not mitigate the challenges in the classroom:  1) how to teach 

to a variegated audience; 2) how to interpret and treat silence; 3) how to gauge where students 

were; 4) how to reach each student; and 5) how to equip students with skills and knowledge so 

they could think critically and reflectively on their own.    

However, even though the strategies for successful teaching are complex, the Professor 

stated that all good teaching begins with passion:   passion for the content, passion for the 
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teaching process, and passion for the transformative outcome.  This passion, however, is 

genuine, not a staged demonstration of oratory skills.  It is a personal and transparent passion that 

conveys the teacher’s sincere love for the responsibilities and strategies of teaching.   This 

passion is a form of knowledge about how to make class content meaningful to the student 

(Sherman et al., 1987).   

The basis of this Professor’s prioritization is her theory and philosophy about teaching.  

Teaching is a dynamic process that cultivates the student’s understanding of self, subject, and 

society.  Teachers achieve this through a process of modeling, purposeful planning, consistency, 

reasonable but high expectations, and fairness.  

When the passion is not as strong for particular aspects of the subject, the teacher must, 

according to the Professor, find different ways to look at the content so that both teacher and 

students will be engaged.  “It’s important to keep every subject in the spotlight of learning.  If 

you can’t find it interesting, then you can’t motivate.”    According to Davis (2009), “Even if you 

have little interest in a particular topic, try to come up with a new way of looking at it and do 

what  you can to stimulate students’ enthusiasm” (p. 151).  The purpose of passion is to motivate 

and engage students.  Thus, the first task in the teaching process is to engage students.  As the 

Professor stated, “We start with motivation.”    
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Results 

 

Characteristics 

 

The Professor presented characteristics consistent with excellent teachers.  According to 

Sherman et al. (1987), although teachers present idiosyncratic traits, there are universal traits 

typical among excellent teachers that include:  enthusiasm, clarity, preparedness/organization, 

stimulation, and knowledge.   Through variability in vocal delivery, facial expressions, and tonal 

quality, she communicated enthusiasm.  By presenting information in a systematic manner and 

within this framework differentiating the important from the less important content, she 

demonstrated clarity and preparedness.  By helping students think critically about the subject 

matter from multiple perspectives, she stimulated student thinking and communicated her 

passion for and knowledge of the topic.     

 

Teaching Theories 

 

The Professor’s approach to teaching reflects a composite of social-cognitive learning 

and attachment theories.  Social-cognitive learning theory asserts that modeling is a powerful 

teaching strategy.  According to Albert Bandura, this process is achieved through four steps:  1) 

the observer must pay attention and perceive the critical features of the behavior; 2) the observer 

must recall the behavior; 3) the observer must reproduce the behavior accurately;  and 4) the 

observer must be motivated to carry out the behavior (Feldman, 2010).  Students learn about the 

Professor’s values and ideas primarily from observing the Professor’s behaviors.  
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To achieve the learning goal, as stated on the syllabus, to “recognize that problem-

solving in the area of federal jurisdiction often involves much more than knowledge of legal 

rules and requires a multi-faceted approach that may implicate practical, social, interpersonal, 

and ethical consideration,”  the Professor modeled problem solving skills by explicitly inviting 

the students to recall pieces of information from either earlier parts of the lecture, from prior 

lectures, or from prior courses to answer the question.  The Professor asked the students to 

communicate that recall either through a singular or a collective voice, through oral or written 

responses.  The Professor asked students to consider the implications, the relationship, and the 

meaning of the concept. 

More importantly, the Professor applied this social-cognitive learning theory in her 

implicit, but equally important, goal of socializing students into becoming professional lawyers.  

She arrived to class ten minutes before class as she does before every class, she dressed in a 

professional suit, her overhead materials were organized, she called students by their first names, 

she invited student responses throughout the discussion, and she ended the class on time.           

Attachment theory asserts that learning is achieved in the context of a relationship.  This 

theory draws on the primacy of human nature as fundamentally social.  The teacher, therefore, 

needs to develop this relationship by recognizing the nature and needs of the learner in the 

teaching dynamic.  In the context of a classroom environment, the teacher is the attachment 

figure from whom the student learns to trust in the learning experience.   The Professor stated,” 

The students and I walk together through steps of learning.”  Evidence of this collaboration is 

encouraging students to answer questions along the way as new concepts are introduced. 

According to attachment theory, good attachment leads to confidence in oneself and a 

desire to explore and search for meaning in new and interesting situations.  In the classroom, 
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attachment has two functions:  1) providing feelings of security to explore freely and 2) forming 

the basis of socialization (Bergin & Bergin, 2009).  In the context of a law school educative 

experience, securely attached students will develop confidence in their skills and knowledge that 

prepare them for future roles and challenges associated with professional legal practice.  This 

theory would support the Professor’s implicit goal of helping her students develop their 

professional and civic identities.      

 

Teaching Philosophies 

 

The Professor’s teaching philosophy appears to be a composite of Idealism and American 

Modern Liberalism.  Idealism defines reality as nonmaterial, a pure idea.   Idealism as a 

philosophy of education asserts that “the most important and all-embracing goal is to assist in 

developing the student’s spirit or mind” (Gutek, 2004, p. 21).   The teacher’s goal, therefore, is to 

help students develop their potential and achieve full spiritual and intellectual growth, an 

integrated way of knowing themselves and the world.  Teaching, therefore, becomes more than 

imparting facts, but “personifying reality for students,” to be “an ethical model that commands 

their respect, and be able to awaken their desire to learn” (Gutek, 2004, p. 24).  A variety of 

teaching methods are applied, but preference is given to the Socratic Method, modeling, and 

imitation (Gutek, 2004).  Modeling and imitation develop character formation in the student and 

reinforces the value of the teacher student relationship.  The Professor’s teaching goal and 

strategies appear Idealistic.  

This Idealism seemed to be present before the Professor started teaching law school and 

to have emerged or become conscious to the Professor when she was a law student and decided 
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to teach.  “For Idealists, knowing is essentially a process of bringing to consciousness, to our 

spiritual and mental surface, the truth that is present within us” (Gutek, 2004, p.22).  I asked the 

Professor how she knew there was another way to teach since most people teach in the way they 

have been taught.  She stated that she knew because of the way she taught herself and how it 

contrasted with what her professors were doing.  When she became a professor she wanted to 

look beyond that which had traditionally been done and use her awareness of self and sensitivity 

to others to find different methods that would allow her to educate the parts of the students’ 

intellects that weren’t being reached through the traditional methods.  

However, the Professor’s philosophy does not seem purely Idealistic.  She seeks to 

bestow upon her students opportunities for both professional and civic development. These goals 

reflect the Professor’s American Modern Liberal philosophy.  Like classical liberals who prized 

individual freedom, civil rights, and liberties, modern liberals extend these values into their 

expectations for social systems such as education or law to play a greater role in society as an 

agent of reform and regulation to solve social problems (Gutek, 2004).  John Dewey, a pioneer 

of progressive teaching strategies, said, “Education is the fundamental method of social progress 

and reform” (Tanner & Tanner, 2007, p. 159).  Dewey wrote in 1897, as cited in Tanner and 

Tanner, “I believe that education is a regulation of the process of coming to share in the social 

consciousness” (Tanner & Tanner, 2007, p. 160).  The study of law, therefore, should be more 

than an academic endeavor, but should also be an opportunity to understand one’s civic 

responsibilities.   Teachings strategies, therefore, “emphasize open discussions, permission to 

share and to question ideas, and freedom to make decisions based on the evidence” (Gutek, 2004, 

p. 183). 
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Discussion 

 

Excellent teachers have both innate and cultivated traits.  Excellent teaching begins with 

internal experiences that bring to consciousness awareness of self and others.    However, this 

innate balance between meta cognition and empathy for others is not enough because teaching is 

a complex process of understanding and communicating the course material within what John 

Dewey describes as a spiral curriculum (Tanner & Tanner, 2007).  This process is a constant 

resynthesis of course material within an increasingly deeper and broader level of interpretation 

(Tanner & Tanner, 2007).   An expansion of ideas emerges from relationships that bind concepts 

within the course and within the broader curriculum and that bind the goals of the student and the 

teacher.   To facilitate this process, teachers need to have an understanding of the theories that 

drive their teaching strategies and their personal philosophies that bring consistency and meaning 

to their teaching methodologies.  To move the teaching experience from a science to an art, 

teachers need to align all these perspectives through experiences in the classroom that cultivate 

knowledge, values, and practice behaviors.    

In particular, excellent teachers have a bit of Idealistic philosophy that constructs their 

standards.  They must know there is a state of good practice that holds true despite popular and 

political trends of the time.  This Idealism seems to emerge from a secure attachment that allows 

them to trust in their own intuition and to find joy in discovery. 

Excellent teachers also have skills to create a progressive organization of subject matter 

(Dewey, 1938).  They construct ideas from simple to more complex form by frequently revisiting 

the concept in the lecture, each time adding a new perspective by attaching meaning from 

something learned earlier in the class, earlier in the course, or earlier in the course of study.   “It 
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is also essential that the new objects and events be related intellectually to those of earlier 

experiences, and this means that they be some advance made in conscious articulate of facts and 

ideas” (Dewey, 1938, p. 75).  Although these instructional concepts are easy to articulate, they 

are much harder to implement in practice. 

But more important than techniques, excellent teachers do not give up.  Excellent 

teaching does not yield to students who naturally answer every question posed by the teacher or 

who give teachers answers that are complete.  Excellent teachers, however, do not give up when 

students do not understand or seem disengaged at the moment.  Excellent teachers tirelessly try 

multiple strategies, whether verbally, visually, or otherwise through individual or collective 

inquiry.    

The Carnegie report predicted that changing the legal classroom would be highly 

difficult: 

Developing a more balanced and integrated legal education that can address more of the 

needs of the legal profession than the current model seems highly desirable on its merits.  

However, as we have seen, there are major obstacles such a development will have to 

overcome.  A trade-off between higher costs and greater educational effectiveness is one.  

Resistance to change in a largely successful and comfortable academic enterprise is 

another.  However, in all movements for innovation, champions and leaders are essential 

factors in determining whether or not a possibility becomes realized (Sullivan, 2007, p. 

202). 

The Professor certainly hopes to be one of these leaders.  She showed me how she could 

move between levels of relationships to build student understanding of intellectual, professional 

and civic constructs.  Perhaps most importantly, the Professor demonstrated that the best 
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techniques in teaching can be used in the environment of the law school classroom despite the 

very specialized nature of the material. 
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Appendix 

1. Personal 

a. What is your educational background? 

b. When did you know you wanted to become a teacher? 

c. What motivated you to become a teacher? 

d. Did you receive any training to become a teacher? 

i. If you did, what was most helpful? 

e. How would you describe yourself when you first started teaching? 

i. How does that compare to the way you teach now? 

f. What was your most meaningful achievement as a teacher and why? 

g. Do you have a philosophy about life? 

2. Students 

a. What do you expect of your students?  And how do you communicate those 

expectations?  

b. Are these expectations different depending on the students’ year of study or the 

subject you teach?  

c. What motivates students to learn? 

d. How do you know when students are engaged? 

3. Teaching  

a. What is your teaching philosophy? 

b. What are your goals when you teach? 

c.  How do you prepare to teach? 

d. How do you teach students to transfer ideas learned in the classroom into real 

practice?  

e. How do you evaluate their progress? 

f. What are the major challenges of teaching?   
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Abstract 

 

 The social work axiological framework prioritizes the needs of vulnerable and oppressed 

populations that face social problems and political inequalities.  Gifted and talented students do 

not instinctively fall within this framework.  This paper presents the factual reality of the 

treatment of gifted and talented students in American public schools as a vulnerable and 

oppressed population needing differentiated accommodations.  Through a social systems 

analysis, the culture of American public school is delineated and its impact on gifted and talented 

learners described.  This school culture applies an interpretation of equity called extreme 

equalitarianism that marginalizes gifted and talented students through neglect, prejudice, and 

discrimination.  Gifted and talented students from culturally diverse and low socioeconomic 

backgrounds, also known as the “invisible gifted,” are the most marginalized.      

 Keywords:  social work, gifted and talented students, neglect, prejudice, discrimination 
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A Social Work Perspective 

 on the Treatment of Gifted and Talented Students in American Public Schools:  

 The Factual Reality of Neglect, Prejudice, and Discrimination   

 

Social workers, agents of society’s social conscience, understand the importance of 

helping vulnerable populations.  These populations struggle with a variety of complex and 

intractable social problems that often originate from economic and political inequalities.   Social 

workers apply a social systems theory that respects the nature of these entrenched problems by 

analyzing them within the context of the environments in which these populations live.  These 

environments are social systems with varying degrees and styles of influence on the population 

(Hutchison, 2011).  Although social work practitioners have served a variety of populations 

(Gitterman, 1991), little attention has been given to the population of gifted and talented 

students.   

 “A quiet crisis” is how the 1993 U.S. Department of Education report describes the 

treatment of gifted and talented students in America (Ross, 1993).   Although gifted and talented 

students have intellectually unique needs, American public schools rarely treat them as they do 

other student populations with exceptional traits.  Consistently grouping gifted and talented 

students with the other typical learners causes gifted and talented students to experience the 

social problem of inequality in American public school classrooms.  

This inequality runs long and deep.  The support for individualized and differentiated 

gifted education (Monks & Katzko, 2005) in American public schools is inconsistent (Davis & 

Rimm, 2004) at best and has caused further marginalization of gifted and talented students 

(Robbins, 2007) despite best efforts by some teachers who recognize the problem (Thomas 
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Fordham Institute, 2008).  This marginalization of gifted and talented students has created 

deleterious effects on the intellectual and social development of the students themselves, the 

quality of American public schools, and the equality ethos of American society. 

The purpose of this paper is to share what Garthwait (2011) describes as the factual 

reality of the treatment of gifted and talented students in American public schools to a social 

work audience that understands the needs of marginalized diverse populations.    This factual 

reality includes an examination of:   

1) The social work axiological framework; 

2) The nature of gifted students as diverse and vulnerable learners in terms of 

intellectual and social needs, history of gifted education, and status as a group 

needing accommodations; 

3) A social system’s analysis of the treatment of gifted and talented learners in 

American public schools that includes a discussion of:   

a. The democratic ideals of equity and excellence and their origins; 

b. How these ideals manifest through extreme equalitarianism evidenced by 

neglect, prejudice, and discrimination of gifted and talented students;  

c. The myths that explain this treatment; and 

4) The impact on gifted students, particularly those of culturally diverse and low 

socioeconomic backgrounds.  

      



A SOCIAL WORK PERSPECTIVE                                      5 

 

Social Work’s Axiological Framework 

 

According to Gardner (1984), “The good society is not one that ignores individual 

differences but one that deals with them wisely and humanely” (p. 92). “The ideal of a fully 

humane society is to treat all individuals and groups with concern and understanding—in other 

words, to be responsive to diversity” (Benbow & Stanley, 1996, p. 10).   

These sentiments reflect the axiological framework of the social work profession.  As 

expressed in the profession’s purpose and values, social workers believe that a society’s respect 

for diversity promotes the well being of the individual and the community in which the 

individual lives.  According to the Council on Social Work Education (2008):  

 

The purpose of the social work profession is to promote human and 

community well-being.  Guided by a personal and environment construct, a 

global perspective, respect for human diversity, and knowledge based on 

scientific inquiry, social work’s purpose is to actualize through its quest for 

social and economic justice, the prevention of conditions that limit human 

rights, the elimination of poverty, and the enhancement of the quality of life 

for all persons. (Council on Social Work Education, 2008, p. 2) 

 

To implement this purpose, social workers adhere to the values of service, social justice, dignity 

and worth of the person, importance of human relationships, integrity, and competence (NASW, 

2008).     
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The social work purpose and values collectively inform social work practice.   Social 

workers prioritize serving vulnerable and oppressed individuals facing social problems.  A social 

problem is a social condition “that negatively impacts individuals or communities, and as a 

situation in which the welfare, values, and well-being of society may be threatened” (Garthwait, 

2011, p. 97).  Social workers seek social justice for these individuals by educating the public 

about the nature of the oppression, creating equality of opportunities to participate meaningfully 

in their public and private lives, and helping them access the necessary information, resources 

and services to achieve their goals.  Social workers achieve these tasks through a collaborative 

relationship that does not change the individual’s cultural orientation, but adapts to this 

orientation to create meaningful solutions for the individual and to authenticate that cultural 

point of view.   

Historically, the social work profession has focused on populations marginalized by the 

broader society because of race, religion, sex, sexual orientation, immigration status, disability, 

and socioeconomic status. When membership in these groups causes harm or prevents 

individuals from fulfilling their full potential, social workers assist the individuals to achieve 

their appropriate societal status.  The assistance provided consists of helping individuals access 

the available societal tools as well as advocacy into the halls of power.   

Gifted children do not instinctively fall into the categories of socially diverse individuals 

helped by the social work profession (NASW, 2008). As will be seen in the section Equity, 

Excellence, and Extreme Equalitarianism, however, gifted children suffer because society does 

not recognize them as the distinct population that they are.  Assisting gifted and talented students 

falls within the social work axiological framework of advocating for diverse, vulnerable and 

marginalized populations.     
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Gifted and Talented Students as Diverse and Vulnerable Learners in American 

Public Schools 

 

Identification of Gifted and Talented Students  

 

Giftedness is a developmental construct that has both innate and cultivated traits (Davis 

& Rimm, 2004).  Its early form emerges as innate potential manifested in childhood, which many 

call gifts, but through cultivation, evolve into mature forms of abilities or talents (Gagne, 2005).  

Although no standardized definition of gifts and talents exists (Thompson & Subotnik, 2010), 

most definitions reference some form of unique intellectual abilities as characteristic of 

giftedness (Feldhusen, 1989).  Sternberg’s Implicit Theory of Giftedness, for instance, describes 

three forms:  1) analytic giftedness, the ability to understand the elements of a problem; 2) 

synthetic giftedness, the ability to be insightful, creative, and adaptive to new situations; and 3) 

practical giftedness, the ability to apply analytic and synthetic skills to everyday situations and 

problems (Colangelo, Assouline, & New, 1999).   

These intellectual abilities shape the unique learning orientation of gifted and talented 

students.  Their intellectual needs, therefore, differ quantitatively and qualitatively from those of 

other students (Bittick, 1995).  Unlike typical learners who need to spend considerable time 

acquiring knowledge and demonstrating comprehension, gifted and talented learners move 

quickly to the tasks of synthesizing, evaluating, and analyzing information (Winebrenner & 

Brulles, 2008).   
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Such learning traits influence social relationships in the classroom.  Gifted and talented 

students are more motivated to learn when associating with others who equally value higher 

order learning opportunities (Feldhusen, 1989).  They thrive from ability grouping, being 

grouped with students of similar ability levels (Brody & Stanley, 2005), because it satisfies both 

their intellectual and social needs.   Ability grouping is considered a necessary condition when 

teaching gifted and talented learners (Van Tassel-Baska, 1992; Kulik & Kulik, 1992).   

Gifted students also come into the classroom with advanced levels of knowledge.  

“Gifted and talented elementary school students have mastered from 35 to 50 percent of the 

curriculum to be offered in five basic subjects before they begin the school year” (Ross, 1993, p. 

10).  According to Renzulli, unless some provision is made that recognizes this advanced 

knowledge, “bright kids learn nothing new until January” (cited in Davis & Rimm, 2004, p.12).  

Gifted and talented students, therefore, have different needs relative to the general population of 

students.  

Understanding the differences in learning styles among gifted student is important.  

According to Barbara Clark as cited in Tomlinson (1999), most teachers have received no 

training on how to recognize and teach gifted students.  Many primary classroom teachers, for 

instance, “grossly under-identify and under-serve gifted students” by misidentifying “teacher-

pleasers” as gifted (Abell & Lennex, 1999, p. 10).  And although some teachers may have taken 

one college class on teaching special education students, according to Clark, these teachers are 

still not adequately prepared for the challenges of teaching gifted students.  Most teachers do not 

know that gifted students learn differently from their age peers in terms of habituation, retention, 

and abstraction of knowledge. 
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Gifted and Talented Students as a Vulnerable Population 

     

The vulnerability of gifted and talented students is evidenced by their differential 

educational outcomes.   Gifted and talented students have not shown steady progress in learning 

relative to other student cohorts.  “While the nation’s lowest achieving youngsters made rapid 

gains from 2000 – 2007, the performance of top students was languid” (Thomas Fordham 

Institute, 2008, p. 2).  As students in the bottom quartile showed improvement since the 1960s, 

the top quartile, in fact, “declined” (Benbow & Stanley, 1996, p. 6).  

 These top students in the United States lag behind the top students from other 

industrialized countries (Benbow & Stanley, 1996) in the areas of higher order thinking such as 

application and analysis, but not in the areas of rote recall of information (LaPointe, Mead, & 

Phillips, 1989).  According to the 1993 National Excellence Report (Ross, 1993),  “Most top 

students in the United States are offered a less rigorous curriculum, read fewer demanding books, 

complete less homework, and enter the work force or postsecondary education less well prepared 

than top students in many other industrialized countries” (p. 12).   

Intellectual standards that do not recognize the diversity of learners negatively impact the 

self-esteem of gifted and talented students.  Learning at a slower pace and at a level of achieved 

mastery does not support the intrinsic need to feel competent and autonomous (Renzulli, 2005).   

“Self-esteem actually is enhanced when success is attained at a task that had been perceived as 

difficult or challenging” (Tomlinson, 1999, p. 3).  “Development of high self-esteem requires 

that students be allowed to challenge themselves in an environment in which their mistakes and 

struggles, as well as their successes, are encouraged and appreciated” (Tomlinson, 1999, p. 3). 
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Social isolation in the classroom further harms the self-esteem of students. Like all 

children, gifted and talented students have a social need to belong.  However, gifted and talented 

students typically are ostracized and harassed by their peers (Bittick, 1995).  “Instead of prizing 

them, many Americans ridicule high achievers so that many gifted students try not to succeed to 

avoid the negative labels society tattoos on them” (Bittick, 1995, p. 132-133).  According to 

Gross (1989), “If the gifted child chooses to satisfy the drive for excellence, he or she must risk 

forfeiting the attainment of intimacy with age peers; if the choice is intimacy, the gifted may be 

forced into a pattern of systemic and deliberate underachievement to retain membership in the 

social group” (p. 189).  Gifted and talented students, therefore, display a variety of coping 

strategies when faced with this “forced-choice dilemma” (Gross, 1989) that includes denial, 

sublimation, deviance, and underachievement (Benbow & Stanley, 1996).  Gifted and talented 

students, therefore, are intellectually and socially marginalized in the classroom.  

 

Abbreviated History of Gifted Education 

 

Although gifted education has had periods of support starting at the turn of the century, 

generally through the use of “tracking” students (i.e., separating students into classrooms based 

on academic ability), this support lost traction in the mid 1980s when a societal recommitment to 

uniform instruction emerged through the detracking reform movement (Davis & Rimm, 2004).  

Parents and educators alike believed that tracking treated children unequally (Oaks, 2010; 

Berliner & Biddle, 1995) in a way that “defies the egalitarian principles upon which our nation 

was founded” (Bittick, 1995, p. 142).  Courthouses began hearing concerns that tracking 

undermined desegregation in schools by resegregating minority and white students (Oaks, 2010).  
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One judge and a federal magistrate in Rockford, IL considered tracking as a form of racial 

discrimination (Oaks, 2010).   

The criticisms of tracking extend beyond arguments about inequality.  Some believe 

gifted education unnecessary as many of its core features such as individualization, richer 

curriculum, and smaller classes, should be integrated into the general curriculum for all students 

to benefit (Berliner & Biddle, 1995; Davis & Rimm, 2004; Reis, 1989).  Some believed that 

ability grouping creates stigma by labeling some students as “failures” (Berliner & Biddler, 

1995) and other students as more able (Davis & Rimm, 2004).     

Throughout the country on local, state and federal levels of government (Oaks, 2010), the 

detracking reform movement began eliminating tracking within schools along with gifted 

education (Davis & Rimm, 2004).   For example, High Schools That Work (HSTW), a state 

partnership, began diminishing tracking in 1987 by combining academic courses with vocational 

courses.  Some states like California and Massachusetts declared elimination of tracking prior to 

senior high school. On the national level, the National Governors’ Association proposed 

eliminating tracking as a strategy to meet national education goals set in 1989 (Oaks, 2010). 

Advocates of gifted education have argued with minimal success that schools can achieve 

both excellence and equity standards (Bittick, 1995) by defining equity as an opportunity for 

“appropriate education” (Benbow & Stanley, 1996, p. 10).  “A more appropriate definition of 

equity would stress that all students have an equal opportunity to actualize their potential” 

(Stanley & Baines, 2002, p. 12).  See Equity, Excellence, and Extreme Equalitarianism section. 

Robbins (2007) asserts that excellence and quality should not be competing, but 

complementary standards.  Technically, a balance of standards is already in place through a 
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national policy that recognizes that every citizen is entitled to an appropriately challenging 

education (20 U.S.C 1221-1 (1988 & Supp. V 1993): 

 

Recognizing that the Nation’s economic, political, and social security require a well-

educated citizenry, the Congress (1) reaffirms, as a matter of high priority, the Nation’s 

goal of equal educational opportunity, and (2) declares it to be the policy of the United 

States of America that every citizen is entitled to an education to meet his or her full 

potential without financial barriers.” (Bittick, 1995, p. 149-150) 

 

 Unfortunately, this Congressional standard has been interpreted by both schools and 

courts as applying solely to individuals who fall below performance norms for their age group.  

When advocates for gifted children bring suits seeking support for programs to help the students 

meet their full potential, the courts have consistently ruled that while they will order government 

to provide programs for underperforming students, they will not interfere with a decision not to 

provide the individualized experiences necessary for gifted children.  “Cases brought on behalf 

of gifted children under these Acts fail.  Even though gifted children have problems like 

traditional special education children, courts have been reluctant to construct these Acts as 

applying to the special education populations of gifted children” (Bittick, 1995, p. 142).     

The result has been that quality programs for gifted children are rare or nonexistent.  The 

dearth of programs not only prevents gifted children from reaching their full potential, but leads 

many gifted children to significant underperformance.  According to Reis (1989), gifted children 

are the largest group of underachievers in America.   
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A Social Systems Analysis of the Treatment of Gifted and Talented Learners  in 

American Public Schools 

 

Democratic Ideals in American Public Schools and their Origins 

 

Schools assist societies in maintaining the core values of their cultures.  Most societies 

have myriad cultural values, some of which can conflict.   According to Robert Hutchins, “No 

educational system can escape from the political community in which it operates…. The system 

must reflect what the political community wants it to do” (Tanner & Tanner, 2007, p. 152).  This 

mirroring is necessary to fulfill the school’s functional role of transmitting the dominant culture 

to the young (Schaefer, 2005). 

Within American society, two significant democratic values are individual achievement 

and equality (Gardner, 1984).  “Democracy demands that we appreciate differences and cherish 

intellectual talents” (Bittick, 1995, p. 144), yet it also demands that individuals share common 

experiences to create a collective identity.  These democratic ideals form a dynamic tension 

between equality of opportunities (Bittick, 1995) and equality of conditions (De Tocqueville, 

1969).  According to Renzulli (2005), director of the National Research Center on the Gifted and 

Talented, “Most people would agree that goals related to self-fulfillment and/or societal 

contributions are generally consistent with democratic philosophies of education” (p. 249).  Yet, 

in the Cardinal Principles of Secondary Education of 1918, which laid the framework and 

rationale for the comprehensive high school, the report said “the school is the one agency that 
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may be controlled definitely and consciously by democracy for the purpose of unifying its 

people” (Tanner & Tanner, 2007, p. 282).  

   American society and thus its public schools has determined that equality of conditions 

takes priority over maximization of individual achievement.  “Today we strive for sameness in 

educational outcomes, rather than providing equal opportunities to develop differing 

potentialities, because educational outcomes have become a metric for human worth” (Benbow 

& Stanley, 1996, p. 9).   Alexis de Tocqueville, who described his impressions of American 

society extensively in 1835, predicted that equality of conditions would prevail:  

 

“Men’s main opinions become alike as the conditions of their lives become alike.  …It 

must, I think, be rare in a democracy for a man suddenly to conceive a system of ideas far 

different from those accepted by his contemporaries; and I suppose that, even should such 

an innovator arise, he would have great difficulty in making himself heard to begin with, 

even more in convincing people.” (De Tocqueville, 1969, p. 641)    

 

Equity, Excellence, and Extreme Equalitarianism 

 

In the domain of gifted and talented education, the response to the dominance of equality 

of conditions has been to try and show that equality can only truly be achieved through the 

concepts of equity and excellence.  Equity seeks to create shared learning experiences among 

students by treating unequal groups unequally to “to make them more equal” (Benbow & 

Stanley, 1996, p. 8).  Equity prioritizes the needs of students who struggle in school so they can 

achieve “average” standards (Davis & Rimm, 2004, p. xv).  This standard is applied when 
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students with disabilities, for instance, are mainstreamed (Bittick, 1995).   Excellence, on the 

other hand, seeks to develop individual potential measured by student achievement.  Excellence 

encourages everyone to “be free to perform at the level of his or her ability, motivation, and 

qualities of character and be rewarded accordingly” (Gardner, 1984, p. 22).  Put simply, equity 

seeks to help at risk students meet minimum standards in school, while excellence seeks to help 

high ability students develop their potential (Davis & Rimm, 2004).   

Gifted and talented advocates argue that American public schools have interpreted equity 

beyond what is appropriate through the implementation of “extreme equalitarianism” (Gardner, 

1984). Extreme equalitarianism ignores differences in native capacity and achievement and 

eliminates incentives to individual performance.   

 

Neglect. 

 

The consequence of this extreme interpretation of equity is a curriculum that neglects the 

individual educational needs of the student.  Educational neglect is described as  inattention to 

the special education needs of a child by “refusing to allow or failing to obtain recommended 

remedial education services or neglecting to obtain or follow through with treatment for a child's 

diagnosed learning disorder or other special education need without reasonable cause” 

(Children's Bureau, Office on Child Abuse and Neglect & DePanfilis, D., 2006).  As discussed in 

section Gifted and Talented Students as a Vulnerable Population, gifted and talented students 

learn best using methods different from those used with the majority of students.  This means 

that gifted and talented students have special education needs.  While remedial education is 

typically thought of as applying solely to bringing lagging students up to grade level, it should 
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apply to all students who need some different kind of educational environment.  As diverse 

learners, gifted and talented students think differently from the typical student population and 

need a differentiated curriculum that supports these developmental needs.  A common 

curriculum neglects these needs. 

Not everyone agrees, however. “Somehow, we seem to understand the struggle of those 

less capable than ourselves.  We cannot, however, realize the frustrations and struggles of those 

more capable than ourselves” (Bittick, 1995, pp. 140).   Many believe that because the 

educational needs of the gifted and talented do not differ from those of the typical student 

population, a common curriculum satisfies remedial needs of both populations.  For this reason, 

gifted education is commonly perceived as a luxurious and unnecessary function of schools.   

Consequently, schools will first remove gifted programs before other programs when faced with 

budgetary challenges (Davis & Rimm, 2004).     

Educational neglect of gifted and talented students is prevalent. Approx. 1.5 million 

students need a curriculum more rigorous than the current standard (Riley, 1993).  Gifted 

students continue to be treated with “benign neglect” as the achievements of low performing 

students are prioritized (Finn & Petrilli, 2008, p. 10).  “The end result is that highly abled 

students came to be exposed systematically to less knowledge; they were, in essence, given less 

of a chance to develop expertise” (Benbow & Stanley, 1996, p. 13).  “If we want talented 

individuals to be well prepared when society needs them, we need to be there for them when they 

need us. That is the mark of a humane, responsible, effective society” (Benbow & Stanley, 1996, 

p. 29).   
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Prejudice. 

 

In addition to neglect, however, gifted students suffer from intentional harm.  American 

society does not value intellectual talent the same as other talents.  Our society applauds the 

talents of those who have athletic, musical, or artistic ability (Brody & Stanley, 2005; Brown & 

Steinberg, 1990; Geake & Gross, 2008; Stanley & Baines, 2002) by creating competitive 

opportunities and applying standards of excellence to identify exceptional talent. Society only 

tentatively applauds those with intellectual skills (Benbow & Stanley, 1996).  It is not socially 

acceptable to say that one has more intellectual talent than another (Benbow & Stanley, 1996). 

Intellectual talent also carries a social stigma (Stanley & Baines, 2002) for gifted and 

talented students as they are called a “greasy grind,” “nerd,” or “dweeb” (Brown & Steinberg, 

1990; Ross, 1993).  Talented minority students are sometimes accused of “acting white” (Gross, 

1992; Ross, 1993).  According to Gregory (1992), the “pattern of abuse is a distinctive variation 

of the nerd bashing that almost all bright, ambitious students—no matter what their color—face 

at some point in their young lives” (p. 44).  Males tend to hide their talents earlier to avoid being 

labeled geeks or nerds since male role models are more often seen in athletic roles (Stanley & 

Baines, 2002).  By 5th grade, many children do not believe it is “cool” to achieve (Davis & 

Rimm, 2004).   

The source of this stigma is anti-intellectualism (Bittick, 1995; Geake & Gross, 2008) or 

“resentment of intelligence” (Schroeder-Davis, 1992, p. 4).  This type of prejudice reflects a 

negative attitude toward an entire group of people (Schaefer, 2005) because of the belief that 

they have greater than normal intelligence.  Outside the classroom, giftedness is often associated 

with negative connotations of elitism (Benbow, 1991; Freeman, 2005; Monks & Katzko, 2005), 
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racism (Benbow & Stanley, 1996), and even Neo Conservatism (Berliner & Biddle, 1995). 

Inside the classroom, gifted students are the least desirable peers and students.  Students 

characterized as “brilliant-studious-nonathletes” were the least desirable hypothetical peers 

among high school juniors in a study by Tannenbaum (1963) and the least desirable hypothetical 

students among teachers in training enrolled in an educational psychology class and among 

experienced teachers in a study by Cramond and Martin (1987).   Carrington and Bailey 

replicated the Cramond and Martin study among Australian teachers as cited in Geake and Gross 

(2008) and also found that new teachers least liked hypothetical studious gifted students, 

suggesting that prejudice toward gifted students is an international phenomenon among 

contemporary Western societies.        

Many in the field of gifted education believe that all students, including gifted and 

talented students, have a right to an appropriately challenging education (Davis & Rimm, 2004; 

Van Tassel-Baska, 1992).   Unfortunately, neither courts nor legislatures have been willing to 

find such a right under either constitutional or statutory law. 

Gifted and talented advocates have pushed for legal protection of gifted and talented 

students using two arguments:  1) right to gifted education and 2) equal protection.  However, 

neither of these arguments has resonated with the courts.  “The U.S. Supreme Court has yet to 

recognize any quality or quantity of education as a fundamental right” (Baker & Friedman-Nimz, 

2002, p. 2) protected by the U.S. Constitution (Bittick, 1995).  In fact, as noted by the Court in 

Board of Education of Hendrick Hudson Central School District v. Rowley (458 U.S. 176 

[1982]), “The public schools’ responsibility is to provide a ‘basic floor of opportunity’ and not to 

‘maximize the potential’ of each student” (Baker & Friedman-Nimz, 2002, p. 3).  The 

constitutional protections for nontraditional features related to “race, religion, alienage, and 
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national origin” under the 14th Amendment of the U.S. Constitution do not extend to gifted 

children (Baker & Friedman-Nimz, 2002, p. 2). 

Congress has also refused to recognize gifted and talented students as a protected group 

under Federal statutory law.  Federal law only protects students with specific disabilities 

(Individuals with Disabilities Act, section 504 of the Rehabilitation Act, ADA) and limited 

English proficiency (Equal Educational Opportunity Act) (Baker & Friedman-Nimz, 2002).   

State courts interpreting their own constitutions have followed the lead of the federal 

courts.  No state court has ruled that its constitution requires state government to provide 

appropriate education to gifted and talented students through any form of individualized 

education (Bittick, 1995).  “Although many states have statutory provisions for gifted and 

talented programs, no state has recognized a child’s fundamental right to receive an appropriately 

challenging education” (Bittick, 1995, p. 137).  

The result of federal and state statutes and court decisions is that schools are free from 

any court supervision of their treatment of gifted students.  Courts will not interfere in decisions 

of the public schools unless the schools enact policies that intentionally harm protected classes of 

students.  Title VI of the Civil Rights Act of 1964, for instance, was intended to prevent 

intentional discrimination based on race, religion and national origin, not guarantee to each 

person a type of government interaction they would like (Baker & Friedman-Nimz, 2002).  

 

Discrimination. 

 

Social work has a different concept of discrimination.  Differential outcomes, whether 

purposeful or not, are discriminatory. According to social work ethical principles of equality and 
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inequality, individuals of equal status and power have the right to be treated equally, while 

individuals of unequal status and power have “the right to be treated differently if the inequality 

is relevant to the issue in question” (Loewenberg & Dolgoff, 1996, p. 63).  

Berne and Steifel (1984) similarly delineate two forms of equity: horizontal and vertical.   

Horizontal-equity principle states that “equals should be treated equally” (p. 18).  In other words, 

students who have comparable skills receive comparable challenges.  Vertical-equity principle 

states that “unequals receive appropriately unequal treatment” (p. 13).  Students with different 

educational skills receive appropriately differentiated challenges.  

When society fails to protect these forms of equity, Imber (1990) explicitly recognizes 

the affected individuals as victims of discrimination.  Passive discrimination is treating 

“differently situated students” similarly, while active discrimination is treating “similarly 

situated students” differently.   

 

Passive discrimination. 

 

Passive discrimination occurs when schools fail to recognize and accommodate the 

differential needs of a student.  This type of discrimination is easily recognized when schools ask 

physically or developmentally disabled children to perform the same tasks as students without 

those limitations.  Few people appreciate the similarities between students with disabilities and 

students with high abilities (Bittick, 1995).  “If the rationale for differentiated instruction is 

variance from the mean, then differentiated instruction for gifted students is as defensible as it is 

for those in special education” (Stanley & Baines, 2002, p. 12).  These groups share complexity 

in terms of social, emotional, and educational needs (Bittick, 1995). 
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Evidence of passive discrimination becomes clearer when comparing the differential 

resources available for students with disabilities and students with gifts and talents.  For instance, 

Chicago public schools spent $2 billion on instruction in 2000.  Gifted education received $3 

million, while special education received $531 million or 177 times the gifted rate (Stanley & 

Baines, 2002).  In Texas school districts, approximately 33% of the budget was spent on special 

education, but “less than one percent for gifted programs” (Stanley & Baines, 2002, p. 11). 

This differential treatment extends into the attitudes of those in charge of the classroom 

environment, where teachers prioritize the needs of academically struggling students over those 

of academically advanced students.  In a 2008 national survey of public school teachers from 

grades 3-12, 63% of teachers said students who were struggling get the most attention, while 7% 

said advanced students did.  81% of teachers named struggling students while only 5% named 

advanced students as those more likely to get one-on-one attention (Farkus & Duffet, 2008).    

Gifted and talented students receive special services last (Thompson & Subotnik, 2010) as 

teachers assume that “they will succeed with no special provisions and students with learning 

difficulties are competing for the primary teacher’s time” (Abell & Lennex, 1999, p. 9).   

 

Active discrimination. 

 

When schools prevent gifted and talented students from voluntarily taking advantage of 

opportunities that would benefit their educational progress, they commit active discrimination.  

Educational trends actively discriminate by applying a one size fits all teaching model (Stanley 

& Baines, 2002) through uniform pacing and heterogeneous grouping. 
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Uniform pacing is the practice of teaching the curriculum content at the same pace for 

every student.  In one study, 84% of assignments for gifted students were the same as the 

assignments for majority students (Ross, 1993).   The converse of this practice is giving the 

student access to certain curricula at ages younger than typical through acceleration (Benbow & 

Stanley, 1996).  Acceleration can take many forms that include early entrance to school, grade-

skipping or grade acceleration, subject-specific or content acceleration and curriculum 

compacting or telescoping (Benbow, 1991; Robbins, 2007). Acceleration is an effective 

educational strategy for gifted and talented students as it yields the largest achievement gains 

with “no detrimental and at most some positive effects on social and emotional development” 

(Benbow, 1991, p. 29).  Most accelerated gifted students thrive and “those students who are not 

accelerated tend to exhibit lower achievement, have more behavior problems, feel less 

comfortable in school, and have poorer attitudes” (Benbow, 1991, p. 32-33).  

 Teachers and parents, however, usually do not support acceleration of gifted students 

(Benbow, 1991; Benbow & Stanley, 1996) as it is seen as elitist (Robbins, 2007).  According to 

Reis as cited in Bittick (1995), “Unfortunately, most educators these days discourage a broad 

range of useful, and once common, acceleration practices—starting kindergarten or first grade at 

a younger age, skipping grades, or entering college early” (p. 125).  Benbow & Stanley (1996) 

argue that because the evidence for using acceleration along with grouping (to be discussed next) 

is so “compelling,” it would be “simply malpractice for schools not to use these procedures 

appropriately” (p. 29).  

Another popular practice in the classroom is heterogeneous grouping, which is teaching 

gifted and talented students in the regular classroom with other students.  Although lower ability 
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students learn significantly in heterogeneous grouping (Petrello, 2000), higher ability students 

typically show no growth in heterogeneous grouping (Slavin, 1986).  

Schools could help gifted students by creating an alternative form of grouping called 

homogenous or ability grouping in the classroom.  Homogeneous grouping improves the 

achievement of gifted and talented students, especially talented minority students, without 

harming the self perceptions of typical students in the same classroom (Kulik & Kulik, 1992).  

To cultivate creative achievement, gifted and talented students need “high-level and challenging 

peers, expert instructors, models, mentors, and excellent curricula in high school and at still 

higher levels in college/university” (Feldhusen, 2005, p. 71).  Ability grouping is more consistent 

with developmental theories (Benbow & Stanley, 1996) by creating appropriate challenge within 

the student’s zone of proximal development (Callahan & Miller, 2005; Cross & Coleman, 2005; 

Jeltova & Grigorenko, 2005) and by cultivating intrinsic motivation through “flow” experiences 

(Collins & Amabile, 1999).  

 

Myths 

 

Neglectful, prejudicial, and discriminatory treatment of gifted and talented learners 

reflects the popular myth that these students can “make it on their own” without much assistance 

from teachers (Tomlinson, 1999, p. 4).  “Educators tend not to worry about their gifted students, 

claiming that these bright students will understand the material regardless” (Bittick, 1995, p.127) 

and are the last ones who need special services (Abell & Lennex, 1999; Thompson & Subotnik, 

2010). 
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Many gifted students, however, do not make it on their own (Benbow, 1991; Ford, Russo, 

& Harris, 1995).  Gifted students experience many problems which can include social rejection, 

social adjustment problems (Feldhusen, 1989; Colangelo & Kelly, 1983); underachievement 

(Davis & Rimm, 2004); dropping out of high school (Davis & Rimm, 2004); and suicidal 

ideation (Bittick, 1995).  

Gifts, as potential for talent, are resources only when cultivated.  The emergence of talent 

depends on both intrinsic attributes of the learner such as effort and motivation, interests, 

learning styles and extrinsic opportunities such as culture and creative opportunities in the 

classroom (Reis & Renzulli, 2009).  To presume that gifted students do not need attention in the 

classroom demonstrates misunderstanding of the nature of giftedness.  

Thus, experiences in the classroom through a culture of support are instrumental in the 

developmental of talent.  Gifted and talented students who experience incremental and 

appropriate challenge throughout their education will respond more positively to higher 

expectations they face in their later academic careers (Davis & Rimm, 2004; Ross, 1993).  

Otherwise, without these challenges, gifted and talented students underachieve by asking 

themselves to only complete easy tasks they can complete perfectly (Davis & Rimm, 2004).  Of 

the top 5% of high school graduates, 40% do not graduate from college (Davis & Rimm, 2004).   

 

 Consequences and Impact on Culturally Diverse and Low Socioeconomic 

Gifted and Talented Students 

 

A consequence of great concern to social workers is the harm caused to the gifted and 

talented students from ethnic minority and/or students from low socioeconomic backgrounds 
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(Ross, 1993).  Davis and Rimm (2004) call them the “invisible gifted.” Because giftedness 

correlates positively with family socioeconomic status, many forget there are gifted children 

from low socioeconomic statuses (Humphreys, 1985).   The Marland Report of 1972 warned 

Congress that bright minority students were particularly vulnerable (Loveless, 2008).   

 

“When you remove programs for the gifted, you don’t hurt kids from highly advanced, 

educated, middle- and upper-middle-class backgrounds as much.  Those parents can find 

and afford alternatives.  What about children from lower SES, or less highly educated 

families?  You are disproportionately hurting those kids the most” (Benbow as cited in 

Robbins, 2007, p. 2).   

 

Gifted and talented students from culturally diverse and low socioeconomic backgrounds 

need educational support in the classroom as they lack “cultural capital” (Csikszentmihalyi, 

1999) to invest in talent development.  Cultural capital is the intellectual mentors, literary 

resources, and educational opportunities offered to children (Csikszentmihalyi, 1999).  When 

cultural or economic priorities within the home or community do not support or distract the 

student from creative development, public school culture will need to fill that gap.   Failing to 

provide a challenging academic environment in the classroom discriminates against poor and 

minority gifted children by locking them out of advanced classes (Loveless, 2008). 
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Conclusion 

 

Gifted and talented students have distinctively different learning needs from majority 

students.   They prefer higher order learning assignments that allow them to think more deeply 

and abstractly about the topic at hand.  These tendencies, however, do not preclude the gifted and 

talented student from problems that include personal insecurities, social ostracism, intellectual 

underachievement, and psychopathology.    Some gifted and talented learners view their 

intellectual abilities not as an asset, but as a liability.  Although American public schools value 

equity and a concern for all types of students, this student population continues to be 

marginalized through neglect, prejudice, and discrimination in the classroom, a consequence of 

extreme equalitarianism.   Popular myths rationalize these practices through a false belief that 

gifted and talented students either have no problems, or if they do, can overcome them with their 

intellectual prowess.   Such intellectual talents, some believe, are static traits that would be 

impervious to any hostile condition in the classroom environment anyway.   

The needs of gifted and talented students in American public schools, however, still lack 

critical attention from those with power and influence.  Federal legislation has no special 

provisions for gifted and talented learners, and state governments have the option of providing 

services to this population at best.    Many teachers are not trained to understand the needs of 

these students.  Unfortunately, a social condition such as the treatment of gifted and talented 

learners in schools, will not receive critical attention unless it “threatens the values, the sense of 

morality, the security, or safety of those in a community or a society who have the power and 

influence to bring forth collective action and, eventually, the new policies, programs, and 

agencies will address this problem” (Garthwait, 2011, p. 97).   Only when a condition achieves a 
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political threshold will it be considered a true social problem worthy of critical attention and 

prioritization.    

Social workers, with a history of transforming social conditions into social problems (e.g. 

child abuse, mental illness, homelessness), can play a critical role as advocates for gifted and 

talented students within this evolutionary paradigm.  They know how to critically assess deeply 

entrenched social conditions through an evidenced based, social systems lens that brings 

understanding and solutions to particularly complex and politically contentious conditions such 

as gifted education.  

A committed action requires a fuller analysis of the nature and needs of gifted and 

talented students, why their needs aren’t being met, and what can be done. However, these 

actions cannot take place without first recognizing the social problem of inequality of instruction 

in American public schools as it impacts gifted and talented learners, especially those from 

culturally diverse and low socioeconomic backgrounds.   

Gifted and talented students meet the standards of a population that is politically, 

socially, and intellectually marginalized.  Hopefully, society’s social conscience will agree.  
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Notions of belonging: engaging first year, first semester HE students  

Initial findings from a three-university study  

 

Abstract 

Within the UK Higher Education (HE) system, one consequence of HE policies 

around internationalisation and widening participation is that students enter HE with 

increasingly diverse biographies, expectations and constraints (Holley & Oliver, 

2009). Key messages from the first year transition research relate to the importance 

of developing a concept of belonging (Kember et al, 2010, Hand & Bryson, 2008). 

Our study employs a mixed methodology approach to address a gap in UK-based 

knowledge by researching first year student experiences of ‘belonging’ in three 

different UK institutions.  

 

A survey-based measurement of belonging was administered to over 1,300 1st year, 

1st semester students. These were supplemented by interviews conducted using 

Wengraf’s (2007) Biographic Narrative Interpretative Method (BNIM). This allows 

interviewees to construct their own lived experience as free as possible from any 

researcher-influenced bias.  

 

Our initial survey findings indicated that: 

 Most students do develop a sense of belonging 

 This result is robust against a number of control factors including ethnic 

background, social background, place of residence, modes of entry to 

university study and programme of study  

 10-15% at each institution struggle to fit in  

 

From this sample we selected three volunteer students per institution for detailed 

qualitative analysis using the BNIM. Emergent themes identified include: 

 Early socialisation appears to be important 

 Difficulties in the development of personal identity within the university 

environment may influence a student’s self-concept of being an ‘insider’ or 

‘outsider’ 
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 High value placed on the quality of staff-student engagement both within and 

outside the classroom 

 Functioning in groups, both formally and informally appears to be significant 

 

Early indications arising from this study support current good practice and suggest a 

number of ways forward to foster a greater sense of belonging within the 

participating universities. We are now starting to identify broader themes, such as 

the importance of effective university administration in helping students to settle in, 

and these themes will be explored further in our presentation.  
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Introduction 

Increasingly, sense of belonging as a factor relevant in student integration, is 

becoming an issue of concern in tertiary education. Sense of belonging has 

relevance for everyday educational practice, and policy decisions relating to 

educational environments and staff training. These points are salient in previous 

research projects, which consider; elements of culture and self-perception (Chow & 

Healy 2008, de Beer, Smith & Jansen 2009, Read, Archer and Leathwood 2003), 

teaching and group belonging (Hamilton, McFarland & Mirchandani 2000, Rice & 

Alford 1989, Braxton, Milem & Shaw-Sullivan 2000, Dixon & Durrheim 2004), 

environments and branding (Haussmann et al 2009, Sturner 1972, Dixon & Durrheim 

2004) and, induction practices (Vinson et al 2010, de Beer, Smith & Jansen 2009, 

Chow & Healy 2008).  

 

International recognition of the relevance of sense of belonging in education is 

demonstrated by the wide-range of geographical locations represented in prior 

studies related to this area of research: 

 

Europe - UK (Chow & Healy 2008, Edward 2003, Hassanien & Barber 2007, Reay, 

Crozier & Clayton 2010), Ireland (Moore & Kuol 2007), Netherlands (Meeuwisse, 

Severiens & Born 2010).  

USA (Braxton, Milem, Shaw-Sullivan 2000, Cocker 2003, Hausman, Ward, Schofield 

& Woods 2007, Hurtado & Faye-Carter 1997, Rice & Alford 1989). 

Canada (Wallace-Hulecki 2009). 

South Africa (de Beer, Smith, Jansen 2009). 

Hong Kong (Kember, Ho & Hong 2010). 

Australia (Levett-Jones, Lathlean, Higgins & McMillan 2008). 

New Zealand (Gavala & Flett 2005). 

 

As previously noted, this research aims to further the work carried out in the area of 

students’ sense of belonging and particularly considers the experiences of first year 

students in UK higher education institutions.  
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Background: 

London Metropolitan University, Westminster University and Queen Mary University 

have been working on ‘student belonging’, a collaborative research project, partially 

funded by the Higher Education Academy. The Student Belonging Project has its 

origins in the Black and Ethnic Minority studies carried out at London Metropolitan 

University Business School, the PSSM psychological tool used for profiling and 

measuring students’ sense of belonging in the USA and the interest of colleagues at 

Westminster University who were seeking to engage students on a huge first year 

module with their studies.  

 

Our study explores the effectiveness of different initiatives/practices for student 

induction within the three different institutions and their impact on students’ sense of 

belonging using a measurement of belonging, the Psychological Sense of School 

Membership (PSSM) (Goodenow,1993) instrument as a benchmark. The project 

adopted a cross-institutional approach with a view to developing an informed 

understanding of whether differences in institutional characteristics, curriculum 

design and students’ background are determining factors in the development of a 

sense of belonging.  Research carried out at London Metropolitan University shows 

the positive impact of curriculum initiatives on retention and attainment in first year 

undergraduates (Johnson et al 2009). A Queen Mary University pilot in the summer 

of 2009 utilised the PSSM instrument and semi structured interviews to measure 

sense of belonging among undergraduate economics students.  Westminster 

Business School has also addressed this issue in its curriculum redesign for 

2011/12.  

 

 

 

Methodology: 

A literature review was undertaken to identify the key themes in the literature. The 

review covered literature in the UK, Ireland, Netherlands, USA, South Africa, Hong 

Kong, Australia and New Zealand and provided a foundation of knowledge from a 

range of peer reviewed texts. Consideration of the interrelated themes informed and 

supported the research strategy. Evaluation of the themes provided insights and 

further understanding of the specified research area of ‘students’ sense of belonging 
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in higher education’.  The overview allowed context specific discussions from the 

perspective of institutional research, and the formulation of further research 

proposals. 

 

A mixed method approach was adopted using both quantitative and qualitative data.  

A questionnaire was drawn up informed by the PSSM (Goodenow, 1993) instrument 

and the Australian National Student Survey. The questionnaire was conducted with 

first year, first semester students during weeks 6 and 7 of the first semester 2010/11.  

A sample of 1346 students from across the 3 universities (London Met, Westminster 

and Queen Mary) completed the questionnaire. An obvious caveat is that only 

students attending seminar classes in those weeks completed the questionnaire. 

 

The survey was supplemented by selected interviews with students from each of the 

three institutions, drawing upon research interviews interpreted within a qualitative 

tradition of ‘cultural stories’ (cf Miller & Glassner, 1997). We were interested in how 

students narrate their experiences of belonging, the meaning they ascribe to their 

narrations and the insights these can offer our emerging understanding into the 

factors impacting on a student sense of belonging. Biographic Narrative 

Interpretative Method draws upon both German and to some extent US schools of 

thought from the early 20th century. The method has been successfully used to draw 

out the “stories” or narratives from interviewee’s lives (Wengraf, 2001). What is of 

interest to the researcher is what the interviewee selects to share, and the way in 

which their individual story is portrayed. The interview is structured such that the 

interviewee has the time and space to develop their narrative contribution. The 

interview transcripts are then interpreted through separate analyses of the living of 

the ‘lived life’ and the ‘telling of the told story’ that are then brought together and their 

connections explored. Following Wengraf (2007) each institution selected three 

interviewees; three sets of rich data offer a complex and nuanced set of 

interpretations and avoids over simplistic ‘compare and contrast’ when two 

interviews transcriptions are analysed. 

 

The primary aim of the project is to identify some simple first steps from day 1 to 

emphasise the importance of promoting a sense of identity and a sense of belonging 

within the School and the wider university community. 
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Statistical tables: Open question on what students liked/disliked most/least by 

week 7 across 3 universities 

 

The questionnaire asked students to give an indication of what has given them the 

most and least enjoyment since joining University. The vast majority of the students 

took the opportunity to briefly express their views and the tables below provide a 

rough summary of the main issues raised by the students. 

An analysis of the students’ responses allows the identification of five ‘broad’ 

categories to describe the main reasons for the enjoyment with their studies: 

 

Figure 1: the students’ enjoyment of their studies can be summarized into five broad 

categories 

 

For a number of students, London represents a new and exciting experience and 

studying in such a diverse and international city represents a source of enjoyment for 

many. 

  

Social interaction is a key determinant of the students’ experience at University. This 

has been expressed in various forms by the students and the broad category ‘social 

interaction’ includes a number of different aspects/facets that are summarized below: 
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Group/team work 

Meeting new people/friends/from different countries/different 

background 

Having fun with friends and lectures 

Meeting different cultures 

Social events and the night life 

Freshers/induction week 

Getting involved in Societies 

 

The learning experience is another source of enjoyment for many students: the 

ability to learn about a new subject, engage with motivated and friendly lecturers 

and, more generally, just being an undergraduate student are some of the main 

drivers of students’ enjoyment. A more detailed account of the factors mentioned by 

students is summarized below: 

 

Learning experience 

Learning about the subject/new skills/new culture 

Studying at University/Improve my knowledge 

Interaction with good/friendly/relaxed teachers 

Ability to improve knowledge of English language 

The student life 

Writing essays 

Hands on activities/case studies 

Other people work hard and it has pushed me to work hard 

Attending seminars  

Relate more with my lecturers than it is possible in my own country 

The library resources 

 

The ability to learn some specific subjects such as fashion or marketing is a source 

of enjoyment for many students. Moreover, the requirement of taking ownership of 

their own learning, i.e. of becoming a more independent learner is mentioned by a 

number of students as a source of enjoyment and satisfaction. 
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There are a rather diverse set of factors that can negatively affect the student’s 

experience, in particular in the early stages of their life at University. It is possible to 

broadly group these factors into five categories whose relative importance, in terms 

of frequency of mention, is shown in figure 2: 

 

 

Figure 2: Broad categories of factors negatively affecting the students’ early 

experience at University 

 

For many students travelling is costly in various ways: either in terms of distance and 

time lost travelling, pure monetary cost or just the hassle of having to deal with public 

transport. 

 

Engagement with lecturers is key in particular in the early period of the students’ 

experience at University. Friendly and supportive yet firm and fair lecturers can help 

speed the process of settling down and develop in students a greater sense of 

acceptance and fit. The main concerns expressed by students is summarised below: 

 

Engagement with lecturers 

Lecturers are not supportive 

Lecturers show a lack of knowledge of the subject 

Classes are large and lecturers cannot know everybody 

56

35

103

17

34

0

20

40

60

80

100

120

Travelling Engagement with
Lecturers

Learning
experience

Social learning Administrative
issues

fr
e
q
u
e
n
cy

What do students dislike about their University experience?



10 
 

Poor teaching 

Feeling teachers are not interested in your personal development 

Seminar tutors not very helpful/respectful 

 

 

One of the challenging aspects of University life is to learn to cope with a new and 

demanding learning environment. Many students raise various concerns about their 

engagement with studying at University. Some of the issues raised by students is 

summarised as follows: 

 

Learning experience 

Poor timetable/Long gaps between lectures and seminars 

Early start 

Difficult/easy/boring seminars 

Challenge of having to speaking front of other students 

Being prevented from attending lectures/seminars because of debt 

To give presentations is challenging 

Heavy workload  

To work in group is difficult 

Issues related to the use of the VLE (Blackboard) 

 

Students put a lot of positive value on the interaction with their peers both inside and 

outside the classroom. Inside the classroom they dislike immature and noisy 

behaviour as well as the lack of attendance to lectures and classes by fellow 

students. 

 

A ‘hidden’ cost in the process of students’ settlement into University life is the 

engagement with either an inefficient or confusing or unhelpful administration. These 

inefficiencies manifest themselves in various forms and are highlighted by students 

as:  

 

Administrative issues 

Administration/Unhelpful/Disorganised administration 
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General organisation of University 

Getting lost around campus 

Lack of communication about cancellations or changes of timetable 

 

The short comments from students are useful in identifying strategies that can help 

them settle in more quickly and develop a strong sense of belonging: 

 Foster socialisation among students through social events, games, ice-breakers, 

virtual social networks etc.; 

 Make staff aware of the important role they play in establishing friendly, 

supportive, fair and firm relationships with the students inside and outside the 

classroom; 

 Connect with the students’ excitement and interest for their subject by offering 

engaging activities such as high-profile talks, involvement in research projects, 

etc.; 

 Appreciate the transition costs that students face when confronted with a new 

learning environment and support them in enhancing their communication, 

presentation skills etc.; 

 Appreciate that the cost of administrative failures has an impact on the students’ 

perception of their learning experience and will have an impact on students’ 

surveys of the quality of their education. 

 

Three key issues come through: 

 unfriendly/ disinterested teaching staff; 

 administration issues, and  

 students struggling to cope with their work. 
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Appendix A  

Participating University Research Interests: 

 

London Metropolitan University: Involving students in extra-curricula activities 

Work by Johnson and Pokorny (2009) indicated that students who get involved in 

extra-curricular activities are more likely to perform well and stay within the university 

without ‘dropping out’. Their study showed that students from a Black and Ethnic 

Minority (BME) background were most likely to perform poorly, and their 

engagement outside the classroom was mainly within their community groups.  

 

Queen Mary University: A tool for identifying issues 

At Queen Mary, the School of Economics and Finance’s focus on research led to an 

under-estimation of the importance of the student’s learning experience. Over time, a 

gradual deterioration of the staff-students relationship took place. Often students 

would find it difficult to engage with the School to discuss teaching and learning 

issues. Over time, frustration led to disaffection and to a reduced sense of belonging.  

 

Westminster University: Concerns about mass modules 

Westminster Business School has been rolling out a new suite of integrated first year 

modules of up to 1000 students. The School Director for Learning, Teaching and 

Quality Enhancement had concerns with issues related to student retention and how 

the move to mega modules may affect this. 

 

Anglia Ruskin University: Building upon current good practice for induction 

Dr Debbie Holley (formerly from London Met and now at ARU) is the lead biographic 

researcher on the Student Belonging Project, and has been part of the project team 

taking the work forward. The detailed analysis and student profiling would be of 

interest in the Department of Education, in terms of informing induction processes 

and procedures. It is proposed in 2011/2012 that, subject to ethics approval, the 

PSSM questionnaire is given to students in week 6/7 (on a voluntary basis) and that 

this data goes in to the project database for the next set of data gathering. The wider 

team plan to apply for funding to continue the work, possibly under the 2012 HEA 

round for collaborative ventures. 
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First-Year Experience: A Changing Landscape 
 

While many First-Year Experience (FYE) programs differ campus to campus, the purpose 

varies little. The common purpose of FYE programs is to connect and engage students to the campus 

community. However, the academic landscape is changing. Budget cuts and economic downturns are 

increasing the pressure to retain students. Retention efforts are ramping up in most colleges and 

universities and FYE programs are viewed as the leading indicator of student retention and success.  

Barefoot and Fidler (1996) suggest that the efficacy of FYE programming is dependent on the 

inclusion of student development theory along with study skills and time management lessons. 

Williams (2004) describes how Perry’s scheme of intellectual development changed her methods of 

teaching FYE programs. The incorporation of service-learning, peer review, reflection, experiential 

learning and problem-based learning are essential in the First Year Experience.  

Skipper (2005) posits that FYE programs are frequently isolated within the institution rather 

than part of a larger framework. Many FYE programs operate independent of the institution and 

struggle to meet the needs of an increasing diverse population. For this reason it is important to 

partner FYE programming with academic affairs, student affairs, enrollment management, academic 

advising, library services and support services.  

We began this process with Tinto’s belief that “an institution’s capacity to retain students is 

directly related to its ability to reach out and make contact with students and integrate them into the 

social and intellectual fabric of institutional life.” (Tinto, p. 204)  Tinto maintains the age old adage 

that the community who cares for its members retains its members.  At Northeastern State University 

of Oklahoma, we know this to be true and we began this process with this major theory in mind.  

Other research such as that by Dr. Betsy Barefoot (2005) suggests that most colleges actually 

approach the freshman experience in the same way and with many of the same resources.  

Comprehensive searching, however, revealed very few true partnerships between units. 



The importance of creating and promoting partnerships with academic affairs, developmental 

education, enrollment management, student affairs and library support services to form a strategy for 

ensuring success among our first-year students cannot be stressed enough.  The NSU FYE Taskforce 

was armed with the task of re-visioning their FYE program and developing a holistic approach to 

student learning in the first year. This approach pairs student development theories with Astin’s 

theory of student involvement, Tinto’s theory of student departure, and social support theory to 

create programming and service-learning opportunities with the intent to present new college 

students with an academic blueprint for a successful transition into college. This academic blueprint 

will follow the student through their academic career until graduation.  

To begin the process representation from academic affairs, developmental education, 

enrollment management, student affairs and the library gathered for an intense retreat far away from 

NSU.  Each member of the team was asked to explain the unit’s role within the university in regard 

to the FYE.  In many cases this process turned into an intense learning experience for the 

representative from each area.  More opportunities for partnerships developed than the obvious ones 

highlighted by the first year experience and each area began to see ways we can work together.  In 

addition, the group realized that developing a mission statement would be keying to achieving the 

mission.  The membership decided on the following statement: 

The mission of the Re-thinking the First Year Experience Task Force is to create a 

holistic approach to engage students in learning that results in academic and 

community integration and success. 

As we continued to examine our current delivery systems, we realized that we had over time 

developed a fractured delivery of the education that our students need to be successful.  For example, 

too often libraries present the concept of information literacy as a service rather than a skill.  The 

Association of College and Research Libraries (ACRL) has identified six literacy competencies that 



are generally addressed in freshman composition.  However, it is clear that college success depends 

on these core competences as identified by ACRL: 

 Determination of the extent of information needed  
 Knowledge to access the needed information effectively and efficiently  
 Ability to evaluate information and its sources critically  
 Skill to incorporate selected information into one’s knowledge base  
 Ability to use information effectively to accomplish a specific purpose  
 Understanding of the economic, legal, and social issues surrounding the use of 

information, and access and use information ethically and legally  

Without these skills, abilities, and knowledge, it is virtually impossible to be truly successful in 

the college environment.  In addition, Tinto (1993) determined nearly twenty years ago that it is 

not just acquiring knowledge that makes a student stay in college.  It is also the ability to form 

relationships with college community. After reviewing the literature, it becomes clear that 

libraries offer a both a sense of place and community.  In fact, Watts (2005) maintains that 

bringing first year programs and the library together in a physical space is critical.  She also cites 

the model found at the University of Hawaii where a foundational class is held in the library.  

Watts goes on to maintain, “The place of the library is at the center of higher education and 

should be central to challenging and supporting first-year students.” (Watts, p. 355) 

After spending much time in literature searches, the FYE Task Force reconvened to discuss 

next steps.  All agreed that the library should serve as hub with the idea that everything must merge 

organizationally.  The library has already begun revamping information literacy modules and 

exploring online delivery of said modules.  In addition, librarians are forming partnerships with more 

and more faculty to become embedded in Blackboard classes as presence.  Future plans include 

becoming an integral part in the development of learning communities and expanding online access 

as well as working to become a full partner in the delivery of University Strategies. 



Of course, too many students enter college without the academic skills that they need to be 

successful, and an orientation type situation does not provide the help that these students need.  

Developmental education is key to success for so many students.  Including faculty from 

developmental education has been an important part of this programs success.  Based on 

relationships developed during the planning process, developmental students are now filling out 

“blind book date” requests so that librarians can match them with books that they might enjoy.  

Again this is another way to connect students and develop relationships. 

In re-thinking the FYE, we know that retention and support go hand in hand.  Student 

assistance services such as Mapworks and Smarthinking are tools designed to flag at-risk students 

and provide 24 hour access to tutoring.  Tinto (1993) supports the need for identifying struggling 

students early.  This has been a key component to helping our students find success.  Disability 

services are also very important for a certain segment of the student population as are counseling 

services.  In addition, healthy campus initiatives engage students in developing lifestyles that will 

lead to a life of success. 

Building learning communities on campus will be another key to success.  For example, there 

is a great need to establish clusters as well as adult learner study groups and freshman interest 

groups.  More opportunities for partnerships than those already enumerated exist including those 

between the Literacy Center and the Writing Center.  Service learning partnerships as well as the 

development of an international student experience are imperative.  Plans are already underway to 

develop a partnership between the Literacy Center, the Reading Center, and the Reading Clinic.   

Campus engagement is another key element that cannot be overlooked. Decades of research 

continue to connect early integration/engagement into the campus community as a major determining 

factor for student persistence. George Kuh (2005) builds a strong case for high impact learning 

experiences through integration into the campus community.  Daily interactions with students, staff, 

and faculty all play a role in early connection to the campus.  Feeling connected to a larger body 



directly impacts decisions to stay or leave an institution.  The correlation between campus 

involvement and student persistence is made clear by Tinto’s (1975) early research where he 

connects informal peer group associations, semi-formal extracurricular activities and interactions 

with faculty and administration as critical in forming college affiliation (p. 107).  For this reason 

NSU’s academic blueprint for the FYE student has embedded within the academic advising role an 

engagement responsibility as well as a career advisement. Our FYE advising is three fold, academic, 

career and engagement.   

Of course there are many challenges, but there are also enormous opportunities.  Rather than 

having systems in place that seem to work against each other or, at best, in vacuums, we believe that 

by bringing together the services we offer in the academic realm, in advising, and in the 

social/community world we can make a difference in the lives of our students and impact retention 

positively.  One of our next steps includes student focus groups to better assess the needs of our 

students.  In the end, we must not leave our students success to chance.  The old adage of “I need 

better students” from faculty and staff is not acceptable. It is our responsibility to embrace our 

students where they are academically and socially, place tools in our students’ hands and teach them 

strategies to enhance their achievement and leadership development.  Only then will FYE 

programming be truly successful. 

. 
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Abstract: This paper will discuss the methodology and results of how defining, 

cultivating, and documenting teacher dispositions at three levels in a teacher 

education program can lead to measureable success in establishing cultural 

proficiency. The four distinct stages of feedback loops: evidence, relevance, 

consequence, and action form a strong framework for defining, valuing, and 

adapting dispositional behaviors for teaching candidates—major elements of 

cultural proficiency. When this type of looping occurs three times throughout a 

program, it provides assessment points within the program and from the field, as 

well as opportunities for self-reflection for teacher candidates. Data offered in this 

paper affirms the success of supporting dispositions with feedback loops and a 

focused curriculum that emphasizing cultural proficiency. These loops then 

change data points scattered across the program into a sustainable system that 

triangulates data from faculty members, students, and mentor teachers, providing 

a pathway for candidates to demonstrate personal efficacy and responsive 

professional practice. 

 

 

 

 



Full Paper: 

Teaching Dispositions as Feedback Loops Leading to Cultural Proficiency 

 

Introduction 

The challenge of educating a diverse population is not education’s only problem 

or even a new one: the United States has always had an immigrant population 

that added characteristics of difference to the dominant culture.  However, the 

level and variety of these characteristics of differences have never been more 

compelling.  

While public school classrooms are becoming more diverse, the teachers in 

those classrooms reflect a relatively homogeneous population.  According to 

Cruz & Patterson (2005), 87% of elementary and secondary schoolteachers were 

Caucasian, female, and from the middle class. This statistic has not gotten 

better; Secretary of Education, Arne Duncan, reported in February 2011 “nearly 

35% of our students in this country are Black or Hispanic, but less than 2% of our 

nation’s teachers are Black or Hispanic men.” When projected forward, Eggen 

and Kauchak (2007) estimate that, given the current rate of immigration, by the 

year 2020 two thirds of American school population will be African American, 

Asian, Hispanic, or Native American. In addition to this racial diversity, teachers 

also need to understand and be sensitive to characteristics of difference for 

special needs students, low SES students, LGBT students, and different 

religions, genders, and ethnicities. Combined with the national and state calls for 

teachers to be accountable and effective while being empathetic and caring of all 

students, the need to take teaching dispositions as seriously as the knowledge 

and skills to deal with diversity in classrooms is clear.  

Osguthorpe (2008) asserts that teacher dispositions are integral to good 

teaching, but that these dispositions must connect “to the activities of teaching 

and learning, moving them away from a narrow focus on moral development” (p. 



288). Our program at a private Midwest university agrees with this stance and, 

consequently defines dispositions as measureable behaviors that illustrate and 

guide the major ethical mandate of teaching: the commitment and the will to 

facilitate the learning of each student. To accomplish this lofty goal, we believe 

professional teaching dispositions can be learned and nurtured through 

academic and social experiences as well as reflective opportunities about 

practice. Benninga et al. (2008) affirm this perspective when they assert, "The 

moral nature of teaching cannot be neatly folded into an articulation of the 

knowledge and skills essential for teaching, but neither can they be articulated 

separately from the requirements of effective teaching practice" (p.4). This 

means, however, that dispositions have to be addressed in multiple ways and at 

multiple levels in a looping manner: through academic work, the manner in which 

teacher candidates interact with colleagues and students in the field, and 

reflective practice about content knowledge, pedagogical skill, and professional 

relationships. 

The purpose of this paper is to discuss the methodology and results of how 

defining, cultivating, and documenting teacher dispositions at three levels in a 

teacher education program through data-driven feedback loops can lead to 

measureable success in establishing cultural proficiency while at the same time 

supporting assessment of those dispositions within accreditation mandates. 

 

 

Feedback Loops as a Medium for Change 

A feedback loop is essentially a control system that allows for feedback and 

adjustment according to the desired output. In human terms, Thomas Goetz 

(2011), states that the basic premise is simple: “Provide people with information 

about their actions in real time (or something close to it), then give them an 

opportunity to change those actions, pushing them toward better behaviors” (p. 

130). Goetz identifies four stages of a feedback loop: evidence, relevance, 

consequence, and action. The evidence stage involves data that is gathered on 



both a formal and informal basis and entered into an information system. The 

relevance stage converts the raw data into a usable format, one that has 

meaning for the individual. The consequence stage results in recommendations 

for future behaviors. Finally, the action stage includes decision-making for action 

or implementation. The more often the feedback loop is run, the more often that 

small actions approach large changes.  Because we defined dispositions in terms 

of measurable behaviors, we were able to intentionally support and assess those 

actions that approach cultural proficiency; that is, the ability to interact effectively 

with people who differ from oneself. 

Within our conceptual framework based upon Professional Relationships, we 

have adopted the following three dispositional foci to advance and assess the 

commitment and will of our pre-service teachers to facilitate classroom learning 

for each student:  

1. A Learning Leader who models honesty, integrity, professional ethics, 

and empowers each student to succeed. 

2. A Student Advocate who provides a positive, safe, and secure learning 

environment, as well as values and sustains positive and professional 

relationships with students. 

3. A Reflective Practitioner who engages in continuous self-assessment of 

professional strengths, by actively seeking feedback from supervisors, 

mentor teachers, and peers to improve. 

 

Methodology 

With the three foci for program dispositions defined in the spring of 2008, the 

program faculty members spent a two-day summer workshop operationalizing 

those dispositions into behaviors that could be measured at three different levels-

-Beginning, Developing, and Proficient--resulting in the outline below. At all levels 

and in all three foci, principals of cultural proficiency are stressed and built upon 

retaining and expanding previous behaviors.  



 

In the Beginning Level, students are expected to simply demonstrate an 

awareness of the importance of dispositions and ask them to comply with basic 

standards.  At the Developing Level, students are expected to continue 

compliance with the beginning standards in a looping manner as well move to the 

developing level.  Moreover, at the Development Level, students are asked to 

think of themselves as professional and demonstrate standards to that end.  As 

students reach the Proficient Level, they again loop back to the Beginning and 

Developing Levels; however, they are also expected to implement curriculum 

while demonstrating attitudes and dispositions that can make them successful 

educators.  When Proficient, students are expected to set professional goals, 

develop a philosophy that supports learning of all students, demonstrate 

flexibility, and communicate high expectation to students. For example, as a 

novice Learning Leader, a beginning student is expected to act respectfully. At 

the developing level, that student is expected to act respectfully and develop 

lesson plans that accommodate different ways of learning. At the proficient level 

of a Learning Leader, the student is expected to act respectfully, develop lesson 

plans that accommodate different ways of learning, and communicate high 

expectations to all students. Advanced goals are also defined for teacher 

candidates as they transition to PK-12 practicing teachers. 

Table 1. Criteria and Assessment Points for Teaching Dispositions 

Disposition 1 Criteria and Assessment Points: Learning Leader 

A learning 
leader who 
models honesty, 
integrity, 
professional 
ethics, and 
empowers each 
student to 
succeed. 

 

Beginning: (Foundations Course: Student Self-Assessment; 
Admission to the Teacher Education Program: Faculty; 
Practicum Evaluations: Mentor Teachers) 

a. Completes assignments, tasks and requirements on 
time 

b. Arrives in class and to appointments on time 
c. Uses references and resources ethically 
d. Acts respectfully 

 

Developing: (Methods Courses: Student Self-Assessment; 
Admission to Student Teaching: Faculty; Methods Practicum 



 Evaluations: Mentor Teachers) 

a. Demonstrates an open mind and willingness to try new 
things 

b. Develops lesson plans that accommodate different 
ways of learning 

c. Plans learning activities and assessment to support 
academic, social, emotional, and physical growth of 
students 

d. Takes initiative to work with students and collaborate 
with educators               

 

Proficient: (Student Teaching Exit Survey: Student Self-
Assessment; Final Evaluation for Student Teaching: 
University Supervisors; Final Evaluation for Student Teaching: 
Mentor Teachers) 

a. Sets professional goals 
b. Demonstrates confidence and self-direction in pursuing 

solutions to problems or questions 
c. Communicates high expectations to all students 

 

Advanced: (Goals for Practicing Teachers) 

a. Uses the needs and interests of students to approach 
curricular and strategic decisions 

b. Extends learning beyond classroom walls  
Disposition 2 

 

Criteria and Assessment Points: Student Advocate 

A student 
advocate who 
provides a 
positive, safe, 
secure learning 
environment, as 
well as values 
and sustains 
positive and 
professional 
relationships 
with students 
and colleagues. 

 

Beginning: (Foundations Course: Student Self-Assessment; 
Admission to the Teacher Education Program: Faculty; 
Practicum Evaluations: Mentor Teachers) 

a. Uses professional language appropriate in discussions 
and writing 

b. Maintains a positive attitude toward students, peers, 
educational stakeholders 

 

Developing: (Methods Courses: Student Self-Assessment; 
Admission to Student Teaching: Faculty; Methods Practicum 
Evaluations: Mentor Teachers) 

a. Maintains professional boundaries with students and 
educational stakeholders 



 b. Facilitates a learning environment to support the safety, 
dignity, and equity of students 

 

Proficient: (Student Teaching Exit Survey: Student Self-
Assessment; Final Evaluation for Student Teaching: 
University Supervisors; Final Evaluation for Student Teaching: 
Mentor Teachers) 

a. Develops a teaching philosophy that respects all 
learners 

b. Demonstrates pedagogical flexibility by adapting, 
adjusting and modifying practices to meet the needs of 
students 

 

Advanced: (Practicing Teacher Goals) 

a. Accepts professional responsibility for student learning 
outcomes 

b. Advocates on the part of students and/or educational 
stakeholders (IEP meetings, parent-teacher 
conferences, etc. 

Disposition 3 Criteria and Assessment Points: Reflective Practitioner 
 

A reflective 
practitioner who 
engages in 
continuous self-
assessment of 
professional 
strengths, by 
actively seeking 
feedback from 
supervisors, 
mentor teachers, 
and peers to 
improve 
teaching. 

 

  

 

Beginning: (Foundations Course: Student Self-Assessment; 
Admission to the Teacher Education Program: Faculty; 
Practicum Evaluations: Mentor Teachers) 

a. Follows established policies and procedures 
b. Expresses a positive view of self 

 

Developing: (Methods Courses: Student Self-Assessment; 
Admission to Student Teaching: Faculty; Methods Practicum 
Evaluations: Mentor Teachers) 

a. Expresses a commitment to teaching and learning 
b. Participates in thoughtful, reflective conversations with 

students, peers and educators 
c. Incorporates feedback into products and performance 

 

Proficient: (Student Teaching Exit Survey: Student Self-
Assessment; Final Evaluation for Student Teaching: 
University Supervisors; Final Evaluation for Student Teaching: 
Mentor Teachers) 



a. Sets and achieves professional goals 
b. Articulates high expectations for professional 

performance 
c. Incorporates feedback from supervisors, mentor 

teachers, and peers into revisions of products or 
performances 

 

Advanced: (Practicing Teacher Goals) 

a. Engages in self-assessment as part of ongoing 
professional growth 

b. Involves and works with others in planning, problem 
solving, and learning. 

 

The feedback loops within this program were set up to coincide with the levels of 

dispositional behaviors that were assessed at three “gates” within the program: 

entrance into the Teacher Education Program, entrance to student teaching, and 

finally, certification.  

The emphasis on cultural proficiency within the dispositions measured has been 

supported throughout the program by the curricular mapping of twelve 

characteristics of difference or labels that may affect students’ success: English 

language learning, race, talented and gifted, at-risk, ethnicity, LGBT, gender, sex, 

socio-economic status, religion, immigrant status, and disabilities as identified by 

the IDEA act. These characteristics are mapped across the curriculum and 

designated as either Strongly Addressed (experiences that are multidimensional 

and may be identified by active learning, frequency, assessment measures, 

intensity, simulation, debriefing activities, or student reflections) or Addressed 

(experiences that create awareness of characteristics of difference by one or 

more of the following instructional strategies: lecture, classroom discussion, 

activity through class participation or authentic assessment). Consequently, 

dispositional behaviors as well as knowledge and skill to handle cultural 

proficiency is not segregated into one class or treated as expectations that 

magically appear, but are integrated into both university and practicum work. 



The lack of a broad consensus in the field of education about defining teaching 

dispositions has led to models of assessment based on standards, professional 

behaviors, moral obligations, or self-reflection. Whichever approach a program 

adopts for assessing dispositions, there exists a delicate balance between 

philosophical ideals espoused and behavior in the field. Ritchart (2001) explains, 

“ Unlike desire, dispositions are accompanied by behavior and thus assume the 

requisite ability to carry out that behavior” (p. 145). To provide as much feedback 

as possible for candidates and establish the balance between the ideal and the 

real, we elected to spread the assessment of dispositions among faculty 

members, practicum PK-12 teachers in the field, and students themselves. The 

implementation of these measures began with students in fall of 2008, using an 

electronic form to rate their behaviors at the appropriate level. Students used the 

form to assess their performance of dispositional behaviors and to use that 

feedback to establish a goal in each of the three focus areas for the next 

semester. PK-12 practicum teachers were then added with electronic forms, and 

finally faculty members transitioned from written reference forms to electronic 

that allowed the collection and aggregation of data at each level. Although 

students are identified by name and program by faculty members and PK-12 

practicum teachers, students’ self-reflections are anonymous to encourage 

honest self-reflection. Other areas of the program have been added as the 

system to handle the data has been built. 

 

Results 

Three years of data have resulted in strong feedback loops for teacher 

candidates in the program, but also for the program itself. In the table below, 

results for individual items have been averaged within their categories in order to 

report a profile across years and levels.  

	

	



Table 2. Profile Data – Level 1 Dispositions for Cultural Proficiency	

Students’ Self-Reflections in Foundations Courses (Aggregated Mean Data 
in a Likert Scale of 1-4)	

Criteria for Dispositions   F2008

n=57 

S2009

n=65 

F2009

n=74 

S2010 

n=72 

F2010 

n=65 

S2011

n=49 

Using references and 
resources ethically 

3.54 3.73 3.58 3.65 3.66 3.67 

Acting respectfully toward 
others 

3.81 3.88 3.61 3.71 3.74 3.84 

Maintaining a positive attitude 
toward students, peers, 
educators and caregivers 

3.65 3.63 3.72 3.43 3.58 3.76 

Expressing a positive view of 
self 

3.60 3.0 3.46 3.36 3.40 3.39 

 

Table 3. Profile Data – Level 1 Dispositions for Cultural Proficiency 

Practicum Teachers Assessments in Foundations and Human Development 
Courses (Aggregated Mean Data in a Likert Scale of 1-4) 

Criteria for Dispositions   F2008

n=95 

S2009

n=100

F2009

n=121

S2010 

n=107 

F2010 

n=108 

S2011

n=119

Using references and 
resources ethically 

3.92 3.89 3.90 3.90 3.94 3.86 

Acting respectfully toward 
others 

3.95 3.90 3.90 3.87 3.92 3.88 

Maintaining a positive attitude 
toward students, peers, 
educators and caregivers 

3.90 3.90 3.91 3.86 3.91 3.85 

Expressing a positive view of 
self 

3.91 3.90 3.84 3.79 3.89 3.85 

 

Tables 2 and 3 illustrate the simultaneous implementation of the cultural 

proficiency curriculum and feedback loops through the assessment of related 



dispositional behaviors listed within the tables at the Beginning Level. Scores for 

these basic behaviors have remained fairly steady in these areas over three 

years, but it is interesting that PK-12 practicum teachers with limited exposure to 

teacher candidates actually rank them higher than they rank themselves. 

One of the real advantages of this type of data collection is that when any of 

these scores do dip, program adjustments can be quickly made. For example, 

when students indicated a lower “view of self” in S2009, Vygotsky’s theory of 

self-talk was included in the Foundations class the following semester to help 

students understand that what they say to themselves matters just as what they 

say to others matter. 

Table 4. Faculty Assessment after the first four courses in the program and at the 
entrance to the Teacher Education Program 

Criteria for Dispositions   2010-11 

n=236 

Using references and 
resources ethically 

1.95/2.0 

Acting respectfully toward 
others 

1.95/2.0 

Maintaining a positive attitude 
toward students, peers, 
educators and caregivers 

2.0/2.0 

Expressing a positive view of 
self 

1.95/2.0 

 

In the fall of 2010, faculty members’ assessments of students ready to enter the 

Teacher Education Program (typically after 2 to 2 ½ years) moved from hand-

written references to an electronic form with only three levels: Proficient (2), 

Needs Improvement (1), and Unacceptable (0). The scores above must be read 

within this context. Data from faculty earlier than fall 2010 was qualitative as well 

as subjective and very difficulty to analyze from a programmatic point of view. By 

creating and using an electronic form, faculty members are able to see student 



readiness for 236 students within one year as a aggregate figure, but still have 

individual ratings and improvement plans for students at this first gate in teacher 

education. Students who have been assessed for the 2010-2011 academic year, 

have been part of the cultural proficiency curriculum and feedback loop since 

their entrance into university study. 

 

 

Table 5. Trend Data – Level 2 Dispositions for Cultural Proficiency  

Students’ Self-Reflections in Methods Courses (Aggregated Mean Data in a 
Likert Scale of 1-4)  

Criteria for Dispositions   F2008

n=43 

S2009

n=43 

 

 

F2009

n=36 

S2010 

n=24 

 

F2010 

n=35 

S2011

n=25 

Using references and 
resources ethically 

3.02 3.83 3.86 3.96 3.69 3.92 

Acting respectfully toward 
others 

3.02 3.97 3.89 4.0 3.83 3.75 

Maintaining a positive attitude 
toward students, peers, 
educators and caregivers 

3.02 3.83 3.81 3.67 3.54 3.88 

Expressing a positive view of 
self 

2.77 3.87 3.75 3.54 3.51 3.67 

Demonstrating an open mind 
and willingness to try new 
things 

3.44 3.70 3.75 3.71 3.63 3.46 

Planning learning activities 
and assessments to support 
academic, social, emotional, 
and physical growth of each 
student 

3.49 3.30 3.72 3.71 3.54 3.48 



Facilitating a learning 
environment to support the 
safety, dignity, and equity of 
each student 

3.93 4.0 3.94 3.88 3.60 3.96 

Incorporates feedback into 
products and performance 

3.67 3.57 3.81 3.63 3.69 3.83 

 

 

 

 

 

 

 

Table 6. Trend Data – Level 2 Dispositions for Cultural Proficiency  

Practicum Teachers Assessments in Methods Courses (Aggregated Mean Data 
in a Likert Scale of 1-4)  

Criteria for Dispositions   F2008

n=31 

S2009

n=62 

F2009

n=72 

S2010 

n=81 

F2010 

n=101 

S2011

n=93 

Acting respectfully toward 
others 

3.90 3.94 3.90 3.91 3.99 3.94 

Maintaining a positive attitude 
toward students, peers, 
educators and caregivers 

3.97 3.92 3.94 3.90 3.95 3.95 

Expressing a positive view of 
self 

3.90 3.84 3.88 3.82 3.89 3.93 

Demonstrating an open mind 
and willingness to try new 
things 

3.87 3.80 3.93 3.85 3.90 3.83 

Planning learning activities 
and assessments to support 
academic, social, emotional, 
and physical growth of each 
student 

3.69 3.75 3.71 3.65 3.72 3.71 



Facilitating a learning 
environment to support the 
safety, dignity, and equity of 
each student 

3.90 3.89 3.9 3.85 3.92 3.91 

Incorporates feedback into 
products and performance 

3.86 3.87 3.77 3.77 3.82 3.83 

 

Tables 5 and 6 also reflect the implementation of the cultural proficiency 

curriculum and feedback loops; however, the students at this level were at the 

junior-senior level when the implementation began. Although once again the PK-

12 practicum teachers rated the students very high across items and years, the 

students’ self-reflection illustrate the desired growth within teacher candidates 

over time. Students in the fall of 2008 ranked themselves 2.71 on a “positive view 

of self” and 3.02 in “acting respectfully toward others.” Within a semester of 

feedback loops, the scores rose swiftly and have remained in the same range 

since that time as students were given clear objectives and understood that their 

behaviors both in class and in practicum were to be assessed against those 

objectives. 

 

Table 7. Trend Data – Level 3 Dispositions for Cultural Proficiency  

Students’ Self-Assessment at the End of Student Teaching (Aggregated Mean 
Data in a Likert Scale of 1-5) 

Criteria for Dispositions   S2009

n=69 

F2009

n=39 

S2010

n=51 

F2010 

n=36 

S2011 

n=71 

Acting respectfully toward 
others 

4.4 4.34 4.39 4.6 4.48 

Maintaining a positive attitude 
toward students, peers, 
educators and caregivers 

4.0 4.53 4.44 4.7 4.69 

Expressing a positive view of 
self 

4.0 4.21 4.32 4.6 4.58 



Demonstrating an open mind 
and willingness to try new 
things 

4.2 4.3 4.13 4.5 4.38 

Planning learning activities 
and assessments to support 
academic, social, emotional, 
and physical growth of each 
student 

3.7 3.82 3.96 4.2 4.22 

Facilitating a learning 
environment to support the 
safety, dignity, and equity of 
each student 

4.3 4.26 4.43 4.45 4.45 

Incorporates feedback into 
products and performance 

4.2 4.1 4.12 4.5 4.34 

Communicates high 
expectations for students 

4.0 4.21 4.37 4.6 4.49 

Demonstrates pedagogical 
flexibility by adapting, 
adjusting and modifying 
practices to meet the needs of 
students 

 

4.3 4.13 4.27 4.5 4.38 

 

Table 7 outlines the responses of students as they are exiting the program. The 

Likert Scale at this level was expanded to 5 so that students would have a 

greater range to rate their behavior. Students are asked to fill out an exit survey 

as part of their last seminar before graduation and certification. It is a time for 

them to reflect back on their own performance, but also to lend their voices to the 

improvement of their programs. This particular feedback loop was implemented 

in the spring of 2009, so students in the earlier years on this table did not have 

the same foundation with feedback loops and a cultural proficiency curriculum as 

those starting in spring 2010. Although most of the areas indicate a steady 

growth, the improvement of scores in “expressing a positive view of self,” 

“planning learning activities and assessment to support academic, social, 



emotional, and physical growth of each student,” and “ communicates high 

expectations for students” points to increased success for students and program.  

Student teaching PK-12 mentors and supervisors have had a long history of 

careful assessment throughout the program, but the last assessment by PK-12 

mentors or supervisors have been more focused on knowledge and skills of 

INTASNC standards than teacher dispositions. This next year, they will begin 

assessing dispositions based on the outline of dispositional behaviors as outlined 

previously.  

 

Summary 

Cultural proficiency goes beyond an awareness of cultural differences; it also 

requires that an individual or organization respond effectively in a variety of 

environments. A Teacher Education Program can promote cultural proficiency 

through its practice and its policies. Students in that program, on the other hand, 

must interact with diverse humans through behaviors, adapting to others rather 

than expecting others to adapt to themselves. Feedback loops that help teaching 

candidates’ dispositional behaviors to evolve provide the opportunity for those 

students to step back and reflect in order to move forward. McAlpine (2004) 

acknowledges the significance of this type of feedback when he states, “All too 

often, students are provided with an introduction to a topic (informing), often in 

class, and left to achieve the learning on their own with minimal structure and 

frequently no formative feedback” (McAlpine, 2004, p. 128). Yet Moll and Artnot-

Hopffer (2005) assert that teachers need “sociocultural competence in working 

with the diversity of students that characterize contemporary schooling. Few 

places provide aspiring teachers, or veteran teachers for that matter, with such 

experiences, as critical as they may seem” (p. 244). 

 Using intentional feedback loops to nurture dispositions is not meant to place 

one individual’s personal values above another or to make subjective judgments 



about a teacher candidate’s moral character, but rather to recognize that the will 

to facilitate the learning of each student is as important as the ability to do so.  

Feedback loops can also be valuable to programs by identifying areas that need 

attention. As Wiggins (1989) states, “In the mass of information that students are 

exposed to, what the modern student needs is the ability to see how questions 

both produce and point beyond current knowledge.” Support for documenting 

observable behaviors that challenge teacher education candidates to both learn 

and grow, therefore, must be clear, consistent, reliable, and available from a 

variety of sources. In addition, the documentation of realistic dispositional 

behaviors can link data to action through informed decision-making in curricular 

and pedagogical areas. While the data offered here affirms the success of 

supporting dispositions with feedback loops and a focused curriculum, it also 

serves as an encouragement to sustain and keep improving efforts within the 

program.  

 

Implications 

However promising an educational innovation or change, it is only theory until it 

has been implemented and sustained. “Because of all of the emphasis on and 

excitement about ‘newness’ in change, it is easy to lose sight of the fact that 

change is a transitional process that also involves loss” (Merideth, 2007, p. 22). 

Technologies that are now available to help present, gather, compile, sort, and 

report data aid the design and process of assessing teaching dispositions. 

However, these new technologies may bring a sense of loss of the familiar paper 

form and checklist, while providing anxiety about use and future sustainability. 

The implications of using feedback loops in assessing teaching dispositions 

include the following: 

1. Teaching dispositions must be consistent with a program’s conceptual 

framework and connected to the knowledge and skills of teaching and 

learning. 



2. Using feedback loops in assessing teaching dispositions must be able to 

provide credible evidence for individual and programmatic feedback. 

3. Using feedback loops in teaching dispositions should involve systems that 

build from basic behaviors to complex behaviors expected of a 

professional educator. 

4. Using feedback loops in teaching dispositions should involve systems that 

are clearly designed and reliable, with direct data collection and standard 

management. 

Consistent and well-established dispositions that encourage educators to 

reflect on themselves as learning leaders, student advocates, and reflective 

practitioners are program objectives that, when built over time, establish a 

coherent programmatic design. Feedback loops from these self-reflections and 

responses from educational partners then change raw data points scattered 

across a program into a sustainable system that triangulates data from faculty 

members, students, and mentor teachers, providing a both pathway for 

candidates to demonstrate personal efficacy and responsive professional 

practice and a pathway for a program to engage in continuous improvement. 
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Introduction 
 What are the affective and cognitive dimensions of student creativity in the context of 
inventing science projects? While extant research indicates a link between creativity and 
cognitioni and student creativity is exhorted in political rhetoric,ii few studies examine creativity 
as a feature of learning science at the high school level. To address this gap, I would like to 
initiate a Human Cognition Enhancement project to study the role of creativity in students who 
enroll in Philadelphia’s George Washington Carver Science Fair, which is administered 
cooperatively by The School District of Philadelphia, the Academy of Natural Sciences and 
Temple University. 

The purpose of this Creativity in Science Students [CiSS] project would be to examine 
science students’ self-reported creativity levels in real time as they compare to creativity ratings 
by a group of over 100 expert judges who are recruited from science-related industries, 
universities, hospitals, government agencies, and community organizations throughout the region 
to volunteer their time to evaluate the students’ science fair projects. Secondly, the CiSS project 
would include a significant mentorship component: Ms. Paul, a doctoral student in the School of 
Education/Goodwin College would help collect, analyze and report the data, thus expanding her 
knowledge about creativity and cognition and research expertise. Two project outcomes are 
anticipated: a) an empirical model of student creativity in science that can be further tested and 
revised, resulting in presentations and publications, and b) an application for a National Science 
Foundation Research on Gender in Science and Engineering Grant. 

 
Background 

 Creativity, or the ability to generate novel, useful and excellent ideas and products,iii is a 
feature of human cognition and intelligenceiv. For example, studies in cognitive neuroscience 
have found that similar regions of the brain are used in intelligent and creative personsv. Other 
studies have examined numerical and spatial interactions in regions of the brain as they relate to 
scientific and mathematical thinking.vi Yet these studies utilize brain-imaging techniques in 
controlled laboratory settings, and do not necessarily point towards the utilization of feeling as it 
relates to creative thinking. Emotion is usually reported retrospectively as opposed to documented 
as an intrinsic part of creativity. These points imply the need for more naturalistic research on 
how feeling relates to thinking creatively, especially in students engaged in learning science, 
technology, engineering, and mathematics (STEM).  

The CiSS project would employ a developmental or “mini-c” creativityvii framework, 
wherein novel ideas are considered relative to the student, as opposed to eminent scientific 
creativity where novel ideas are relative to advanced scientific knowledge.viii ix Within the science 
education research community, creativity is linked to higher cognitive levels of understanding 
science. For example, the American Association for the Advancement of Science considers 
creativity as an important feature of learning;x and the creative and imaginative nature of 
scientific knowledge is one of the seven conceptions of what is called “the nature of science 
(NOS).”xi Student understanding of this NOS conception is often measured by the Views of 



Nature of Science Questionnaire [VNOS].xii Despite the strength of this instrument, the VNOS 
does not provide data on the actual creative process that a student engages in while conducting 
scientific research.  

In addition to being a feature of human cognition, intelligence and scientific thought, 
creativity appears to play a beneficial role in science fair topic selection. In a recent study,xiii 
teachers who mentored science fair students reported that it was important to foster a high-level 
of creativity in project selection. Creativity was thus perceived as an intrinsic link to students’ 
personal interest in successfully completing their science project investigation. The same study 
also identified problem-solving and critical thinking as perceived benefits to science fair 
participation. To summarize, the CiSS project would address the gap in research by establishing 
an empirical model on the genesis of creative thought and feeling in science students as they 
develop a science fair project.  
 

Research questions 
The following research questions will guide the CiSS Project data collection and analysis 
efforts: 

1) How do students’ self-reported creativity levels compare to their final creative product, 
defined as student science projects submitted to the Philadelphia Carver Science Fair? 
(Gathered through multiple survey reports and science fair judges’ rubrics) 

2) What positive and negative emotions are related to these creativity levels? (Gathered through 
multiple survey reports) 

3) What psychological and sociological supports and barriers do students experience as they 
generate, articulate and revise ideas (hallmarks of creative thinking in science) for their 
science projects? (Gathered through focus groups and/or interviews) 

 
Aims 

 The CiSS Project would catalyze interdisciplinary research at Drexel by applying a 
psychological approach (examining creativity as an emotional and cognitive developmental 
process) to the field of education (learning and demonstrating scientific knowledge), addressing 
the HCEP’s emphasis on (pp. 1): 
 
1) “research examining the contribution/application of human cognitive performance in 

education” by producing research on the creativity process and product intrinsic to 
student cognition in science;  
 

2) “the application of novel technological applications to improving cognition and/or 
cognitively mediated behaviors” with a mobile survey application on iPod touches that 
would collect student self-reported creativity levels as they develop a science fair 
project; 

 
3) “the assessment of the relationship of cognition and quality of life issues within the areas of 

education” by generating empirically based recommendations for promoting student 
creativity, which is considered an optimal feature of cognitive performance. 

 
Objective #1: To address the first HCEP objective, the project will be carefully designed to 
provide a balanced, critical representation of both the creativity process, measured by students’ 
self-reported creativity levels, and students’ creativity products, measured by expert judges’ 
ratings of student creative products. Typically studies examine one moment in time of what 
students might think or how their work is rated on a creativity rubric. However, this project would 
emphasize both aspects over the course of 4 months. 
 



Objective #2: Secondly, the project would employ recently pioneered technology using mobile 
survey software on iPods to collect survey data related to objective #1 (see Figures 1 and 2). In 
previous research, Katz-Buonincontro developed and piloted a mobile application survey on 
leaders’ creative problem solving. Results show that when leaders were solving new and 
prevalent problems, they reported being challenged, experienced high levels of concentration and 
perceived the problem to be important. At the same time, however, problems were associated 
with perceptions of lower levels of success, control and ability levels. Thus, solving problems 
was associated with an upswing in cognitive effort but a downward spiral in believing one could 
be successful at creative problem solving. These emotional poles have been identified as intrinsic 
to the creativity.xiv In a like manner, the CiSS project would study the interplay of feeling - 
discrete positive (i.e. excitement) and negative (e.g. anxiety) emotions- with thinking - the ability 
to understand and engage in subject matter like scientific concepts. 
Objective #3: The project would also assist in the promotion of student creativity, which is 
considered an optimal feature of cognitive performance.xv To do this, project findings will 
generate ‘creative science’ recommendations for curriculum to train teachers involved in future 
science fairs. 
 

Work to be performed 
 
Data collection activities: This concurrent mixed methods studyxvi would have a quantitative 
phase: using experience sampling methodologyxvii of contacting student several times to fill out a 
close-ended creativity survey, and expert judges’ numerical ratings of creativity in student 
science fair projects. The qualitative portion of the study will employ grounded theory 
methodologyxviii to derive inductive explanations of student perceptions of supports and barriers 
to their creativity. The sample would consist of 30 high school students in the Philadelphia area. 
An application with Drexel’s Institutional Review Board would be submitted to obtain permission 
to contact and recruit students who register for the fair in fall 2011, and obtain parental consent. 
 

Creativity Survey: Students will be trained on how to fill out a creativity survey with 
Likert scale responses via a web browser or an iPod touch. They will complete approximately 20 
surveys, containing 20 questions each, as they develop their science project over a period of 
approximately 4 months, yielding a potential of 1,000 survey responses. A sample question is 
“How creative are you right now?” A sample emotion question is, “How happy do you feel?” See 
Figures 1 and 2. 

Focus Groups & Interviews with Students: Focus groups and interviews will be 
conducted with students to develop an understanding of patterns of psychological and 
sociological barriers and supports to their creativity.  

Creativity Rubric: Creativity is marked as 30 out of 100 possible points on science 
students’ final projects. We anticipate training the judges to achieve consensus about the 
definition of ‘creativity’ and to establish a baseline for levels of creativity in projects. Because the 
rubric has a definition of creativity but not a Likert scale indicating degrees of creativity, we plan 
to add a Likert scale and revise the rubric to increase the precision of the rubric. 

 
Development of Pilot Data for National Science Foundation Gender in Science Grant 
 The pilot data from this research project would be used to scale-up our collaborative 
research efforts by applying to the National Science Foundation’s Research on Gender in Science 
and Engineering Grant (Solicitation 10-516), which Dr. Hammrich has received in prior years. 
The letter of intent is due February 08, 2012. The grant would help us generate research to add to 
the body of literature on understanding and assessing student creativity in science, with a focus on 
gender and minority students.  
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Introduction 

Eco-conscious awareness and behavior of consumers are continuing issues in education. In 

particular, consumer awareness has come to the forefront in Japan as a social and educational 

issue because of the nuclear accident in Fukushima. In previous articles, we have reported on 

the situation and the issues of eco-consciousness for university students [1] and of the historic 

development of environmental education for school students [2]. Environmental education for 

students starts with environmental pollution education. We found that even though students 

studied environmental education in many school subjects and through many school activities, 

they did not put their awareness and knowledge into practice. 

The Japanese government has been promoting the idea of sustainable life for consumers 

through national campaigns. For example, to achieve Japan's commitment of a 6% reduction 

of greenhouse gas, under the Kyoto Protocol, the Global Warming Prevention Headquarters 

launched the "Team Minus 6%" campaign. This campaigned was designed to reduce energy 

consumption by setting air conditioning to 28 degrees C in summer, "COOL BIZ" and to 20 



degrees C in winter, "WARM BIZ". Since 2009, this campaign has evolved into the 

"Challenge 25", which is designed to help Japan reach a 25% reduction in greenhouse gas [3]. 

In 2009 & 2010, consumers who bought an eco-friendly electrical appliance or a car received 

'eco-points' that could be redeemed for various goods and services.  

While these campaigns and ongoing environmental issues have received much attention, there 

has been little research to determine if they have had any effect on Japanese consumer 

awareness and behavior. In this study, we analyzed survey data from the Cabinet Office, 

Government of Japan relating to the surveys of environmental issues. Since 1960, the Cabinet 

Office has conducted many large, detailed surveys, with a minimum of 3000 respondents per 

survey, in all areas of Japan. The scope and content of these surveys reflect the critical issues 

and policies at the time the survey was conducted. 

 

Methods 

The content and the results of the Cabinet Office surveys on the issues relating to local and 

global environment were investigated. The major parts of the contents and the results of these 

polls have been made public by the Cabinet Office [4]. 

We analyzed the following surveys: city environment, 1960,1972, 1984; environmental 

pollution, 1966, 1971, 1973, 1975, 1979, 1981, 1988, 1989, 1993; resource and waste 

management, 1960, 1971, 1972, 1984, 1988, 1989, 1992, 1994, 2005, 2009; energy saving, 

1978, 1979, 1980, 1981, 1988, 1989, 1990, 1991, 1996, 1999; global warming, 1997, 1998, 

2001, 2005, 2007; and recycling and biology diversity, 2009 as listed in Table 1. 

 

 

Results 

The first survey for city residents, in 1960, addressed insect pest bugs, waste treatment, and 

environmental pollution. Six more environmental pollution surveys were conducted between 

1966 and 1980. In 1988, the surveys focused on the environmental issues caused by the 



consumers' daily lives, such as trash and energy usage. Energy saving surveys began in 1978, 

and the global warming surveys in 1997. 

 

Table 1 The opinion polls surveyed in this study.  
Title of the survey Year Subjects 
Public health in city environment opinion poll 1960 3,000 household head 
Environmental pollution opinion poll 1966 3,000 people: ages 20-69 
Environmental problems opinion poll 1971 3,000 people: age 20 and over 
Environmental pollution opinion poll 1971 3,000 people: age 20 and over 
City environment opinion poll 1972 3,000 city residents: age 20 and over  
Environmental pollution opinion poll 1973 3000 people: age 20 and over 
Environmental pollution opinion poll 1975 3,000 people: age 20 and over 
Energy and resource saving opinion poll 1978 10,000 people: age 20 and over 
Energy saving opinion poll 1979 3,000 people: age 20 and over 
Environmental pollution opinion poll 1979 5,000 people: age 20 and over 
Energy saving opinion poll 1979 3,000 people: age 20 and over 
Energy and resource saving opinion poll 1980 5,000 people: age 20 and over 
Energy saving opinion poll 1980 5,000 people: age 20 and over 
Environmental pollution opinion poll 1980 3,000 people: age 20 and over 
Energy saving opinion poll 1981 5,000 people: age 20 and over 
City environmental problems opinion poll 1984 3,000 people: age 20 and over 
Life and resources opinion poll 1985 10,000 people: age 20 and over 
Environmental problems opinion poll 1988 3,000 people: age 20 and over 
Lifestyle-related pollution opinion poll 1988 3,000 people: age 20 and over 
Waste management opinion poll 1988 3,000 people: age 20 and over 
Global environmental issues opinion poll 1989 5,000 people: age 20 and over 
Lifestyle-related pollution opinion poll 1989 3,000 people: age 20 and over 
Energy saving opinion poll  1989 10,000 people: age 20 and over 
Life and energy opinion poll 1990 3,000 people: age 20 and over 
Energy saving and environment opinion poll 1991 3,000 people: age 20 and over 
Environmental preservation opinion poll 1992 5,000 people: age 20 and over 
Living environment and pollution opinion poll 1992 3,000 people: age 20 and over 
Environmental preservation and life opinion poll 1994 3,000 people: age 20 and over 
Energy saving and new energy opinion poll 1995 3,000 people: age 20 and over 
Global warming opinion poll 1997 3,000 people: age 20 and over 
Global environment and lifestyle opinion poll 1998 3,000 people: age 20 and over 
Energy opinion poll 1999 3,000 people: age 20 and over 
Global warming prevention and lifestyle opinion poll 2001 5,000 people: age 20 and over 
Establishing a sound material-cycle society opinion poll 2001 5,000 people: age 20 and over 
Measures for global warming opinion poll 2005 3,000 people: age 20 and over 
Environmental problems opinion poll 2005 3,000 people: age 20 and over 
Energy opinion poll 2005 3,000 people: age 20 and over 
Measures for global warming opinion poll 2007 3,000 people: age 20 and over 
Environmental problems opinion poll 2009 3,000 people: age 20 and over 

 

 

These surveys showed that the increased efforts to raise awareness and modify behavior did 

not have a major impact on the eco-consciousness and behavior of Japanese consumers. In 



Table 2, the percentage of respondents that were concerned about energy saving dropped from 

89.9% in 1979 to 70.4% in 1999. In Table 3, Behaviors of saving electricity showed an 

increase between 1979 and 1999 rising from 60 to 70%. However, those who answered that 

they did no eco-friendly behavior rose 5 to 10%. In 2009 survey, only 29.7% respondents 

knew the meaning of "3R" (reduce, reuse, recycle), 23.6% had heard the term, and 45.0% had 

never heard the term, in spite of various publicity campaigns.  

 

Table 2 Responses for "I am concern with energy saving" in %. 

  Agree 
Slightly 

agree 
Slightly 
disagree 

Disagree Don't know NA 

1979 29.1 54.1 14.1 0.9 1.7 0.1 
1979 36.4 53.5 8.4 1.1 0.5 0.1 
1980 19.5 61.5 16.1 1.2 1.6 0.1 
1980 26.5 56.8 14.2 0.8 1.7 0.0 
1981 18.0 58.9 20.2 1.4 1.5 0.0 
1990 26.9 52.4 17.9 1.6 1.2 0.0 
1991 25.3 49.4 19.4 2.4 1.9 1.6 
1992 22.0 61.5 14.3 1.4 0.7 0.1 
1996 18.9 60.5 16.4 3.3 0.9 0.0 
1999 20.8 62.4 13.2 1.7 1.9 0.0 

 

Table 3 Positive responses for "Do you do these eco-conscious behaviors?" in %. 

  
Saving 

electricity 

Saving 
air-conditio
ner usage 

Reducing 
personal car 

usage 

Pilot burner 
extinxtion 

Nothing Don't know 

1979 65.2 54.7 23.4 35.6 9.5 0.5 
1979 60.4 24.2 21.4 29.3 11.7 0.9 
1980 72.0 42.9 19.2 32.1 5.9 0.6 
1980 73.2 54.2 22.8 38.1 5.2 0.3 
1981 70.4 41.7 16.1 32.1 5.5 0.6 
1985 59.1 32.6 11.7 29.6 8.3 0.6 
1990 66.4 49.7 8.6 31 7.6 0.8 
1990 50.2 - - - 10.3 0.7 
1991 63.2 37.3 - 31.5 10.3 0.9 
1992 66.7 43.8 14.9 35.7 8.2 0.4 
1993 36.5 - - - 8.1 0.3 
1995 59.6 - 10.4 - 6.3 0.6 
1997 49.5 33.5 28.0 - 8.8 0.5 
1999 68.8 50.5 - 35.8 5.6 0.3 

 

 

The latest 2010 survey found that consumers were strongly resistant to the government's 

social message of moving voluntarily to a recycling society away from the current mass 



consumption. Concerns focused on preserving or improving the living conditions and people 

were not willing to accept a decline in living conditions; 1.8% of the respondents answered 

"change is unacceptable, as it will reduce our standard of living", 39.1% "acceptable, only if it 

has no impact on our standard of living", 38.1% "acceptable, if it has a minimal impact on our 

standard of living", and 14.8% "acceptable, even if it will result in a decline in our standard of 

living". Many of the respondents in their twenties (89%) and thirties chose "acceptable, only 

if it has no impact on our standard of living", however, 60% respondents over 60 years of age 

chose "acceptable, even if it will result in a decline in our standard of living". 

However, the Tohoku Japan Earthquake & Tsunami and subsequent accidents at three nuclear 

reactors in Fukushima on March 11, 2011 led to a change in attitude as well as behaviors. 

Japanese consumers have had to cut down of their energy usage, and actually the electric power 

usage of consumers in April in Tokyo decreased 7.8% compare to last year [5].  

In research on the value consciousness change after the Tohoku Japan Earthquake & Tsunami 

[6], 63.0% of female and 43.0% of male respondents in their 20s indicated that they took 

"saving of energy and resources in daily life" seriously. They also became more consciousness 

about "how to get information". Over half (52.5%) of the 20-39 years old respondents choose 

"internet portal and news sites", and 26.5% choose" internet social media, such as Social 

Networking Services (SNS), and Twitter" as sources for information. These rates are much 

higher than for other generations. The increased awareness of these issues and the resultant 

behavioral changes suggest that these may be effective ways to appeal young people's 

consciousness. 

 

Conclusion 

As the prevailing social situations changed, the focus of public surveys on environmental issues 

shifted from local environmental issues, such as pollution or waste; to global issues such as 

global warming, climate change, and energy saving. The results of the surveys showed that 

government campaigns or school education had little effect on the consumer eco-consciousness 

and behavior. Notably, the surveys found no eco-consciousness change for young people. The 

biggest obstacle to behavior change is the unwillingness of young people to accept any decline 



in their standard of living. Therefore, to promote more sustainability in future, it is critical to 

find how to influence young people's consciousness and behavior. 
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Introduction 

In Japan during the past 50 years, clothing and textiles for daily life have changed greatly, 

such as from homemade, to order-made, and thereafter to ready-made. Clothing and textiles 

education is a part of home economic education. The aims of home economics education for 

elementary school students have changed according to the government policies [1].  

The changes of clothing and textiles education in the home economics textbooks were 

analyzed to determine if the changes in home economics education were driven only by 

government policy or reflected the actual changes occurring Japanese society. 

 

 

Methods 

The textbooks for school students were made based on the Course of Study and authorized by 

the Ministry of Education, Culture, Sports, Science and Technology (MEXT) in accordance 

with their social policy goals. The Course of Study determines the subject aims and contents 

and is been revised every 10 years by MEXT.  



All home economics textbooks for elementary school students published by Kairyudo 

Publishing from 1960 to 2011 were surveyed (published in 1960, 1961, 1964, 1970 1973, 

1976, 1979, 1985, 1991, 1999, 2004, and 2011) according to the space (number of pages) 

allotted to clothing and textiles, detail contents and skills. 

 

 

Results 

The space (number of pages) in home economics textbooks allotted to clothing and textiles 

from 1960 to 1985 textbooks was about 50%. This decreased to under 30% in textbooks 

published in 1991 and the rate has remained relatively constant since then. In clothing and 

textile sections, "sewing and construction" had more illustrated contents than "clothing care" 

or "function of clothes" for all textbooks. The pages ratios of "care of clothes" and "function 

of clothes" decreased on a yearly basis. The sewing skills addressed in "sewing" pages have 

become simpler, and more technically difficult skills such as the "sewing hook", "hemming 

stitch", "embroidery", and "applique" have been de-emphasized.  

"Sewing and construction" pages in home economic textbooks have little changed in spite of 

the changes in clothing and textiles for daily life. Therefore, a revaluation of "Sewing and 

construction" education in consideration of the actual situation in Japan rather than the goals 

of social policy is called for. 
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More Than Teaching Toys—Managing Manipulatives for More Meaningful Mathematics 

  

Abstract 

This pilot study examined the contents of and feedback for a professional development 

workshop designed to help in-service teachers use manipulatives to develop and deepen their 

students’ understanding of mathematical concepts taught in the classroom.  Teachers from the 

West Hawai’i complex area (Kohala, Honoka’a, Kealakehe, and Konawaena) on the Big Island 

of Hawai’i focused on select algebra, geometry, and numbers and operations standards and how 

to address them by actively engaging learners with mathematics manipulatives, such as pattern 

blocks and patty paper, at multiple grade levels.  Guidelines for the educationally sounds use of 

mathematics manipulatives were also addressed.  Reflections on the strengths and weaknesses of 

the workshop were explored. 

 

Introduction 

The National Council of Teachers of Mathematics (NCTM) Principles and Standards for 

School Mathematics has encouraged the use of manipulatives in mathematics education at all 

grade levels for decades (Boggan, Harper, & Whitmire, 2010).  Why so?  Because ―research 

suggests that manipulatives are particularly useful in helping children move from the concrete to 

the abstract level‖ of mathematical thinking (Hartshorn & Boren, 1990, p. 1).  According to Dr. 

Jean Shaw, program author of the Houghton Mifflin Mathematics series, manipulatives ―can be 

used to enhance and deepen mathematical understanding for all students‖ in two ways (Shaw, 

2002, p. 1).  First, manipulatives can help build understanding and clarify concepts.  Second, 

manipulatives can engage students in communication related mathematics ideas and concepts, 

while, at the same time, allowing for multisensory experiences (Shaw, 2002).  Further, Dr. James 

Heddens, a founding member of the Research Council for Mathematical Learning, elaborated on 

the use of manipulatives in teaching mathematics.  He provided eight ways in which 

mathematics manipulatives helped students learn.  These eight ways encompass and go beyond 

those provided by Shaw as follows:  

―Using manipulative materials in teaching mathematics will help students learn . . . 

1. to relate real world situation to mathematics symbolism, 

2. to work together cooperatively in solving problems, 

3. to discuss mathematical ideas and concepts, 

4. to verbalize their mathematics thinking, 

5. to make presentations in front of a large group, 

6. [to show] that there are many different ways to solve problems, 

7. [to show] that mathematics problems can be symbolized in many different ways, 

and 

8. [to show] that they can solve mathematics problems without just following 

teachers’ directions‖ (Heddens, 1997, p. 2). 
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Background of the Problem 

Although manipulatives have been shown to be extremely helpful for students (Clements, 

1999; Marzola, 1987; Scarlatos & Scarlatos, 2000), in order for students to reap the benefits of 

using manipulatives in mathematics, teachers must understand how to use them for meaningful 

instruction.  Spear-Swerling pointed out that ―there can be some pitfalls to manipulatives, 

especially for struggling students.  Manipulatives are potentially confusing if their presentation is 

haphazard, disorganized, or lacking appropriate guidance and instruction from the teacher.  

[Misuse of manipulatives] can result in considerable time spent off-task or on activities that are 

not directly relevant to the needs of certain children‖ (Spear-Swerling, 2006, pp. 1-2).  

Ultimately, ―there are probably as many wrong ways to teach with manipulatives as there are to 

teach without them‖ (Boggan, Harper, & Whitmire, 2010, p. 3). 

Purpose of the Study 

The purpose of this pilot study was to evaluate a Manipulatives in the Classroom 

workshop conducted by the lead researcher.  The workshop focused on helping teachers use 

mathematics manipulatives with students in an instructionally sound, clear, and organized 

manner. Further, the workshop emphasized the use of the DO IT, DRAW IT, WRITE IT 

procedure to ensure appropriate guidance.  (See Guidelines for the Educationally Sound Use 

of Mathematics Manipulatives in Appendix A.)  

Importance of the Study 

The importance of the study is best introduced through the words of Smith. 

According to learning theory based on psychologist Jean Piaget's research, 

children are active learners who master concepts by progressing through 

three levels of knowledge--concrete, pictorial, and abstract. The use of 

manipulatives enables students to explore concepts at the first, or concrete, 

level of understanding. When students manipulate objects, they are taking 

the necessary first steps toward building understanding and internalizing 

math processes and procedures. For example, when learning to add 

fractions, students can use fraction strips to represent each addend. They 

then add the fractional parts to find the sum. After practicing with these, 

they can progress to finding sums for problems on paper, represented by 

pictures with corresponding fraction numerals (pictorial level). Over time, 

they will devise strategies and apply algorithms so they can find sums 

when given only the addition expression (abstract level) (Smith, 2009, p. 

1). 

So, it is vitally important that teachers learn how to use mathematics manipulatives in an 

educationally sound manner with their students at all grade levels.  In other words, they are not 

simply using manipulative as teaching toys; rather, they are using mathematics manipulatives to 

promote their students’ conceptual understanding. 
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Definitions 

Manipulatives:  ―Manipulatives are physical objects that are used as teaching tools to 

engage students in the hands-on learning of mathematics. They can be used to introduce, 

practice, or remediate a concept. A manipulative may be as simple as grains of rice or as 

sophisticated as a model of our solar system. They may be store-bought, brought from home, or 

teacher- or student-made. They can be used in all areas of math instruction-teaching number and 

operations, algebra, geometry, measurement, and so on-and across all grade levels‖ (Smith, 

2009). 

 

Methodology 

Research Design 

A one-group posttest design was used for the quantitative component of this study.  

Qualitative data in the form of participant comments were also collected for the qualitative 

component of this study. 

Subjects 

Subjects for this pilot study were 50 public school teachers who taught third- through 

twelfth-grade within the West Hawai’i complex area on the Big Island of Hawai’i, which 

included the Kohala, Honoka’a, Kealakehe, and Konawaena complexes.  All 50 subjects were 

participants in the Manipulatives in the Classroom workshop.  

Instrumentation 

One instrument was used for this study—the Manipulatives in the Classroom 

questionnaire.  The questionnaire, developed by the school district, consisted of ten questions 

answered through a 4-item rating scale as follows: 

 1 = Poor 

 2 = Fair 

 3 = Good 

 4 = Excellent 

In addition, room for comments was provided for each question.  The questionnaire also solicited 

any additional comments and suggestions for upcoming trainings.  The Manipulatives in the 

Classroom questionnaire is displayed in Appendix B.      

The Workshops 

Three full-days, six-hour workshops were conducted with teachers.  The teachers were 

grouped for workshops as follows: 

1. Workshop 1—Fraction Day:  Upper elementary (grades 3 through 6) 

2. Workshop 2—Concrete Algebraic Concepts:  Middle school  (grades 6 through 8) 

3. Workshop 3—Hands-on Geometry:  High school (grades 9 through 12) 
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Workshop 1—Fraction Day. 

The Fraction Day workshop was conducted with elementary teachers (grades 3 through 

6).  The workshop consisted of the following four parts: 

 Part 1—Understanding Fractions As Parts of a Whole 

 Part 2—Equivalent Fractions 

 Part 3—Addition and Subtraction of Fractions 

 Part 4—Multiplication and Division of Fractions 

An explanation of the hands-on, manipulative activities for each part is explained below. 

Part 1—Understanding Fractions As Parts of a Whole. 

Manipulatives Activity—Fractions Families.   For this hands-on fractions learning 

activity, a string was strung along the wall.  One end of the string was designated as 0 and the 

other end of the string was designated as 1.  Teachers were given fraction families, such as the 

thirds family, the fourths family, the fifths family, and so on (all the way up to the ninths family).   

Beginning with the halves family, teachers placed their fractions on the string.  (see Figure 1:  

Ordering Fraction Families.)  In doing so, teachers were able to see fractions as equal parts of a 

whole, since each member of a fraction family was equally spaced along the 0−1 line.   

Figure 1:  Ordering Fraction Families  
 

Equivalent fractions, such as 1/3, 2/6, and 3/9 were hung vertically, since they belonged at the 

same locatoin along the line.   

When it came to checking the fractions, such as 7/8 and 8/9, to make sure they were in 

the correct order along the line, teachers used the ―shoot for the stars‖ technique.  The technique 

called for multiplying the denominator of the first fraction (the 8 in 7/8) by the numerator of the 

second fraction (the 8 in 8/9) for a product (8 x 8 = 64) and then multiplying the denominator of 
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the second fraction (the 9 in 8/9) by the numerator in the first fraction (the 7 in 7/8) for a product 

(9 x 7 = 63).  The 8 x 8 shot the 64 up to the right.  The 9 x 9 shot the 63 up to the left.  This 

placed the products in the following order:  63, 64.  The numerical order of the products 

indicated that the fractions were in the correct place along the number line. 

Part 2—Equivalent Fractions. 

Manipulatives Activity—Fraction Fringe. For this hands-on fractions learning activity, 

teachers were provided with colored paper, scissors, pens, and staplers.  They  took five half 

sheets of paper, staggered the ends of the paper by approximately one-half inch each, and stapled 

the sides.  They labeled the top sheet as 1, indicating a whole unit.  Teachers cut the ―fringe‖ of 

the second sheet into 2 equal parts and labeled each part 1/2.  They cut the ―fringe‖ of the third 

sheet into 4 equal parts and labeled each part 1/4.  They cut the ―fringe‖ of the fourth sheet into 8 

equal parts and labeled each part 1/8.  They cut the ―fringe‖ of the fifth sheet into 16 equal and 

labeled each part 1/16.  Then teachers discussed how the fraction fringe could be manipulated to 

visually and kinesthetically helps learners understand equivalent fractions.  

  

Figure 2:  Fraction Fringe 

  

   Teachers then flipped their fraction fringes over (from top to bottom, rather than side to 

side).  They repeated the creation process with 1 whole, thirds, sixths, twelfths, and twenty-

fourths, expanding the fraction fringe use with students.  

Part 3—Addition and Subtraction of Fractions. 

Manipulatives Activity—Pattern Blocks. For this hands-on fractions learning activity, 

teachers were provided with pattern blocks and three graphic organizers, which were: 

 Graphic Organizer One—Modeling Fractions with Pattern Blocks, 

 Graphic Organizer Two—Fraction Addition and Subtraction with Pattern Blocks, and 

 Graphic Organizer Three—Fraction Multiplication and Division with Pattern Blocks. 
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Figure 3:  Pattern Blocks for Modeling 

 

Using Graphic Organizer One—Modeling Fractions with Pattern Blocks, teachers 

manipulated the pattern blocks to answer questions that required increasingly higher levels of 

thinking.  (See Figure 3:  Pattern Blocks for Modeling.)   

There were several phases to using the pattern blocks.  The first phase was to become 

familiar with the pattern blocks and their relationship to one another.  These relationships were 

discovered by asking probing questions, such as:   

How many green triangles cover a trapezoid?  

This was then followed by the second phase questions, such as:  

What part of a trapezoid is a triangle?   

Once the relationships were discovered, the teachers confirmed them by solving puzzles 

with the pattern blocks.  During phase three, teachers solved pattern block puzzles, such as:  

Make a triangle that is one-ninth green and two-ninths blue.   

Using Graphic Organizer Two—Fraction Addition and Subtraction with Pattern Blocks, 

teachers manipulated the pattern blocks to answer questions that required pictorial and numeric 

answers.  Using one yellow hexagon as a whole, teachers represented equations, such as: 

1/3 + 1/6 =    2/3 – 1/2 = 

 

For each equation, the teachers solved the equation using the DO IT, DRAW IT, WRITE IT 

process.  

Using Graphic Organizer Three— Fraction Multiplication and Division with Pattern 

Blocks, teachers manipulated the pattern blocks to answer questions that also required pictorial 

and numeric answers.  Using two yellow hexagons as a whole, teachers represented and solved 

equations, such as: 

1/4 x 1/3 =   1/2   1/6 = 
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Again, for each equation, the teachers solved the equation using the DO IT, DRAW IT, WRITE 

IT process.  

Workshop 2—Concrete Algebraic Concepts. 

The Concrete Algebraic Concepts workshop was conducted with middle school teachers 

(grades 6 through 8).  The workshop consisted of four parts as follows: 

 Part 1—A Concrete Approach to Algebra—Algebra As an Area Model 

 Part 2—Using Patty Paper to Prove Algebraic Theory 

 Part 3—Using Motion Sensors to Explore Graphs 

 Part 4—Probability and Data Analysis 

Part 1—A Concrete Approach to Algebra—Algebra As an Area Model. 

Manipulatives Activity—Algebra Tiles. For this hands-on algebra learning activity, 

teachers were provided with algebra tiles and graphic organizers.  The algebra tiles allowed 

particpants to explore algebra as an area model.  For example, x
2
 was represented by a square of 

length x.  Special Note:  This length was not equivalent to an exact number of units, since x was 

the unknown.       

 

 
 

Figure 4:  Algebra Tiles 

 

The algebra tiles were double side.  Each side displayed a different color.  (See Figure 4:  

Algebra Tiles.)   

On their graphic organizers, participants recorded which side/color of their algebra tiles 

were positive and which side/color of their algebra tiles were negative.  Then particpants began 

by using the tiles to simplify expressions, such as 3x – 4 + x
2
 – 1 – 2x – 2x

2
. 

The simplification task was not as daunting to participants when using the algebra tiles, 

as they could reduce by combining similar shapes and removing zero pairs.  Special Note:  A 

zero pair consisted of a combination of a positive and a negative of like shapes.   
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Figure 5:  Algebra Tiles Displaying the Expression 3x – 4 + x
2
 + 1 – 2x 

 

After simplifying expressions, teachers moved onto solving linear equations, including 

story problems.  Then teachers progressed to multiplying binomials, factoring trinomials, and 

factoring the difference difference between two squares and ends by completing the square.  All 

of these tasks were done through the manipulation of the algebra tiles (DO IT), as well as 

through the DRAW IT and WRITE IT procedure.  (See Appendix A—Guidelines for the 

Educationally Sound Use of Mathematics Manipulatives for more information about THE 

DO IT, DRAW IT WRITE IT Procedure.)  

Part 2—Using Patty Paper to Prove Algebraic Theory. 

 Manipulative Activity—Patty Paper Proof.  For this hands-on algebra learning activity, 

teachers were provided with sheets of patty paper to fold as a proof of the Pythagorean Theorem.  

Teachers were guided through the folding of Bhaskara’s Behold Proof.   

 

 
 

Figure 6:  Patty Paper Folded to Display Bhaskara’s Behold Proof 

 

  Teachers used area and simplifying expressions to determine that the sum of the areas of 

the center square and the four outer triangles reduced to a
2
 + b

2
.  Since together, these pieces 

made up a square of side c, behold a
2
 + b

2
 = c

2
 was displayed.  
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 Special Note:  More detailed information related to Bhaskara’s Behold Proof may be 

found in a book entitled Patty Paper Geometry by Michael Serra (1994). 

Part 3—Using Motion Sensors to Explore Graphs. 

 Manipulative Activity—Graphing with Motion Sensors.  For this hands-on algebra 

learning activity, teachers were provided with motions sensors to help them explore graphing 

concepts.  (See Figure 7:  Motion Sensor Used to Explore Graphing.)  They began by 

identifying linear graphs with zero, positive slopes, and negative slopes.  They practiced labeling 

axes.     

 

 
 

Figure 7:  Motion Sensor Used to Explore Graphing 

 

Teachers were asked to produce a graph that displayed a vertical line and share their 

ideas about how the axes should be labeled.  Then teachers explored the differences between 

absolute value graphs and parabola graphs, discovering what makes one display a straight line 

with a sharp point and the other display a line with a smooth curve.  Through manipulation, the 

motion sensors allowed teachers to discover that graph display differences were due to the rate of 

change. 

Part 4—Probabilty and Data Analysis. 

 Manipulative Activity—Spread of Disease with Dice.  For this hands-on learning activity, 

teachers were provided with dice and graphic organizers.  Teachers explored probability and 

experienced data analysis through a spread-of-disease scenario.   

The activity began with a note about an impending epidemic at Truman Middle School.  

The note, along with other resources, were obtained from the National Institutes of Health:  

Office of Science Education website, available at the following URL:  

http://science.education.nih.gov/home2.nsf/feature/index.htm. 

 

http://science.education.nih.gov/home2.nsf/feature/index.htm
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Figure 8:  Using Dice to Determine the Probability of the Spread of Disease 

 

 The scenario revealed that many students had been absent from due to illness.  The 

administration was tasked with determining (1) if the illnesses represented an epidemic and (2) if 

the school should be closed.   

 Each teacher was randomly assigned an identification number and a die.  During five 

timed meetings, participants mingled with as many others as possible.  For each encounter with 

another participant, pairs of teachers would roll their dice and record the sum, as well as each 

other’s identification numbers on their individual graphic organizers.   

After all five meetings, a random identification number was chosen to be the infected 

person.  Further, a number between 2 and 12 was chosen to be the infected sum. 

 Through data analysis, teachers identified infected participants and totaled them at each 

of the five stages.  Again, through data analysis, teachers determined whether or not the disease 

was infectious or just a minor break out.  They also explored how the results may have varied if a 

different infected sum was chosen.   

Workshop 3—Hands-on Geometry. 

The Hands-on Geometry workshop was conducted with high school teachers (grades 9-

12).  The workshop consisted of four components as follows: 

 Part 1—Geometric Constructions—Patty Paper, Miras, and Straight Edge with 

Compass 

 Part 2—Spaghetti Triangles  

 Part 3—Euler’s Formula 

 Part 4—Surface Area and Volume with Nets and Sand 

Part 1—Geometric Constructions—Patty Paper, Miras, and Straight Edge with 

Compass. 
Manipulative Activity—Constructing Three Ways. For this hands-on geometry learning 

activity, teachers constructed basic geometric shapes using three different sets of tools—(1) the 

traditional straight edge with compass, (2) miras, and (3) patty paper.  (See Figure 9:  Patty 

Paper, Miras, and Straight Edge with Compass.)   

Through constructing basic geometric shapes, teachers experienced multiple ways of 

working with manipulatives and gained insight as to which materials were easiest for each 

construction.  For example, copying an angle was deemed easiest with patty paper, constructing 
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perpendiculars was deemed easiest with a mira, and creating a hexagon was deemed easiest with 

a compass.  This exploration of geometric constructions, using different manipulatives, also 

allowed teachers to consider how they could address the needs of diverse learners in their 

classrooms. 

 
 

Figure 9:  Patty Paper and Compass with Straight Edge 

 

Part 2—Spaghetti Triangles. 

Manipulative Activity—Spaghetti Triangles.  For this hands-on geometry learning 

activity, teachers explored the construction of triangles.  Teachers were provided with lists of 

triples (three numbers).  Their task was to determine whether or not their triples (based upon 

measurements) would form triangles.  Teachers manipulated pieces of dry spaghetti equivalent to 

the numbers provided to form . . . or not form . . . the representative triangles.  (See Figure 10:  

Using Spaghetti to Form (or Not Form) Triangles.)    

 

 
 

Figure 10:  Using Spaghetti to Form (or Not Form) Triangles 

 

Part 3—Euler’s Formula. 

Manipulative Activity—Discovering Euler’s Formula with Polydron Shapes.  For this 

inquiry-based, hands-on learning activity, teachers constructed a variety of polyhedrons, 

including pyramids, prisms, and anti-prisms, using Polydron shapes.  Special Note:   Polydron 
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are heavy-duty plastic shapes that snap together to form polyhedrons.  (See Figure 11:  

Polydron Shapes.)  

 

 
 

Figure 11:  Polydron Shapes 

 

After construction activities, teachers investigated the polyhedrons to determine if there 

was a relationship among the faces, vertices, and edge for each group of polyhedrons.  After 

determining there were similar relationships for all polyhedrons, teachers were able to generalize 

their findings.  Then teachers were informed that they had just discovered Euler’s Formula. 

Part 4—Surface Area and Volume with Nets and Sand. 

Manipulative Activity—Nets and Sand.  For this hands-on learning activity, teachers used 

two sets of Polydron manipulatives and sand.  First, teachers used the Polydron shapes to make 

nets for the polyhedrons.  Then they calculated surface area and volume.  They also looked for 

possible relationships.   

Second, teachers used pyramids or cones and prisms or cylinders to investigate 

relationships between the volumes using sand.  Each teacher chose a pyramid or cone and a 

prism or cylinder with the same base and height.  The pyramid or cone was filled with sand and 

then poured into the prism or cylinder.  In doing so, the teacher determined how many pyramids 

or cones it would take to fill the prism or cylinder. Through this manipulative activity, teachers 

were able to successfully discover the relationship between pyramids or cones and prisms or 

cylinders in a memorable manner.  (See Figure 12:  Polyhedrons.) 

 
 

Figure 12:  Polyhedrons  
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Administration of the Manipulatives in the Classroom Questionnaire 

Upon the completion of the workshops, teachers were provided with the opportunity to 

evaluate the sessions using the Manipulatives in the Classroom questionnaire.  The questionnaire 

was administered by school district personnel.     

Data Analysis 

The Manipulatives in the Classroom questionnaire was completed by 21 of the 50 

participants in the workshops.  This reflects a 42 percent questionnaire completion and return 

rate.  Both quantitative and qualitative evaluation data were compiled and evaluated.  

Limitations 

This pilot study was limited to third through twelfth grade teachers who taught in the 

Kohala, Honoka’a, Kealakehe, and Konawaena complexes within the West Hawai’i complex 

area on the Big Island of Hawai’i only. 

 

 

Findings 

 

Findings for the quantitative component of the Manipulatives in the Classroom 

questionnaire are shown in Table 1:  Manipulatives in the Classroom Ratings below. 

Table 1 

Manipulatives in the Classroom 

Ratings 

Questions 

Question 

Mean 

1 Did the trainer have a thorough grasp of the subject? 4.00 

2 Did the trainer actively invite questions? 3.76 

3 Did the trainer answer questions posed? 3.81 

4 Was individual help provided when needed? 3.81 

5 Was the trainer prepared for the sessions? 4.00 

6 Did the trainer have a professional demeanor? 4.00 

7 Did the trainer provide time for follow-ups? 3.75 

8 Did the session meet your expectations? 3.81 

9 Did the trainer offer a variety of information from different sources? 3.60 

10 How would you rate the overall usefulness of the session? 3.90 

Overall Mean 3.84 

 

Mean ratings for the 10 questions ranged from 3.60 to 4.00, with both the mode and median 

mean ratings at 3.81.  The overall mean rating was 3.84, indicating that the workshop was 

considered nearly excellent by the participants who completed the Manipulatives in the 

Classroom questionnaire. 

Findings for the qualitative component of the Manipulatives in the Classroom 

questionnaire are shown in two tables—Table 2: Manipulatives in the Classroom Comments 
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Per Question and Table 3: Manipulatives in the Classroom Overall Comments or 

Suggestions.  Both tables are shown below. 

Table 2 

Manipulatives in the Classroom 

Comments Per Question 

Question Comments 

1 

Did the trainer have a thorough 

grasp of the subject? Very good at explaining concepts. 

2 

Did the trainer actively invite 

questions? 
Sometimes I am embarrassed to ask in front of others 

or keep asking until I understand. 

Yes. 

3 

Did the trainer answer questions 

posed? 
Yes, throughout. 

More me than the trainer. 

4 

Was individual help provided 

when needed? 

Great individual help. 

Small groups were perfect to complete activities. 

5 

Was the trainer prepared for the 

sessions? 
Thoroughly prepared. 

Yes, many manipulatives, samples. 

6 

Did the trainer have a 

professional demeanor? 
Very professional.  Great speaker. 

Yes. 

7 

Did the trainer provide time for 

follow-ups? 
Ample time given for exploration. 

Always, throughout and following activity. 

8 

Did the session meet your 

expectations? 
Exacting what I was hoping for. 

Session exceeded my expectations. 

Good background of how to teach this math subject 

matter. 

Especially liked the algebra tiles. 

My ability level, not yours. 

9 

Did the trainer offer a variety of 

information from different 

sources? 

There were a variety of activities to engage with; 

however, if the information came from a variety of 

sources, it was not apparent to me. 

Many different ways to use manipulatives. 

10 

How would you rate the overall 

usefulness of the session? 
Very useful.  Wish I attended other sessions to gain 

even more. 

Very useful for teaching elementary algebra. 

The manipulatives used were very helpful. 

Great job!  Provide more sessions like this. 

 

 Comments were received for every question on the questionnaire.  (See Table 2: 

Manipulatives in the Classroom Comments Per Question above.)  Overall, the comments 

were very positive and favorable.  Overall comments and suggestions received were very 

positive and supportive as well.  (See Table 3: Manipulatives in the Classroom Overall 

Comments or Suggestions below.)   
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Table 3 

Manipulatives in the Classroom 

Overall Comments or Suggestions 

Comments 

Please 

include any 

additional 

comments 

or 

suggestions 

for 

upcoming 

training. 

Great training.  Exactly what I was hoping to get . . . some hands-on 

activities to teach my SPED students.  I learned a lot and look forward to 

more training from the same instructor. 

Continue to provide training in reading and math to assist SPED and GE 

teachers in scaffolding instruction to enhance student achievement. 

The workshop was extremely useful with several tactile methods of 

presenting fraction concepts.  We have been using objects, people, pizza 

pieces, plexiglass fraction pies, blocks, number lines, etc., but now, after 

the workshop, we are equipped with more in-depth ways of teaching.  The 

fraction fringe was a clever way of seeing equivalent fractions, as long as 

we cut it precisely!  Love the color arrays and pattern blocks.  Thank you! 

By participating in these activities, I made some of my own discoveries.  It 

all makes sense (manipulate, draw, and write).  I would love to attend any 

workshops given by this presenter.  She is very dynamic and has a way of 

getting you excited about mathematics, as she is.  Thanks. 

 

After the Session 

It should be noted that shortly after the workshop, the lead researcher and presenter 

received the following unsolicited comment from one of the participants.  ―Great!  Students 

loved working from Monday’s session.  Mahalo!‖  The participant sent the research pictures of 

students working with manipulatives.  (See Appendix C—Students Using Mathematics 

Manipulatives in the Classroom.)  Apparently, the participant returned to the classroom and 

started working with students using mathematics manipulatives immediately.  

 

 

Conclusions, Discussion, and Suggestions for Future Research 

Since quantitative data revealed that the workshop was considered nearly excellent by the 

participants who completed the Manipulatives in the Classroom questionnaire (3.84/4.00) and 

the qualitative comments were very positive, favorable, and supportive, it was concluded that the 

workshop was very successful.  Still, due to the importance of reflective teaching (Zeichner & 

Liston, 1996; Richards, 1991), it would be impossible not to evaluate the workshop in ways other 

than were reported here.  For example, the lead researcher, after observing teacher performance 

during the workshop, has already modified several of the manipulative learning activities in both 

quantity and quality for future workshops.  As far as future research, the researchers are 

committed to a continuous evaluation and dissemination of information plan for all subsequent 

mathematics manipulatives workshops as they are offered through the conclusion of the grant.    
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Appendix A 

Guidelines for the Educationally Sound Use of Mathematics Manipulatives 

THE DO IT, DRAW IT, WRITE IT PROCEDURE 

It is the authors’ suggestion that all teachers, when using mathematical manipulatives 

used with students, follow the DO IT, DRAW IT, WRITE IT procedure.  This procedure 

provides the teacher and the students with an important scaffolding tool.   

DO IT  

The DO IT component allows students to explore and play with the mathematics 

manipulatives at the concrete level. 

DRAW IT 

The DRAW IT component helps students record their pattern block manipulations, 

employing both visual and kinesthetic learning—at a representational level. 

WRITE IT 

 The WRITE IT component helps students analyze the visual representation of the 

manipulatives and express them in written form as at an abstract level.   

It is postulated that the repetition of the DO IT, DRAW IT, WRITE IT process is 

especially helpful for students whose minds have not yet matured to the abstract level of 

thinking.  The concrete manipulations and the visual representations experienced by these 

students will provide them with something to fall back upon when faced with simply the written 

forms of fractions.   
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Appendix B 

Manipulatives in the Classroom 

(Post Workshop Questionnaire) 

 Poor Fair Good Excellent Comments 

1.Did the trainer have a thorough grasp of 

the subject? 

     

2. Did the trainer actively invite questions? 

 

     

3. Did the trainer answer questions posed? 

 

     

4. Was the individual help provided when 

needed? 

     

5. Was the trainer prepared for the session? 

 

     

6. Did the trainer have a professional 

demeanor? 

     

7. Did the trainer provide time for follow-

ups? 

     

8. Did the sessions meet your expectations? 

 

     

9. Did the trainer offer a variety of 

information from different sources? 

     

10. How would you rate the overall 

usefulness of the sessions? 

     

 

Please include any additional comments or suggestions for upcoming trainings: 
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Appendix C 

Students Using Mathematics Manipulatives in the Classroom 

  
  

Student Displaying Equivalents Student Drawing Manipulatives  

  

  
  

Students Tracing Manipulatives Students Discussing and Comparing 

Manipulatives 
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PRINCIPLES FOR ENHANCING CREATIVITY 2

Ten Principles for Enhancing Creativity 

Creativity has become centrally relevant to education on a global scale (Craft, 

2005) and while there are many adherents to the idea that creativity can be enhanced 

(Amabile, 1983; Csikszentmihalyi, 1996; Sternberg & Lubart, 1995; Torrance, 1995) a 

clear answer to the question of how this can be accomplished is difficult to find 

(Feldhusen & Goh, 1995; Nickerson, 1999). This work in progress is an exploration of 

creativity enhancement. It includes the development of a set of principles aimed at 

promoting this process. These suggestions are based on the integration of ideas from a 

wide array of research in the existing literature, three years of teaching creativity at the 

university level and three studies conducted by the author. The list is not intended to be 

an exclusive set of principles nor a comprehensive guide to creativity enhancement. 

Rather it is a collection of important ideas and suggestions for exploring and fostering 

creativity.  

This summary provides an overview of the project and the principles. Additional 

rationale and support for each section will be provided in the final paper.  

Principle 1: The Power to Create is in Everyone 

As I’ve taught creativity courses over the past three years and interacted with 

research participants over the last ten, I continue to be surprised by how many people 

don’t believe they are creative. One of the most common reasons is that many individuals 

hold onto the misconception that creativity belongs to the arts, and that to be creative, one 

must sing, dance, paint or play an instrument. But creativity is central to all fields of 

human endeavor; literature and the arts most certainly, but science, education, business 

and technology – just to name a few – as well.  
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Another common reason people don’t think they’re creative is that they’ve read 

articles or books which emphasize that only geniuses like Picasso and Einstein are 

creative, and that only those works that have changed culture represent true creativity. 

But these descriptions are simply examples of what is known as eminent creativity, or as 

some refer to it, creativity with a capital-C (Csikszentmihalyi, 1996).  Eminent creativity 

refers to those who are creative without qualification. They have changed culture in some 

important way. In contrast, impact on the culture is not a criterion for everyday creativity. 

This form can take place in any type of activity at all, at work or at leisure (Richards, 

1994). 

Whether we are artists, educators, scientists or entrepreneurs; change the world or 

simply alter our own lives, creativity is a part of our nature. It is, as Zen master John 

Daido Loori said, our birthright (2004). The power to create is in everyone.  

Principle 2: Creativity is Multidimensional 

Creativity is often thought of as a particular trait; a specific talent or ability that 

you either have or don’t. But creativity is multidimensional (Robinson, 2001) and 

involves a confluence of many contributing factors (Amabile, 1983; Sternberg & Lubart, 

1995) including motivation, social impact, knowledge and skills within a domain, work 

habits and the capacity to persevere. In my own work I have found it most helpful to 

organize the important elements into five categories: Motivation, Uncommon 

commitment, Skill, Imagination and Courage (M.U.S.I.C.).  

In its intrinsic form, motivation refers to involvement in an activity for its own 

sake. We take part because we want to; the process itself is satisfying and rewarding.  
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When we are extrinsically motivated we create to receive something else (i.e. rewards). 

Uncommon commitment refers to things such as hard work and persistence; the 

willingness and ability to work at one’s craft with discipline and dedicated effort. Skill 

refers to the skills and knowledge necessary to be creative within a particular domain. 

Those who make creative contributions have attained some degree of expertise and 

mastery of their craft. The element of Imagination refers to the capacity for originality, 

the ability to generate novel, unusual and unique ideas. Courage refers to the ability to 

persevere in the face of barriers, difficulties and challenges, and to take risks even when 

doing so gives rise to fear. Creativity is multidimensional and all dimensions are 

important to the creative process. 

Principle 3: You are the Secret Ingredient in Being Your Creative Best 

Though hundreds of things may stir motivation, encourage discipline and good 

work habits, develop skill, fire the imagination and rouse courage, what works best for 

one person does not necessarily work best for another. What motivates one can be 

radically different from what motivates another. One individual finds that imagination 

stirs wildly when in solitude; another prefers to work in groups and finds that imagination 

seizes up when alone.  

Though we all need Motivation, Uncommon commitment, Skill, Imagination and 

Courage if we are to flourish creatively, the best sources of those elements can vary 

significantly from one person to the next and we must each explore and discover what 

works best for us. You are the secret ingredient in becoming your creative best. 
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Principle 4: Those Who Offer Support are as Important to the Creative Process as 

Those Who Actually Create 

It was easy to come to the conclusion suggested by this principle because 

participants often stated it categorically. Support was not only helpful; it was essential. 

For many participants their creative success simply would not have come about without 

it.   

Good support provides us with three things: safety, freedom and possibility. 

Safety refers to a safe place, an environment where we feel accepted, where we can 

express ourselves without being ridiculed; take risks and make mistakes without being 

judged. Freedom is about being ourselves and exploring what is important to us. 

Possibility refers to realizing our full potential; breaking free of false limitations and 

becoming what we’re truly able to become. 

Principle 5: Great Creativity Comes from Great Love 

I once asked 50 creative people what had most influenced the development of 

their creative ability. A great many items were listed but only one factor was identified by 

virtually everyone. It was the most important element for artists and non-artists alike. 

Painters and entrepreneurs said it was essential. Songwriters and teachers said it brought 

them profound satisfaction and a sense of certainty about their careers. The influence they 

identified was passion: loving what they do. Csikszentmihalyi (1996) once observed that 

while highly creative people differ from one another in many ways, they are unanimous 

in one regard: they all love what they do.  

When you are moved by passion the best you have to offer goes into everything 

you do. No one need force you – nor even ask you – to take part in your craft. Passion 
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stirs commitment, polishes skill and fires the imagination. It even fosters courage because 

we tend to stand up for that which is most important to us. Great creativity comes from 

great love.  

Principle 6: Creativity is Wonderful Wild Ideas and then a Lot of Hard Work 

This principle is adapted from something Nina Holton said in an interview with 

Csikszentmihalyi (1996). Holton tells the story of how people commonly respond when 

they first hear she’s a sculptor. They say how wonderful that is. But Holton is quick to 

dispel the misleading, romantic notion of the creative process. She clarifies that the germ 

of an idea does not make a sculpture that stands up. It doesn’t come into the world of 

form on its own, she says. Something else is needed; something that requires that Nina 

spend half her time as a mason and a carpenter: Hard work.  

Though Holton describes the life of a sculptor her words ring true for creative 

people in all fields and we can say: Creativity is wonderful wild ideas and then a lot of 

hard work.  

Principle 7: Courage is the Doorway Through which Creativity Enters the World 

When I first began asking creative people about the role that courage plays in 

their work, the importance of this virtue seemed to be downplayed. I’d hear statements 

like: “Oh I wouldn’t say I was courageous or anything” or “Well, I suppose my work 

requires a bit of courage.” But when I began asking about the particular aspects of 

courage – the willingness to take risks, the capacity to persevere in the face of hardship, 

rejection and fear, the ability to go against the crowd, the willingness to make mistakes 

and even endure outright failure – the responses changed radically and the importance of 

courage was undeniable.  
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As well, the literature is full of such emphasis. Creativity tends to test the mettle 

of the creative person (Gardner, 1993), require risk-taking (Dacey and Lennon, 1998; 

Torrance, 1962) perseverance in the face of obstacles (MacKinnon, 1978; Sternberg & 

Lubart, 1995) and the ability to endure pain while being in a minority of one (Torrance, 

1995). Paul Torrance (1995) once declared that courage is the most essential 

characteristic of the creative person. Courage is the doorway through which creativity 

enters the world.  

Principle 8: In the Creative Process there is a Form but not a Formula 

When I get to this section of the material we cover in my creativity courses I stand 

in front of the class and say something like: “I can tell you with absolute certainty that the 

creative process has either three, four, five, six, seven, eight or nine stages!” Though we 

all tend to chuckle, there is some truth in this statement. Google this topic and you will 

come upon a huge array of claims and suggestions about the creative process; a variety of 

descriptions of steps, stages and phases. Some claim that the creativity unfolds in distinct 

stages; others claim it does not. Some suggest four necessary phases, others outline as 

many as nine. Some emphasize the involvement of the unconscious and others suggest 

the process is entirely conscious. 

Author and artist Robert Fritz (1991) offered a helpful perspective on this topic. 

Though he suggests a nine-step model of the creative process he emphasized that this 

approach represents a form rather than a formula. The steps are not fixed. They do not 

follow systematically, one after the other. In the creative process there is a form but not a 

formula. 
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Principle 9: Creativity is Further Upstream than Thought 

Whether they speak of the Muse, moments of sudden inspiration, flashes of 

insight or germs of ideas suddenly coming to them, creative people often describe the 

involvement of something beyond the everyday self. Many individuals hate being asked 

where their ideas come from because they simply don’t know. Some have claimed divine 

inspiration and others, like author Ray Bradbury (1996), have simply emphasized that the 

creative aspect of the subconscious is, for the writer, the Muse.  

Educator Ken Robinson (2001) offered a perspective on these ideas in suggesting 

that creativity draws on all levels of consciousness. It involves the thinking processes of 

the everyday self but also engages deeper, subconscious elements as well. In this regard, 

ideas often incubate outside everyday awareness. Others have also explored these 

notions. Investigators of non-ordinary states of consciousness and contemporary spiritual 

practices have pointed to deeper levels of being from which creativity can spontaneously 

emerge. What all of these perspectives have in common is the notion that creativity often 

involves something beyond the everyday self. As eminent physicist David Bohm 

declared, creativity is further upstream than thought.  

Principle 10: Creativity Flourishes when we Combine the Treasures of Youth with 

the Treasures of Adulthood 

There are many comments and statements praising the creativity of childhood and 

emphasizing the importance of things like play and spontaneity. We need to be open, 

free, and flexible – like children. But the truth is that the creativity of adulthood is more 

powerful, more creative than that of childhood. Children are masters of spontaneity, play, 
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wonder and openness. They repress less than we do; they express more. They are natural 

little Zen masters.  

But the creativity of childhood does not often change the world. For creativity to 

have that impact it needs to be balanced with the treasures of adulthood. True creativity 

does indeed need such things as spontaneity, openness and a sense of wonder. But it also 

needs commitment, courage, refined and developed skill and knowledge, a sense of 

courage and conviction. Neither end of this spectrum is enough on its own. Both are 

needed if creativity is to truly blossom. Creativity flourishes when we balance the 

treasures of adulthood with the treasures of youth.  
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Abstract 

 

1. The effects of work placement on student academic performance: 

There  is  evidence  of  the  beneficial  effect  of  the  year  long  sandwich  work  placements  on  both 
employment  (eg: Moores & Reddy,  in press) and  student academic performance  (eg: Mandilaras, 
2004).  However,  different  types  of  work  placement  are  becoming  more  common  in  university 
degree programmes in the UK, with paid and unpaid placements, and shorter part‐time placements 
appearing  in  the  degree  programme.  A  statistical  analysis  of  students  at  the  University  of 
Westminster  examined  the  impact  of  placement  on  academic  learning.  In  addition  statistical 
analyses were undertaken to establish whether the effects of placement were more  important  for 
academically  stronger  students  than  those  with  lower  qualifications  on  entry  to  university. 
Implications are drawn  for  the expansion of work based  learning  in  the current economic climate 
and recommendations made about extending work based learning. 
 

2. Understanding enhanced student learning following work placement: 
 

The project was  interested  in the extent to which students changed as a result of their placement 
experience, so this was explored both qualitatively and quantitatively.   A web based questionnaire 
was administered to students prior to and after placement, which  included validated scales on self 
efficacy  (Schwarzer &  Jerusalem, 1995),  locus of  control  (Based on Rotter, 1990),  confidence and 
emotional  intelligence  (Petrides & Furnham, 2006). A qualitative exploration of student  logs whilst 
on placement, using thematic analysis, was undertaken for business, psychology and  law students. 
From  the  results  of  this  study  a  model  was  developed  to  illustrate  the  change  process.  Semi 
structured  interviews were  also  conducted  to  explore  the meaning  of  this  in  greater  depth  and 
investigate what changes  took place  in  the  individual  that caused  the enhanced performance and 
whether personality factors were involved. The implications for the impact of work on learning, and 
of the management of student learning, were explored. 
 
 
 

3. Barriers to work placement 
 
Barriers to taking up work placements have been  identified by umbrella professional bodies and  in 
the  literature  (Morgan,  2005  and  Little &  Harvey,  2006)  despite  placements  having  a  beneficial 
impact on  learning and employment. Questionnaires were administered  to  identify  the barriers to 
placement  in  undergraduate  students  in  three  different  departments  of  the  University  of 
Westminster –  the Business School,  the Psychology Department and  the  Law School.   Both  those 
who had  undertaken placement  and  those who had not undertaken  a placement were  surveyed 
using an anonymous, internet based survey tool. In addition, placement tutors were surveyed: both 
those  who  had  supervised  students  and  those  who  had  not.  Finally,  work  place  supervisors 
(employers) of placement students were surveyed. Quantitative and qualitative data was obtained. 
Results informed an understanding of students’ perspectives on placement, how to lower barriers to 
uptake  of  placement  and  thus  extend  placement  benefits.  Recommendations  were  explored  to 



enable  a  wider  spectrum  of  students  to  participate  in  placement  in  order  to  benefit  from  the 
personal, academic and employability dimensions of placement learning. 
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 Stress is one of the highest predictors of undergraduate students unsuccessfully 
completing their college education. A student’s stress level can be influenced by 
numerous external, relational factors such as family, finances, friendships, learning 
challenges, romantic partnerships, roommates, etc. As other universities have done, the 
University of Louisiana at Monroe (ULM) recognized a need for courses to be offered to 
these undergraduates in hopes that they might gain skills not only to help balance the 
many relationships that can positively and negatively effect their college educational 
performance, but also gain life skills that will benefit them long after they walk across the 
graduation stage.  
 Three courses have been developed at ULM: Dating, Marriage, and Family 
Relationship; Skills for Marriage; and Foundations in Marriage and Family Therapy. All 
courses were developed as experiential, discussion-style electives in hopes that students 
could take the courses for personal and/or professional gain. Many students have become 
attracted to these unique classes because many the topics are engaging and relevant to 
their personal lives. Additionally, other students are interested in the courses because of 
their desire to gain further education in the field of counseling and marriage and family 
therapy, in which ULM has post-graduate programs, thus making it an ideal and logical 
fit for any university with counseling, marriage and family therapy, or mental health 
related programs that have the experience and skills in teaching these particular topics 
and concepts. Additionally, it provides students with an opportunity to gain an 
understanding of particular professions and careers not highlighted in most undergraduate 
programs.  The student’s responses have been tremendously positive, and the presenters 
will share excerpts of the written feedback given to the instructors and administrators 
regarding their experiences in the courses.   
 Drawing from these experiences in developing and implementing this 
undergraduate curriculum in marital and family skills courses, the presenters will share 
ideas and activities to teach principles of marriage and family therapy systemic concepts 
to students from all worldviews.  Participants will receive information on concepts and 
principles as well as have a chance to practice through experiential activities. In addition 
to this, the presenters hope to share with participants all aspects of the creation of this 
program including initially recognizing the need for these courses, a step by step guide to 
the curriculum development, the proposal to administration, the primary skills, concepts, 
and activities that are being taught, the response from the students, and the future 
direction of the project. All syllabi and textbook selections will also be provided.  
 Additionally, the two presenters come from different roles in this development: 
one being the associate dean of the college in which this program began, and the other 
being one of the instructors who helped design and implement the program. This will 
give the participants an opportunity to hear, from an administrator’s perspective, ways in 
which faculty can propose this innovative curriculum in the most effective way. The 
presenters will also share how the collaboration of all roles led to the ultimate success of 
these courses, and give participants an overview of the future development of this 
program.  
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Abstract 
 
TPSS 654 Communications in the Sciences is a one-credit graduate course in the 
Tropical Plant & Soil Sciences (TPSS) Department. It is required for all TPSS 
graduate students and is typically taken during the first semester or year of their 
graduate program. It is a laboratory-type course for improving the communication 
abilities and skills in the sciences. Presentations to scientific audiences are 
emphasized. The course was originally developed to teach students how to give 
oral presentations in TPSS 667 Graduate Seminar. Previously, I had taught TPSS 
711 Special Topics, which covered professional development of graduate students. 
I modified TPSS 654 to include several topics from TPSS 711. The course starts 
out with writing a curriculum vitae and analyzing a job announcement. I then 
explain to the students that the topics that will be covered for the rest of the 
semester are to aid in their professional development and help provide 
information for their curriculum vitae. The main portion of the course deals with 
writing scientific papers including title, keywords, abstract, introduction, 
materials and methods, results, discussion, tables and figures, and literature cited. 
I also cover writing conference abstracts, thesis and dissertation writing, grant 
proposals, extension publications, newspaper articles, websites, and the use of QR 
(quick response) codes. Over the years, TPSS 654 has been updated from a course 
whose aim was to prepare students to give a seminar and speak to nonprofessional 
audiences to a scientific communications course that helps them during their 
graduate program and post-graduation. 
 
 
Introduction 
 
According to the University of Hawaii Graduate Division, in addition to outcomes 
specific to the field of study, all graduate programs should contain the following 
student learning outcome—students should be able to communicate both orally 
and in writing at a high level of proficiency in the field of study.  The primary 
goal of TPSS 654 Communications in the Sciences is to address this learning 
outcome. 
 



TPSS 654 was developed to prepare students to speak to nonprofessional 
audiences and to give oral presentations in a seminar course TPSS 667 Graduate 
Seminar. Over the years with different instructors (Kobayashi, 2006), the course 
has evolved to now focus on written and oral scientific presentations to a 
scientific audience. 
 
Instead of emphasizing lay audiences, creating PowerPoint® slides, and giving 
talks to the general public, TPSS 654 is now aimed at scientific presentations 
including writing scientific articles, designing a scientific poster, designing 
PowerPoint® slides, presenting an oral scientific paper, and writing an abstract 
for a scientific conference.  TPSS 654 has been modified to include these topics to 
better address the required professional skills of graduate students (Pérez and 
Kobayashi, 2004). 
 
The objective of this paper is to describe the scientific communications course 
TPSS 654 as it was offered during the last two years. 
 
 
Methods 
 
Course overview. The course description of TPSS 654, as stated in the course 
syllabus, is “Laboratory/discussion-type course for improving communication 
skills in the sciences. Written and oral presentations to scientific audiences are 
emphasized. Hands-on experience in techniques and methods is provided.” 
 
The course objectives are students should: 
 

 Be aware of audience psychology and addressing the needs and 
expectations of audiences. 

 
 Be introduced to writing, presenting, and evaluating different forms of 

communication. 
 

 Be able to evaluate critically their written and oral presentations and those 
of others. 

 
 
A diverse selection of topics was covered in TPSS 654 in 2009 (Table 1) and 
2010 (Table 2).  Two textbooks on writing a scientific paper and scientific 
communication were required (Day and Gastell, 2006; Paradis and Zimmerman, 
2002). 
 
 
Table 1. Fall 2009 topics and speaker affiliations for TPSS 654 Communications 
in the Sciences, a graduate course on written and oral scientific communication 
skills at the University of Hawaii at Manoa. Guest speakers were from the 



Tropical Plant and Soil Sciences (TPSS) Department, Molecular Biosciences and 
Bioengineering (MBBE) Department, and University of Hawaii at Manoa 
Hamilton Library (HL). 
 
Topic Guest speaker 
Audiences, audience psychology, audience perspective  
Scientific articles  
Scientific articles, graphics  
Oral presentations. Graphics and visuals.  
Poster presentations. Graphics and visuals.  
Theses, dissertations. Conferences, abstracts, 
proceedings. 

 

Grant proposals Dulal Borthakur, 
MBBE 

Video Orville Baldos, TPSS 
Blogs, RSS feeds, wikis Eileen Herring, HL 
Extension publications. Newspaper articles. Jay Deputy, TPSS 
 
 
Table 2. Fall 2010 topics and speaker affiliations for TPSS 654 Communications 
in the Sciences. The guest speaker was from the Tropical Plant and Soil Sciences 
(TPSS) Department. 
 
Topic Guest speaker 
Audiences. Curriculum vitae, e-mail, memo, business card.  
Scientific articles—Style, format, title, authorship, keywords, 
abstract 

 

Video Orville Baldos, 
TPSS 

Scientific article—Introduction  
Scientific article—Materials and methods  
Scientific article—Figures, tables, photographs  
Scientific article—Results and discussion  
Oral presentations—Audiences, organization, PowerPoint 
slide design, delivery 

 

Scientific poster—Audiences, organization, PowerPoint 
poster design, delivery 

 

Thesis/dissertation proposal, thesis, dissertation. Conference 
abstract. 

 

Extension publications  
Web pages  
 
 
Course format. The course used a variety of teaching techniques. There were 
lectures, small group discussions, class discussions, writing assignments, 



homework assignments, in-class assignments, critiques, oral presentations, and 
guest speakers. 
 
Major assignments. Three key assignments comprised a student’s grade. These 
assignments were developed to increase the students’ critical writing and oral 
skills and to give them active learning experiences in these topics: 
 

 Write a scientific manuscript. 
 

 Create a scientific poster. 
 

 Give a scientific oral presentation. 
 
 
Results and Discussion 
 
Class demographic composition. In the Fall semester 2009, 14 graduate students 
were enrolled in TPSS 654—11 MS and three PhD students.  There were 13 
TPSS students and one unclassified graduate student (a graduate student with no 
major selected).  
 
In the Fall semester 2010, the course had an enrollment of five graduate 
students—four MS and one PhD students. One student was from each of the 
following departments within the college—Tropical Plant and Soil Sciences 
(TPSS); Natural Resources and Environmental Management (NREM); Plant and 
Environmental Protection Sciences (PEPS); Human Nutrition, Food and Animal 
Sciences (HNFAS); and Molecular Biosciences and Bioengineering (MBBE). 
There was also a senior citizen enrolled in the course. 
 
Even with no active advertising of the course, having four students from 
departments outside of TPSS in 2010 demonstrated the wide appeal of the course. 
TPSS 654 is a required course for TPSS graduate students, and it appears higher 
enrollments occur on an alternate year basis. For example, in the Fall semester 
2011, there were 17 students enrolled in the course. 
 
Teaching methods and assignments. The instructor’s teaching philosophy, 
explained during the first class period, of using various teaching methods and an 
active, hands-on learning approach helped provide insightful information to the 
students. Rather than only listening to the instructor and guest speakers, the 
students had take home and in-class activities that afforded them the opportunity 
to discuss relevant issues with each other in small groups and in-class discussions. 
The instructor believes that students can learn much from each other as they share 
their individual experiences. This information is important knowledge that 
supplements the instructor’s lectures, guest speakers, and reading materials. 
 



The three major assignments were writing intensive, and the instructor’s goal was 
to make the students aware of these topics and increase their writing skills.  
Surveys have shown that lack of writing skills is a serious shortcoming of 
graduates after a few years on the job (Stanley and Higley, 2000). Small group 
discussions and small group projects helped students work as teams, which is 
critical because teamwork skills are important (Stanley and Higley, 2000). 
 
Students had the opportunity to critique each other’s work in small group 
discussions. For oral presentations, the class evaluated a student’s presentation by 
answering a set of questions (Table 3). The instructor then collected the class’ 
evaluation forms and gave them to the student to use as a resource for improving 
his/her oral presentation. 
 
 
Table 3. The class used this evaluation form to evaluate the oral presentation of a 
scientific paper by the other students. 
 

Evaluation Criteria Yes No NA 
Was the problem and/or the objective clearly stated?    
Was difficult jargon briefly defined or explained so that a 
general audience could understand it? 

   

Were the slides simple and easy to comprehend?    
Were the slides visible from the back of the room?    
Was there a distinct transition between each topic to help 
guide the audience? 

   

Was there a conclusion or “take home message” at the end of 
the presentation? 

   

Did the student maintain eye contact with the audience?    
Was the presentation tailored towards a general audience?    
 
Comments: 
 
 
Course and faculty evaluation. The University of Hawaii uses an online course 
and faculty evaluation called eCAFE (eCAFE, 2011). The college and the 
department choose selected questions.  The instructor can then select those 
questions of interest to include in the evaluation. Student evaluations of TPSS 654 
in 2009 and 2010 are shown in Table 4. 
 
 
Table 4.  eCAFE Course and Faculty Evaluation by students in TPSS 654 in Fall 
2009 and Fall 2010.  Rating system is 1=strongly disagree, 2=disagree, 3=neutral, 
4=agree, and 5=strongly agree. 
 
Question 2010 mean rating 2009 mean rating 
Instructor demonstrated 5.00z 4.36y 



knowledge of course 
content 
Instructor fulfilled the 
goals of the class 

5.00 4.64 

Instructor communicated 
effectively 

5.00 4.45 

I gained a good 
understanding of 
concepts/principles in 
this field 

5.00 4.55 

The instructor was able to 
explain concepts clearly 
and effectively 

5.00 4.40 

The amount of work 
required is appropriate 
for the credit received 

4.50 3.18 

The course materials 
(texts, handouts) make a 
valuable contribution to 
the course. 

5.00 4.36 

zIn 2010, five students were enrolled in the course, and two students completed 
the course evaluation. 
yIn 2009, fourteen students were enrolled in the course, and eleven students 
completed the course evaluation. 
 
 
A mutually beneficial result of the instructor getting to know the students in the 
course was inviting students to co-author extension publications (Kobayashi et al., 
2008).  This gave students practical application of the writing skills that they had 
learned in class and a publication to put on their curriculum vitae. 
 
In future offerings of this course, more emphasis will be given to in-class time for 
the students to work on their assignments.  This will allow the students to share 
problems and successes and to ask questions of the instructor and fellow students.  
Students will also get the opportunity to receive ongoing instructor feedback on 
their assignments. Although none of the key assignments were collaborative in 
nature, student interaction in class was productive. 
 
 
Conclusions 
 
Students commented that the course was a valuable learning experience and 
helped prepare them for graduate school and beyond. The course provided a 
diverse learning experience and hands-on activities. With so many new MS 
students in the course, the course was appropriate in its timing (fall semester 
versus spring semester). 
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A Study of the Attitude of  Physics Teachers and Students towards use 
and impact of ICT in teaching of Physics at Secondary Level 

 
Abstract 
The information technology has been widely used in various sectors for various purposes for the last many years. 
This major objective of using ICT is to know the attitude of Physics teachers and students towards the use of ICT in 
teaching learning process and also to atomize the process of education to enhance its effectiveness. For example, if 
classroom teaching is supported by the ICT, the delivery of the lesson becomes more effective and as a result, the 
learning of the recipients is improved. Information and communication technology (ICT) also has great impact on 
the teaching of science subjects at secondary level. As far as the nature, concept and range of ICT is concerned, 
starting from traditional kinds of ICT like radio, television, VCR, VCD, it goes to latest ones like computer, internet, 
other electronic devices helpful in improving delivery of lessons. To know about the attitude of teachers and students 
towards the use and impact of ICT on teaching of Physics, two questionnaires (Likert type) were developed i-e one 
for teachers and other for students. The questionnaires were personally distributed to the Physics teachers and 
students in order to know about their attitude towards the use of ICT in teaching learning process. Now the analysis 
of data will be done by using different statistical methods and techniques to reach at some conclusion (Future Plan).  
 

Introduction 

  Information and communication technology (ICT) has been defined in different ways. Cohen et al. (2002) 

defined ICT as “a family of electronic technologies and services used to process, store and disseminate information, 

facilitating the performance of information-related human activities, provided by and serving the institutional and 

business sectors as well as the public at-large”. 

As far as the nature, concept and range of ICT is concerned, starting from traditional kinds of ICT like 

radio, television, VCR, VCD, it goes to latest ones like computer, internet, other electronic devices helpful in 

improving delivery of lessons (Bryers, 2004; Bandle 2006). 

  Schwartz (1990) has defined the term as  

“At face value, ICT is a collection of technologies and applications which 
enable electronic processing, storing and transfer of information to wide variety 
of users or clients”.  

 

According to World Bank definition (2009), ICT consists of hardware, software, 

networks and media for the collection, storage processing, transmission, and presentation of 

information. 

Information and communication technology (ICT) has great impact on the teaching of science subjects at 

secondary level. According to Center for Educational Research and Innovation (CERI, 1989) new information and 

communication technologies have improved and altered the teaching-learning process in many ways.  

The information technology has been widely used in various sectors for various purposes for the last many 



years. This major objective of using ICT is to automize the process of education to enhance its effectiveness. For 

example, if classroom teaching is supported by the ICT, the delivery of the lesson becomes more effective and as a 

result, the learning of the recipients is improved. 

 Actually, the use of ICT is a way of innovating the teaching which contributes to learning. George (2006) 

is quite right in arguing that this kind of innovation has become an integral part of the teaching-learning process. 

Highlighting the various basic elements affecting the teaching-learning process, Ajayi, and Ekundeyo (2008) and 

Higginson (2005) have indicated that teacher, student, curriculum and classroom, environments are very important. 

They add that use of ICT is equally important in this context simply because it improves the teaching-learning 

process. It implies that if teaching-learning process is improved, the achievement of the learners is also improved.  

 According to Aladejana (2007), globally the use of information and communication technology (ICT) is 

fast gaining prominence and becoming the most important elements defining the basic competencies of students. 

According to Newhouse (2002) Productivity of students’ learning is only depends upon teachers selection of most 

appropriate technology then student learning should be  optimize, which means an increase the value of the 

outcomes. However, the use of some technology is more expensive than other. ICT tend to be relatively expensive to 

install , maintain and support users and this must be compared with potential outcomes (Lankshear anad Synder, 

2002).  

   Keeping in mind the outcomes of using ICT in teaching verses expenses especially for developing countries 

where infrastructure still have to be developed  for the use of ICT in schools but it ICT is one element which help to 

support students’ learning of scince subjects (Newhouse, 2002). In this regard Nakleh and Krajcika (1994) found 

that at the subject level, ICT supports the development of science concepts especially for physics.  

The effectiveness of using ICT depends on many factors including needs for using ICT, attitude of teachers 

and taught towards using ICT and so on. For example, Teo (2008) has indicated many studies in this context. 

Referring to the study of Zhao, Tan and Mishra (2001), he argued that the attitudes of teachers are directly related 

with the effective use of computers in the classroom setting. It implies that the positive attitude of teachers and 

students may bring better results and the negative attitude will create a situation quite contrary to it. 

 According to Teachers-preschool, Kindergarten, Elementary, Middle, and Secondary (2005), it is known 

fact that the secondary school teachers help students to develop more deeply into subjects introduced in elementary 

school and expose them to more information about the world. Middle and secondary school teachers specialize in a 



specific subject, such as English, Spanish, Mathematics, Physics, or Biology. In this modern era, some developing 

countries like Pakistan have still to integrate ICT with subject matter.  

 According to Redish (1994), during the past decade, data have built up which demonstrate that as Physics 

teachers, we fail to make an impact on the way a majority of our students think about the world. We have re-

adjusted our teaching so that the students can succeed and we have then either fooled ourselves that we are teaching 

them successfully or lowered our standards by eliminating understanding from our definition of successful learning.   

Hasnain et. al. (2005) also mentioned in their research findings that   

“Our findings suggest that there is a need to revamp our teaching learning 
system. Teachers should be trained in test item designing. Special attention 
should be paid to develop, students’ various learning skills”. 
 

 Again the teachers’ role is potential in this changing world, According to Timss (1999), teachers of 

Science, design and manages the learning environments that provide students with the opportunity needed to learn 

science. They structure the content and pace of lessons, introducing new material selecting various instructional 

activities which were better suitable towards students learning. 

 Teachers may help students use technology and tools to investigate scientific ideas, analyze students’ work 

for misconceptions, and promote attitudes towards science (Woodrow, 1991).  

 The proficiency in handling computers is now an essential tool in all professions. In order to make 

secondary education relevant to the demands of both the present day society and the shape of things to come, it is 

necessary to launch a massive programme for introducing computer education into secondary and higher secondary 

curricula of the country like Pakistan. This should involve not only hands-on activities but also some knowledge of 

the basic concepts of computer technology (Secondary Education, 2006).  

 In the country like Pakistan, most science teachers are unable to use the information technology in their 

teaching of science (Physics) due to a number of reasons. In this regard, Mumtaz (2000) mentioned that the number 

of studies investigated why teachers do not use computers in their teaching (Osen and Weil, 1995, Winnans and 

Brown, 1992; Dupagne & Krendle, 1992, Hadley & Sheingold, 1993). Not surprisingly they found the following list 

of inhibitors,  

 Lack of teaching experience with ICT 

 Lack of availability of infrastructure 

 Lack of on-site support for teachers using technology 



 Lack of help supervising children when using computers 

 Lack of ICT specialist teachers to teach students computer skills 

 Lack of computer availability 

 No connectivity in most of Government and Private schools 

 Regular power breakdown 

 Lack of time required to successfully integrate technology into the curriculum 

 Rigid Education policies  

 Lack of financial support  

     Robertson et al (1997s) quoted by Mumtaz (2000), that teachers’ resistance to computer use was 

divided into several broad-based themes: 

 Resistance to organizational change; 

 Resistance to outside intervention; time management problems; 

 Lack of support from the administration;  

 Teacher perceptions; 

 Personal and psychological factors 

The study of Robertson includes that there is a need for adequate and careful training so that teachers become 

aware of the range of uses and possible benefits of ICT. According to Robinson (2006), ICT is also used for 

computer-supported learning (CSL) for teachers in schools where connectivity (internet connections) is not possible 

or only in limited form. However, some countries are investing handsome amounts of money in adopting ICT for 

schools and developing strong policies for ICT in education. 

     It is commonly observed that resistance to not using ICT in teaching process is lack of training to integrate ICT in 

teaching phenomenon. According to Clinch and Richards (2002) using even Internet or email, it requires special 

training and knowledge to use it in teaching and learning process. This is an era of knowledge explosion and one 

needs specific skill to use computer. For example, the search engine Google lists over 1870000 pages relevant to the 

word ‘Physics’. Many of these pages will be of almost no use to the Physics educator or student. They also have 

aimed to show some of the ways in which the Internet can be used to enhance the teaching of Physics.  

 Clinch (2002) concluded that the essence of teaching is the relationship established between the teacher and 

students. The ongoing interaction between teacher and students, and among students themselves, is an integral part 



of the teaching and learning process and the advent of ICT in the classroom does not make it any less important. The 

distinguishing feature of web-based learning is that it provides a modest opportunity for students to learn Physics 

anytime, any where. Lim and Khine (2006) have discussed the strategies employed by four Singapore schools to 

manage barriers to information and communication technologies (ICT) integration. Based on the observations of 

ICT-mediated lessons and face-to-face interview with teachers, heads of department and school principals, six 

strategies are identified and discussed:  (a) appointment of technical staff, (b) appointment and training of students 

helpers,     (c) sufficient time for teachers to prepare for ICT-mediated lessons, (d) collaboration among teachers in 

preparing ICT-mediated lessons, (e) support provided by school leaders in addressing teachers’ ICT concerns, and 

(f) training, demonstrations or advice for teachers on how to incorporate ICT into classroom instruction. 

 According to Pervaiz (2008), the Ministry of Information and Technology Pakistan and the provincial 

education departments has been working to adopt new strategy to integrate information and communication 

technologies (ICTs) in the education system of Pakistan. With plans for ICT to complement the existing system and 

delivery modes, the strategy includes six key elements namely.  

 Use of ICT to extend the reach of educational opportunity 

 Application of ICT to strengthen the quality of teaching and educational management 

 Employment of ICT to enhance student learning; 

 Development of complementary approaches for the use of ICT in education 

 Building on current experiences of existing and successful programmes; and  

 Development of capacity at the Federal and Provincial Department Level. This strategy will eventually 

become part of the National Education Policy.  

   In order to adopt any new trends in educational system, it takes longer time to adjust with these changes. 

According to Ellermeijer (2008), after two decades of stimulation of the integration of ICT in the Netherlands, 

students are well prepared to use the computer for data-acquisition, data processing modeling and even measurement 

based on digital video they themselves have captured. During the Physics lessons in grade 7 – 12 (age 13 – 18) they 

have used these techniques and become familiar.  

 In Pakistan, the efforts started in 2001, when Intel Teach programme was launched. In 2002, the Intel 

Education signed an MOU with the Federal Ministry of Education, to support the goals of the Ministry towards 

professional development of teachers and progress of our nation through integration of technology. To date 140,000 



in-service and pre-service teachers have been trained, and there has been no looking back for the team. Whilst a 

National ICT strategy has been launched in Pakistan in April 2007, there are still questions of how to address the 

need to bring teachers, administrators and students up to speed with technology and its usage (Intel Teach program, 

2007).  

 It is generally observed that in Pakistan still the most popular method of teaching physics is lecture method. 

According to Intel teach program (2007), a teachers’ approach towards teaching is traditional in Pakistan and is a 

means to transfer book knowledge. This method does not make use of any kind of information and communication 

technology and it is very disadvantageous from the Physics students’ point of view. The students produced are 

unable to utilize ICT to make their understanding in Physics at secondary school level.  

 In country like Pakistan, very few researches have been done in the field of ICT integration in teaching of 

Physics at secondary level. To understand the nature of problem faced by science teachers and students in Physics 

subject, the researcher designed present study. The designed of study is survey type and the main objective of the 

study will be to find the attitude of Physics teachers towards using ICT and proficiency of students in using ICT  in 

learning Physics at secondary level in Pakistan.   

STATEMENT OF THE PROBLEM 

   The aim of the study is to examine the attitude of Physics teachers and students towards use and impact of 

ICT in teaching of physics at secondary level. 

OBJECTIVES OF THE STUDY 

(i) To determine the expertise of physics teachers in the use of ICT  

(ii) To know about the proficiency of students in using ICT during learning of physics. 

(iii) To investigate into the attitude of physics teachers towards the use of ICT at secondary level. 

(iv) To study the attitude of secondary school students towards using ICT in learning of physics. 

(v) To find the motivation for the use of ICT by the teachers. 

(vi) To find out the problems faced by the teachers in using ICT at secondary school level.  

SIGNIFICANCE OF THE STUDY 

The study will be significant for the followings: 

(i) The study will be helpful to promote ICT in understanding Physics at secondary school level.  

(ii) The study will contribute to improve the teaching and learning of Physics through ICT use.  



(iii) The study will evaluate the attitude of teachers and students to use the ICT in their teaching and 

learning Physics.  

(iv) It will be very helpful for the Ministry of Education (Pakistan) to start training programmes for 

secondary school teachers to use the ICT.  

(v) The students of the secondary level will take advantage to improve their understanding of Physics.  

(vi) NGOs, planners in the field of education, policy makers etc, will take the advantage of this study.  

(vii) This study will be helpful to the teachers’ trainers to train the pre-service Physics teachers 

according to the new trends of the use of information technology.  

RESEARCH METHODOLOGY 

 Population and Sample  

 The secondary schools registered with BISE (Multan) will form the population of the study. There was 

1088 secondary school that presented their students in the secondary school examination 2010 in science group. The 

data on school will be in science group analysed for number of enrolments in science group at grade 10th level. The 

data will be obtained from the BISE (Multan) results. 

 Out of a population 1,088 secondary schools 10% proportional random sample of the schools will be 

included in the study. The table given below shows population and sample of schools included in the study. 

Population and Sample of Secondary Schools  

 Total 
Number of 
schools 

No. of Students 
enrolled in schools 
1 to 50 

No. of Students 
enrolled in schools 
51 to 100 

No. of Students 
enrolled  
101 to 300 
 

No of students 
enrolled > 300  
 

Population 
1,088 806 172 100 10 

Sample (10%) 
109 81 17 10 01 

 

  From the sample schools, 50% of physics teachers will be included in the study. A sample of students 

taught physics with ICT and those taught by conventional method will be tested for achievement in physics.  

A small sample of students, who were taught physics (science) by teachers using ICT and those not using 

ICT will be selected for their attitude towards studying Physics/Science. 

DELIMITATION OF THE STUDY 



  The present study will be delimited to: 

1 All the public and private secondary schools in the jurisdiction of Board of Intermediate and Secondary 

Education (BISE) Multan will be included in the study. 

2 Male/female and urban/rural secondary-school teachers will be included in the study.  

3 Only those teachers (M/F) will be included, who teach Physics at secondary level. 

4 Male and Female Students of secondary classes will be included in the study. 

5  Rural and Urban students of secondary classes of science group will be included in the study.  

DEVELOPMENT OF THE TOOL 

Following instruments will be developed for the study: 

1) The questionnaire for teachers on 5-point Likert scale for their attitude for the use of ICT. 

2) Check list for the availability of ICT facilities for teachers. 

3) A questionnaire for the students on 5-point Likert scale for their attitude towards physics and for science. 

 

DATA COLLECTION AND STATISTICAL ANALYSIS PROCEDURE              

Data obtained through the instrument developed for the study will be tabulated and analysed statistically by 

using mean, standard deviation, z-test and t-test (parametric). The other statistical technique will also be used like 

chi-square (non-parametric).  

RESULT OF THE STUDY 

From the findings of the study conclusion will be drawn and recommendations for future work will be 

made. 

 YEAR-WISE DEVELOPMENT OF THE PROJECT  

During the first year at the start of the Project, the researcher will scan the related material (review of 

related material) and also will go through the previous related researches to build his basic concepts about the study.  

 In second year of the study, the researcher will develop the tools of research in the shape of questionnaire. 

After collection of data from the sample, the data will be analyzed statistically.  

 In third year of the study, the researcher will underake write up of the dissertation and will submit it 

successfully.  



DEFINITIONS OF THE TERM USED 

BISE Board of Intermediate and secondary Education  

ICT ) Information and Communication Technology. The integration of the use of 

computer in teaching of Physics at secondary school level.  

IT Acronym for Information Technology. It is use of science to store, handle, 

process and transmit information. 

 

NICT Policy National Information and Communication Technology policy of Pakistan. 

 

Storing Information 

 

 

 

Secondary School 

 

Word processing 

 

. 

Digital audiotapes, discs, laser discs, compact discs, floppy discs, hard discs 

etc are some devices to store information (Hoong and Leng, 2002). 

 

The classes 9th and 10th (ages 14 – 16 years students) 

 

Word processors allow its users to type words on a keyboard that will then 

appear on the screen. The user can correct, delete mistakes. 
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Providing quality teaching to adult education students through an open 
distance learning (ODL):  Unisa case study 
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1. ABSTRACT 

Open Distance Learning (ODL) institutions such as Unisa are faced with a number 

of challenges in their efforts to provide quality teaching and conducive learning 

environments to their students. ODL institutions are also having a challenge with 

their throughput rate which is always lower than the full-time or contact 

universities. This type of institutions are characterised by the distance between 

the institution and their students. Distance in an ODL concept does not only 

mean the geographical distance, but also involves time, and different 

communication majors/tools between the students and the lecturers. This 

ongoing research was carried out using a mixed method research approach.  This 

involves descriptive survey design and classroom observation method. The 

researcher intended to collect convergence data from the two research approaches. 

 The availability of new technologies is transforming institutions such as Unisa   to 

change their traditional ways and methods of teaching, and monitoring students’ 

progress. However the use of technologies creates challenges and learning barriers   

especially to students from rural areas. 

Key words: Quality teaching, conducive learning environments, adult 

education students and open distance learning. 

 

2.   Introduction 

Unisa as an Open and Distance Learning (ODL) institute has brought together a 

range of technologies that have enabled lecturers and students to overcome barriers 

in distance and time.  An ODL environment requires technological enable 

environments in order for it to be successful. An ODL approach focuses on opening 

access to education and training provision, freeing students from the constrains of 

time, place and offering flexible learning opportunities to individuals, and group of 

students. Some of these new technologies come up will challenges as far as 

teaching  and  learning is concerned . Rural students are having difficulties in using 



new technologies to communicate with their lectures and to learn from a distance. 

Most of the students who are from rural areas   are unable to assess the new 

technologies due to lack of finances, shortages poor infrastructure in their 

communities.  

The learning difficulties noticed among UNISA rural students informed this study.  A 

conducive learning environment is a physical and emotional environment that 

encourages learning. In an ODL the learning environment does not include the 

classroom instead it includes the availability of library, learning materials: students 

should have access to resources, support from their lectures, availability of 

technologies to support learning, feedback and feed forward should be given in time, 

the learning environment should be visually stimulating, supportive and inviting to 

students. The learning should be organized in such a manner that it becomes easy 

for students to engage in learning (Killen 2000: xvi). Lectures need to assist students 

in developing positive attitudes towards learning, towards themselves, towards other 

learners, this can be done by enable students to experience success (Killen 2000: 

xvi). 

A conducive learning environment can therefore be described as the process 

whereby   lecturers do everything in their powers to help students maximize their 

learning potentials. By creating positive learning environment lectures are preventing 

negative factors which can disrupt the learning environment, therefore lectures have 

to keep students interested and motivated in their different courses, they should be  

welcoming and helpful towards their students. 

Different approaches such as; Short message system (sms) and the tutorial letters 

are the most effective methods of teaching   rural students from a distance. These 

methods especially the tutorial letters can be made effective only when the lecturer 

in charge of a particular module consider the following steps when planning teaching 

for adult students who are in rural areas: 

Lectures should design Tutorial lectures of high quality which will enable the 

students to interact with other students from different spheres of life e.g. rich/ poor, 

rural or urban, registered for the same module.  Lectures should spell it out in their 

tutorial letters what they will expect from the students, how they will assess them, 



attach rubrics which they will use for marking and   indicate the outcomes they will 

use when assessing their students (Killen 200: 24). If the above information is not 

stated clearly students learning from a distance may encounter challenges when 

studying or preparing their assignment and examination.ng outcomes are not stated 

clearly your assessment is likely to be invalid and reliable. 

The Problem of the Study 

ODL offers students with unlimited study places, geographical settings and liberty to 

study at their own time and also to be decision makers as far as their education is 

concerned. ODL students have to decide, when and how do they engage in their 

studies (Haines, 2006:5). Unisa has experienced a massive dropout rate in the past. 

In 2005 dropouts rates contributed to a deficit of R56, 6 Million, the largest since 

1995 (Pitjana, 2006: 6). Table 1 below is a presentation of modules which were 

regarded as “risk” in 2005. These programs were regarded as risk because of their 

high failure rate.   

Table 1 Risks programs at Unisa 

No PROGRAMS FAILURE RATE IN PERCENTAGES (%) 

 

1 

 

Social Sciences 

 

85-86 % 

 

2. 

 

Bachelor of Science BSc 

 

80- 90 % 

 

3. 

 

Bachelor of Languages and 

Literature 

 

83% for the 2001 cohort 

4.  Bachelor of Commence ( B Com) 77-87% 

(Table adapted from Pitjana, 2006: 6) 

The figures above illustrate that ODL institutions can have a high a failure rate that is 

above 50% average rate.  The problem of high failure rate need to be avoided and 



this can be made possible if lectures can provide their students with environments 

that are more conducive to learning. The statistics in Table 1 above does not indicate 

the frequency of failure and the failure rate of modules offered in the ABET 

department;  however the researcher has used this information to indicate that failure 

rate in ODL institutions can be more than 50%.  

Rural areas in South Africa just like other countries in the African continent are faced 

with a challenge of poor communication infrastructure; ODL is therefore seen as a 

vehicle for meeting their demands (Haines, 2006:6). In an ODL institutions 

technologies are used for two constructing purposes: to distribute teaching and to 

stimulate learning by means of one-way; (a lecturer sending information or 

instructions to students), or two way; (lecturer and students exchanging information 

back and forth (Perraton, Creed & Robinson, 2002:38).  

3. The purpose of this study 

The purpose of this study is to find better teaching approaches (in ODL settings) 

which can be used to facilitate teaching and leaning to students living in the rural 

areas, who are not able to access the new technologies. 

5.1 Methodology  

Mixed method research approach will be used to carry out this study.  This involves 

descriptive survey design and classroom observation method. The researcher 

intended to collect convergence data from the two research approaches. 

5.2 Population 

The population of this study are the ABET students in distance education setting in 

South Africa who are living in rural areas.  

Sampling  

Adult Basic Education and training students who are registered with Unisa for 2012 

will participate in the study.  It is intended that 30 adult education students from 3 

rural areas: 10 adult educations from each rural setting, 6 tutors: 2 from each rural 

setting and 4 lectures from the University of SA, (Unisa) will be selected by  

purposive sampling method to participate in the study. 



5.3 Data collection 

Data are collected through questionnaire survey and the notes taken during the 

classroom observation. In the tutorial classes, tutors will be given modules to teach 

which contains activities to give to students in class. The researcher will attend 

tutorial lectures conducted by tutors; observe how the tutors are facilitating teaching 

and learning in their classroom/ centres. 

5.4 Data analysis 

Descriptive data analysis will be used to analyse quantitative data collected from the 

questionnaire survey. Data from observations will be analysed through qualitative 

data analysis procedures: that is capturing data from observations into a spread 

sheet and noting the emerging themes. 

Conclusion 

The conclusion of this study shall be based on the results from both qualitative and 

quantitative data analysis. 
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Abstract 

Preparing children most effectively to further educational level by providing qualified 

education is one of the basic goals of preschool education. Education program and its 

implementations are the most important guides in this period. This research is intended to 

review the emergent literacy in The Preschool Education Program for 36-72 months children 

and classroom activities in terms of teachers’ opinions. Qualitative research techniques and 

semi-structured interview method were used for analyzing the teachers’ opinions in the 

research group. The interview protocol which contains open-ended questions was developed 

by researchers and used for gathering data. The content analysis method was used for 

analyzing data. Teachers’ – the implementers of the education program - opinions on 

effectiveness and applicability of the program and it's functioning and shortcoming aspects 

have a very important role in assessing the program and making the education process more 

qualified in the process of children’s emergent literacy development. 

Keywords: Early literacy, early childhood education, curriculum, preschool education 

 

INTRODUCTION 

 

One of the most important aims of early childhood education is to provide children 

with the skills requested for being effective individuals in life, such as productivity, creativity 

and problem solving. According to Michalowist (1993) the skill of being engaged in society 

in early childhood education optimally includes understanding the social context in living 

environment. This circumstance also finds voice as a cultural literacy and required to know 

and understand the expression of culture in written language, music and other cultural 

expressions. Cultural literacy includes basic academic skills regarding literacy and 

mathematics and these skills are seen necessary to be in action in the culture. For this reason, 

development of literacy in young children broadly means the development of cultural literacy.  
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Emergent literacy has a special importance among the other school readiness skills in 

the terms of formal education because it’s an educational and learning process which 

language mediates more (Phillips et al., 2010) and starts much earlier than preschool years in 

children’s life. Infant, toddler and preschool periods are seen as the years which children take 

their first critical steps towards learning literacy (NAEYC, 1998; cited. Kueck & Schuele, 

2010). However; traditionally, literacy skills develop when children start to go to preschool 

because children learn how to read and write in the process which they actively involved in 

and receive guidance from interactive relations with peers and adults (Kueck & Schuele, 

2010). According to Phillips et al. (2010) some preliminary information is gained during 

infancy but mostly gained in preschool years. When parents bring a picture book and show 

the picture of a baby to the child and say; “This is a baby”, that book returns to be an object 

with information for the child. Firstly, the baby used to be a “picture of baby” then it turns out 

to be the word “baby”. First the book is read by adults but then it becomes an information 

source that the child can read and learn by himself. At this point, the main thing is to learn to 

understand that a book is an object which involves different information in different pages 

and this situation is starting to make sense of written language (Michalowist, 1993).  

Children learn cultural tools like literacy in culturally valuable activities in which they 

are actively involved and receive guidance from others. These activities are not only used by 

families for certain education goals but also they can happen in some routine activities in 

daily life (e.g. going to the grocery store, reading a recipe or getting written materials from a 

mail box). This perspective broads the view related to literacy towards cultural and social 

based concepts and these activities help children to learn words, enrich their experiences and 

support brain development (Chouliaraki and Fairclough, 1999, cited: Gillanders &Jimenez, 

2004). 

Besides phonological awareness (that is typically indicated among literacy skills), 

rules of alphabet, word repertoire (that is recognized automatically), the language that the 

child use, conceptual and cultural knowledge, oral comparison skills are at least as important 

as the others (Neuman & Roskos, 2005, cited: Stipek, 2006). Also children should learn to 

make connections with what they read or what is read to them and with the previous readings 

or experiences. The standards aimed at literacy skills should include all these skills related to 

reading and the people who use standards and interpret them should be aware that no skill can 

be developed in isolation from others (Stipek, 2006).   

In the changing world, besides standards and expectations of more intelligent work 

force, teachers work with children whose characteristics are getting different 
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(Comber&Nichols, 2004). It gets easier to gain literacy skills for children when teachers 

prepare plans that are suitable to student’s needs and capabilities and when teachers plan the 

activities that can easily be connected to children’s life experiences out of school. In addition 

to this, children enrich their information they need to use in this process. Therefore, it has a 

big importance that learning at home and at school should support each other and so teachers 

need to communicate with people who are in the close environment of the child, especially 

with the parents. According to Gillanders & Jiménez (2004) some home activities oriented to 

literacy skills are prior activities in terms of literacy and school success skills. The literacy 

activities which have meaning for children like singing songs, reading, playing with kids 

support children’s brain development and as a result skills that children need to start school 

are supported. The guidance of responsible adults has a special importance in terms of the 

development and sustainability of self-learning in children (Stricland &Riley-Ayers, 2006). 

Emergent literacy skills of young children are among the prior issues related to 

education in many countries and it is considered among the most important indicators of 

assessing school success along with the mathematics scores. According to Chomber and 

Nichols (2004) producing intelligent work force which contribute today’s global economy can 

be possible only if early literacy skills find a place among children’s educational success. 

Besides literate population joins society as citizens who can follow social activities better, are 

more responsible and self-regulated. With giving importance to literacy skills, governments 

invest more money on literacy programs and measuring-evaluating in these programs. As a 

result, early childhood educators have more pressure on them to get more successful results in 

terms of children’s literacy skills. Today, defending the content of preschool literacy 

education systematically and significantly has gained a different dimension compared to the 

past years. Recent research has caused new trends in this issue. While play is still dominant in 

some private educational institutions like Waldorf Schools, Reggio oriented institutions in the 

United States and some countries’ educational programs like New Zeland and Norway, it 

starts to diminish or constitutes a small portion of the program in many preschool institutions 

financed by states and in some Head Start classrooms (Roskos & Christie, 2011). Play which 

has a critical importance on children’s development and education is gradually being out of 

children’s life and this situation becomes an important threat against the health of children 

who will build the future. 

Even though it’s proved that some academically weighted applications are useful for 

necessary prior skills for literacy, the activities embedded in play (like drama) meet all the 
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needs of children. This play-based method is applicable and accessible for both holistic 

learning and some special academic opportunities (Cooper, 2005).  

Instructions and high-quality learning setting are created by early childhood teachers 

and they are the most important component of this process (Dickinson &Tabors, 2001; 

Neuman&Dickinson, 2001; Neuman&Roskos, 1992; Snow&Paez, 2004 cited: 

Yilmaz&McMullen, 2010). Today, considering that more challenging programs are applied in 

terms of literacy skills, it is apparent that more qualified teachers are needed. Along with the 

fact that early literacy programs and instructions are scientific based, they should be 

integrated with all learning areas and understandable for the people who implement them. 

Teachers are the practitioners of educational programs; they plan suitable activities for 

educational program and for children’s developmental level, they can make qualified contact 

with children’s close environment and constitute the most important component of a 

successful education process. Therefore, during educational process it’s needed to get their 

opinions about implication of program and the positive and negative results of their 

implications should be considered in the process of program development and renewing by 

decision makers. 

In this study, we gathered preschool teachers’ opinions about the Turkish Preschool 

Education Program of the Ministry of National Education in terms of literacy activities. This 

national program was developed for 36-72 months children in 2006 and it designed as a 

framed program aimed to support children’s whole developmental areas and to prepare them 

for elementary education. For developmental and educational aims it has acquisitions for 

children and such structure of this program gives flexibility to teachers to design their own 

creative, developmentally and academically appropriate plans and activities. 

 
Purpose of the Study 

 
The aim of the study was to examine preschool teachers’ opinions about the strengths 

and weaknesses of the literacy part of the national preschool education curriculum. In this 

sense, the following questions were investigated: 

1. To what degree do teachers in preschool education incorporate literacy activities 

during their daily plan? 

2. What percentage of time spent on literacy activity in the preschool classroom? 

3. What are teachers’ opinions about the literacy part of the national preschool 

education curriculum?  
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METHOD 
 

Participants 
The participants were consisted of twenty six preschool education teachers. Their 

years of teaching experience ranged from less than one year to more than 16 years. The 

demographics data of the participants are presented at Table 1, 2 and 3. 

 
Table 1  
Frequencies for Teacher Demographics 
 
  School Type 
 All (N = 26) Independent 

Kindergarten 
Primary School 
Kindergarten 

Level of 
education 

   

2-year degree 2 1 1 
4-year degree 22 13 9 
Distance 
education 

2 2 0 

Gender    
Female 25 14 9 
Male 1 0 1 

 
Table 2 
Ages of Teachers  
 
Ages N 
20-25  11 
26-30  6 
31-35  4 
36-40  3 
41 and more  2 
Total 26 
 
Table 3 
Employment Years of Teachers 
 
Time employed in Pre-K N 
Less than 1 year 4 
1 - 5 years 14 
6 - 10 years 2 
11 - 15 years 4 
More than 16 years 2 
Total 26 
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Data Collection Procedures  
Semi-structured interview forms were used to obtain participants’ views. After the 

interviews the researchers had them transcribed. The transcripts were highlighted and coded 

line by line, independently, by the researchers. The analysts met to compare the initial code 

list and to edit the code list. Inter-rater reliability was established at .98.  

 

Data Analysis 

At the conclusion of all data collection, data from semi structured interviews were 

tallied, analyzed, and disaggregated in multiple steps. Finally, data were analyzed based on 

the research questions and the findings of the study were identified.  

 

Findings and Discussion 

Interview data revealed that teachers described literacy part of the preschool education 

curriculum in terms of the degree to which they use in their daily activities and effectiveness 

of it. Teachers’ views about the sufficiency of the literacy part of the curriculum were shown 

at Table 3. 

 
Table 3 
The Situation of the Literacy Part of the curriculum by Teachers 
 
Literacy Activities N % 
Sufficient 15 57.6 
Insufficient/poorly 9 34.7 
Partially sufficient 2 7.7 
Total 26 100.0 
 

It can be seen that 57.6% percentage of the teachers’ views on the literacy part as 

sufficient and 42.4% of the teachers opinions were found partially sufficient and insufficient. 

On the other hand, as for the frequencies of the literacy activities, 76.9% of teachers explained 

that they had “everyday”, %15.4 of them 2-3 days a week. Only 2 teachers explained their 

literacy activities by depends on children’s age and developmental levels in their classrooms 

(Table 4). 

Table 4  
The Frequencies of the Literacy Activities 
 
Literacy Activities N % 
Everyday 20 76.9 
2-3 Days a week 4 15.4 
Depends to age level 2 7.7 
Total 26 100.0 



7 

 
When the opinions of the teachers who see the literacy part as satisfactory were 

examined, they specified that literacy part in the program was prepared as comprehensible 

and clear. Teachers also stated that they considered the materials and the examples of the 

literacy activities offered in the program sufficient (Table 5). 

 
Table 5 
Teachers’ explanations on the reasons for the satisfactory literacy part in the curriculum. 
 F 
Satisfactory 3 
Comprehensive and clear 6 
Provide flexibility to the teachers  3 
Because of the materials are adequate in the 
program  

1 

Given the examples of the literacy activities 
according to developmental level of the children 

2 

Total 15 
 

On the contrary, some of the teachers who consider the literacy part as unsatisfactory 

claimed it as insufficient and unclear. Furthermore, some of them explained this insufficiency 

with the lack of qualification of the teachers (Table 6). 

 
Table 6 
Teachers’ explanations on the reasons for the unsatisfactory literacy part in the curriculum. 
 F 
Insufficient explanations for the activities 3  
The lack of qualification of the teachers for 
interpretation of the directions in the program 

5  

The efficiency of undergraduate teacher education in 
terms of literacy in early childhood education 

1  

 
Two teachers’ explanations on the satisfactory level of the literacy part of the 

curriculum are partially satisfactory. One of them reported as follows: 

 
“I think the relationship between literacy at primary school and emergent 
literacy studies are highly mentioned. Nevertheless, I consider the curriculum as 
partially sufficient since the program doesn’t help teachers change their 
misperceptions in emergent literacy studies. T 20” 
 
When we asked the teachers about the implications of the literacy part of curriculum, 

most of them (23 teachers) stated that they are able to use the literacy activities offered in the 

curriculum in their daily programs easily. They found the literacy part satisfactory and plan 

various activities according to children’s developmental levels and they explained these 

implications as associated with the teacher competencies. 
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For the effectiveness of the literacy activities of the national curriculum, teachers 

suggested as follow:  

- The content of the literacy part should be explained elaborately and supported with 

the activity examples designed based on children’s age, developmental level and needs. 

- It is important to provide integrity between preschool and elementary school 

curriculum and put forward the expectations of the next education level from the preschool 

aged level children related with literacy skills.  

- Pre-service teachers should be engaged in courses covering emergent literacy 

education during their undergraduate studies and instructed by the experts in the field.  

- Current teachers should be informed about literacy education and emergent literacy 

through in-service trainings that should be held in order to make the literacy education 

efficient. The study carried out by Yilmaz and McMullen (2010) indicated that teachers who 

were provided with improvement programs and ongoing support for the literacy education 

changed their practices. In particular, they seemed to improve their efforts to meet the early 

literacy needs of children. Also, the materials provided to the teachers and trainings the 

teachers’ knowledge, perceptions, and motivation to engage in appropriate literacy learning 

activity were enhanced. In Lynch’s (2009) qualitative study preschool teachers’ opinions on 

literacy development were gathered. The findings show that their opinions on how children 

learn to read and write differ and they are also uncertain about this issue. Even if they apply 

for a literacy activity they are not sure if it’s the best practice to support children’s literacy 

development or not. The findings of this study also show that teachers are unaware of the 

most effective way to support young children’s literacy development. And although they 

believe that their knowledge is important and has an effect on the implications of literacy 

activities and their interactions with parents, they see themselves and their knowledge 

insufficient. The teachers in this study also declare that they wouldn’t like to be isolated from 

the other preschool teachers and want to share their knowledge and see what other teachers 

are doing. Also in this study many preschool teachers said they would like to learn new 

knowledge about children’s literacy and cognitive development. And they also wanted to 

know if there were standards on literacy or not. So this supports the finding of their 

uncertainty about literacy development.  

- Visual educational materials should be suggested in the curriculum for supporting 

children’s early literacy skills. According to Yilmaz and Mc Mullen (2010) classroom 

environment can play a central role in promoting children’s early literacy development. The 
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limited integration of early literacy related materials into some of the classrooms may have 

been related to the organizational structures of classroom environment on children’s learning. 

- Parents should be enlightened for the importance of early literacy so that they 

provide support to their children at home. In Lynch (2009) study similar to our study the 

teachers were commented on the importance of parent involvement in children’s literacy 

development the need to inform parents about the activities and their child. 

- Through different practices and approaches in early childhood education, teachers 

can develop their level of knowledge and competence in supporting all children’s early 

literacy skills. 

 
CONCLUSION 
 

The results from the current study offer promising indications that the amount of 

literacy activities occurring in today’s preschool classrooms. 

Findings indicated that teachers’ instructional decisions were largely shaped by their 

experience and their knowledge and understanding of best-practices research. More recent 

qualitative inquiries about teachers’ attitudes toward and beliefs about literacy education have 

been conducted with pre-service, rather than in-service, teachers. Thus, logical follow-up 

work might focus on why teachers choose to include, or not to include, literacy activities as 

well as the backgrounds, training, and beliefs that influences these decisions. 

The findings of the current study offer important possibilities for ongoing professional 

development of teachers in the area of literacy education. The critical need for ongoing 

teacher improvement trainings for the teachers to develop foundational knowledge in early 

literacy practices that align with early literacy theory is apparent. Most importantly, 

professional development and teacher trainings must inform future and in-service teachers 

about the variety and significance of literacy activities in early childhood period. It is also 

important to note that the teachers in the current study relied largely on the importance of the 

early literacy education.  

This study can be further extended by examining teachers’ current level of emergent 

literacy knowledge.  
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Abstract 

The influence that the smell exerted on the activation level of the communications network in 

the study class was quantitatively investigated. The sight, the hearing, sense of smell, and the 

sense of touch, etc. are used as a means that man recognizes the environment. In these sensory 

impulses, it is commonly known to influence man's behavior. Sense of smell in the sensory 

impulse was researched in this thesis. Because the olfactory stimulus is transmitted directly to 

the brain, it is thought that the major impact is given to man's behavior. For instance, the 

research has already been done as for the influence that a comfortable smell gives the learning 

efficiency. We examined the influence that the smell exerted on communications strength of the 

student of the class.  

The limonene, the α-pinene, and lavender (extraction oil) were used as a smell substance. It is 

reported that the limonene improves person's level of alertness. The α- pinene has the effect of 

decreasing a psychological stress. Lavender makes feelings quiet down and there are sterilizing 

properties, too. The difference between them was measured when the smell substance of a 

constant concentration was made to exist in the classroom and when it did not exist. The 

measuring object was a university student. Communications strength in the class was analyzed 

by the sociometry method developed by Jacob L. Moreno. As a result of the experimental 

research, concerning the influence that the smell exerted on communications strength, the 

following new findings were obtained. It has been understood that the group cohesiveness index 

increases as a result of calculating sociometry in the class in the state to smell a comfortable 

smell. Moreover, it was shown that the level in the effect was different depending on the kind of 

the smell. We were able to clarify that the smell was able to be used to improve communications 

in the class from the above-mentioned result.  

 

Key words: 

Smell utilization, Class communication, Sociometry analysis, communication ability 
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Abstract 

 

 

 

Empirical evidence suggests that in the Florida’s K‐12th grade public education system most 

Black males experience extremely high academic failure and are inclined to drop out of school at an 

astounding rate compared to their White male and female counterparts and Black females.   Further, 

Black males enrolled in Florida schools will less likely complete a post‐secondary degree if they enter 

college.  This paper examines the detrimental and long‐term effects of disparate school system practices 

that target Black male students and systematically deny them access to a comprehensive education, and 

subsequently inhibit their opportunities for academic achievement. 

 

 

 

 

 

 

 

 

 

 
 
 
 
 
 
 
 
 



Introduction 

 

  The persistence of a multi‐dimensional Black‐White achievement gap in the United States has 

been widely acknowledged as a major social problem, a controversial public policy issue, and a subject 

that demands the continued attention of academic theorists and researchers working from a variety of 

disciplinary perspectives. Although Black‐White differences in academic attainment and its primary 

socioeconomic correlates have shown some decline since the era of the Civil Rights Movement, they 

have remained large (Hanushek & Rivkin, 2008, p.2). The long‐term trend data clearly indicate that the 

pace of progress in closing racial achievement gaps has slowed of late and may have actually undergone 

a reversal among young males. There is no doubt that an unconscionably large proportion of African 

American males is currently suffering a prolonged crisis that is distinguished by the severity of its 

manifest consequences and the likelihood that it will yield downward socioeconomic mobility within 

current and future generations. The nature of this opportunity crisis has been captured in the Schott 

Foundation’s recent statement that: 

 

Over the last 25 years, the social, educational and economic outcomes for Black males have 
been more systemically devastating than the outcomes for any other racial or ethnic group or 
gender. Black males have consistently low educational attainment levels, are more chronically 
unemployed and underemployed, are less healthy and have access to fewer health care 
resources, die much younger, and are many times more likely to be sent to jail for periods 
significantly longer than males of other racial/ethnic groups (2008, p.3). 
 
Although these inter‐penetrating disparities can be discerned among Black males of all ages, the 

impact is most acutely apparent among adolescents and young men. Since the mid‐1980s several 

scholarly observers have characterized Black male youth as an “endangered species” that is at 

inordinately high risk for failure across virtually all life domains (Jordan & Cooper, 2003, p.200).  

  The Black‐White achievement gap is acutely apparent within the societal institution that has 

traditionally performed the function of equalizing opportunities among ethnic‐racial and class groups, 

the nation’s public education system. At present, African American male students display the poorest 

educational outcomes of all major demographic groups in the United States (Levin, Belfield, and 

Muennig, & Rouse, 2006, p.2). National statistics show that African American males are much less likely 

to graduate from high school, to attend college and to achieve a post‐secondary degree than their White 

counterparts. They also reveal that Black males under‐perform both White students and Black females 

on standardized tests administered at elementary, middle and high school levels. Throughout their 

public school careers Black males are heavily over‐represented among students assigned to special 



education, placed within the lowest ability groups, retained for one or more grades, and subjected to 

exclusionary discipline (Uwah, McMahon & Furlow, 2008, p.296). For many within their ranks the 

customary pattern of school completion leading to gainful employment has been replaced by school 

failure preceding or accompanied by incarceration. As several of the attendees at a research conference 

sponsored by the Civil Rights Project and Northeastern University’s Institute on Race and Justice in 2003 

remarked, a large percentage of Black male adolescents is now part of or about to enter a “school‐to‐

prison pipeline”(Fenning & Rose, 2007, p.538).  

  Given the obvious importance of obtaining a high school degree for socioeconomic status, 

secondary school graduation and dropout rates have been a focal point of investigations into the extent 

and the causes of the Black‐White educational achievement gap. As will be discussed at greater length in 

the next section of this chapter, the most commonly used indicators of high school completion that 

appear within nationwide figures from official sources are highly suspect. Using what is arguably a more 

valid definition of high school completion, the Schott Foundation has calculated that during the 2005‐

2006 school year less than half of all Black males received a regular high school diploma with members 

of their modal age cohort (2008, p.2). There are marked disparities between and within the nation’s fifty 

states. The Schott Foundation has projected that only one third of the one million Black male students 

who are currently enrolled in the public school systems of New York, Florida, and Georgia will graduate 

high school on a timely basis (p.2).  

The Black‐White educational achievement gap has adversely affected African American youths 

in general, but recent data indicate that Black males significantly underperform Black females and that 

this gender gap has widened substantially during the past two decades. (Holzman, 2006, p.3). As 

Saunders and her colleagues have observed, “Black males are falling behind their female peers 

educationally as African American females are graduating from high schools at higher rates and are 

going on to college and graduate school in greater numbers” (Saunders, Davis, Williams & Williams, 

2004, p.81). Educational attainment gender gaps are presents among all of the major ethnic/racial 

groups living in the United States, and generally, favor females. But the African American gender gap is 

the widest among all student groups, it is increasing at the fastest pace and it is most apparent at the 

post‐secondary level where it reflects the cumulative effects of achievement differences in elementary 

and secondary schools (Brun & Kao, 2008; Saunders, et al. 2004; Uwah, et al. 2008). 

  School failure has a calculable depressive impact upon the individual lifetime earnings of African 

American males. But as economists who have investigated this phenomenon have found, low levels of 

educational attainment among members of this demographic group entail substantial public losses. 



Levin and his associates have argued educational inequality for Black males leads “to large social costs in 

the form of lower societal income and economic growth, lower tax revenues, and higher costs of such 

public services as health, criminal justice, and public assistance” (p.2). In their estimation, the lifetime 

public benefits of an African American male graduating from high school amount to $256,700 per new 

graduate; if Black males completed high school at the same rate as White males, the net public savings 

would be roughly $3.98 billion each year (p.2). 

  The magnitude of the Black‐White educational achievement gap, its increasing concentration 

among males, and evidence of a break from the constructive trends posted between 1970 and the late 

1980s has evoked an exceedingly large body of research (Lewis, James, Hancock, & Hill‐Jackson, 2008, 

p.127). This corpus of work has increased dramatically during the past few years. Scholars from the 

fields of education, sociology, psychology, political science/policy and economics have sought to 

measure the gap and, even more importantly, to identify its antecedents for the purpose of formulating 

effective remedial policies and intervention practices. Yet there is no unified model of the Black‐White 

educational achievement gap and/or the processes that contribute to school success/failure among 

African American males. Instead, the use of competing theories based upon radically different 

assumptions has generated a huge but unwieldy, and often contradictory, body of findings. The current 

Black‐White school achievement literature embodies studies that have tested hypotheses that 

collectively encompass a very large number and broad range of study variables. At the same time, 

scholars who have investigated identical sets of variables using the same data bases or similar study 

samples have reported diverse results as a consequence of methodological differences. In some 

instances, they have transformed similar results into findings that are incompatible with those of their 

fellow researchers due to both methodological and ideological differences. 

  Several investigations of the Black‐White public school achievement gap have been conducted 

within the state of Florida while several others have examined the influence of statewide and district 

policies upon that gap and upon the experience of African American males. This is understandable. 

More African Americans are enrolled in Florida’s public schools than in any other state (Holzman, 2006, 

p.24). Despite some modestly encouraging signs in the 2007‐2008 school year, Florida’s Black‐White 

high school completion gap remains larger than the national average. According to the Schott 

Foundation, on the basis of Black‐White high school completion rates in 2006‐2007, Florida ranked 46th 

among all states (Schott, 2008, p.5). Using more stringent indicators, definitions, and computational 

methods than those employed by the Florida Department of Education, the Foundation’s researchers 

estimated that in 2006‐2007 less than a third of Florida’s Black male high school students graduated “on 



schedule” (Schott, 2008, p.2). There are additional aspects of Florida’s case, notably those found in the 

state’s public school performance assessment and accountability regime that are of considerable 

interest to both policy‐makers and scholars. At bottom, Florida’s Black male high school crisis 

exemplifies the nation‐wide problem while its relatively poor record highlights the problem’s complexity 

and the constraints of addressing it. 

  The next section of this paper will present descriptive data relevant to the Black‐White public 

school achievement gap in the United States and in Florida, including available information concerning 

gender differences among African American students. Some of the “facts” presented have been 

garnered from official sources, including the National Center for Educational Statistics (NCES) and the 

Florida Department of Education. But owing to a number of methodological shortcomings, much of the 

data presented in this section is derived from the work of the Schott Foundation, an independent 

research and advocacy organization dedicated to Black males. The official statistics do not furnish a 

complete picture of the Black‐White school achievement gap. Thus, for example, there are no central 

repositories of national or statewide information about such significant facets of the Black‐White gap as 

racial differences in grade retention or ability group/curriculum track assignments. Consequently, the 

researcher will rely upon secondary sources of information and, in some instances, descriptions and 

analyses of student derived from works that have used geographically circumscribed sampling universes 

along with illustrative examples drawn from multiple or even single case studies. While there is no 

theoretical consensus about the causes of the Black‐White school achievement gap or the plight of the 

Black male students, the next section of the chapter will examine competing theoretical perspectives 

that have been brought to bear upon the subject. The chapter divides these perspectives under three 

broad headings: (1) structural/systemic, (2) individual/family, and (3) interpersonal interaction/cultural 

discontinuity. This is admittedly a makeshift typology but the section presents concepts that are 

essential for the interpretation of empirical studies that are presented in a subsequent portion of the 

review.  

  There are two broad generalizations that can be educed from an analysis of data about the 

Black‐White public school achievement gap in the United States. First, there is at present a statistically 

significant gap in the educational attainment and the academic performance of African American and 

White students in all fifty states and this gap overlaps with gender differences to the disadvantage of 

Black male students. Second, the salient indicators‐‐‐high school completion/dropout rates and scores 

on national standardized tests‐‐‐reveal that the overall Black‐White gap narrowed substantially between 

1970 and the late 1980s but has remained constant or even widened since that time (Lee, 2002, p.3).  



  According to one of the measures used by the NCES, in 1971 82 percent of the nation’s White 

students completed high school as compared with 59 percent of Black students, yielding a gap of 23 

percentage points (Planty, Hussar, Snyder, Provasnik, Kena, Dinkes, Kewal‐Ramani, & Kemp 2008, p.40) 

During the next eleven years, however, the racial gap on this indicator narrowed by 15 

percentage points, to just 8 percent. Between 1970, when the National Assessment of Education 

Progress (NAEP) standardized tests were first administered, and 1988, the Black‐White gap in the 

average reading achievement scores of 13‐year‐olds public students fell by half (Page, Murnane & 

Willett, 2008, p.1). Over this same period, the mathematics achievement gap showed a similar decline of 

48 percent among 8th‐grade students, while 4th grade assessments showed reductions in the Black‐

White learning differences of similar magnitude. Subsequent research demonstrated that changes in the 

characteristics of Black families, notably increases in the educational attainments of Black parents, 

contributed to the closing of the Black‐White gap in average achievement during the 1970s and 1980s 

(Berends, Lucas & Penaloza, 2008). These trends were especially heartening given that the performance 

of White students remained relatively constant while that of Black students increased rapidly. 

  Thereafter however the Black‐White achievement gap displayed no consistent trend. The Black‐

White high school completion rate gap (as measured by the NCES) has fluctuated between 4 to 10 

percentage points since 1982; in 2007, the high school completion rate for Blacks (88 percent) was still 

below that of Whites (93 percent) (Planty et al., 2007, p.40). In the late 1980s, progress in narrowing the 

NAEP test score gaps also came to a halt among 9‐year old 4th grade students. Moreover, the trend 

actually reversed for 13‐ and 17‐year‐olds, with racial gaps in the reading and math scores of 8th and 12th 

grade students increasing (Page, Murnane & Willett, 2008, p.1). Since then, the size of the gap has 

stabilized at all grade levels tested. A similar long‐term trend pattern has been observed in Black‐White 

scores on SAT and ACT college entrance tests (Harris & Harrington, 2006, p.210). However we look at 

the raw data, it is evident that the momentum that Black students gained in the 1970s and maintained 

in the 1980s has dissipated. 

  Before proceeding any further, it is important to understand the nature of the indicators that 

official sources use in reporting high school completion data. As noted in passing above, the latest NCES 

figures suggest that 88 percent of all Black students “completed” high school as compared with 93 

percent of their White peers. Factoring in data for other major racial/ethnic groups, notably Hispanics 

and Asians, the high school graduation rate in the United States was reported to be 88 percent. But as 

Heckman and LaFontaine (2008) have argued, the official statistics inflate total high school graduation 

rate and concurrently mask the actual divide between Whites and Blacks. “Depending on the data, 



definitions, and methods used,” they wrote, “the U.S. graduation rate has been estimated to be 

anywhere from 66 to 88 percent in recent years‐‐‐an astonishingly wide range for such a basic statistic. 

The range of estimated minority rates is even greater‐‐‐from 50 to 85 percent” (2008, p.2). According to 

their independent analysis, the actual U.S. high school graduation rate peaked in the late 1960s at 

around 80 percent and then declined (p.3). Moreover, between 1972 and the present there was no 

convergence in majority‐minority high school graduation rates and, at present, 65 percent of Blacks and 

Hispanics leave high school without a regular diploma (Heckman & LaFontaine, 2008, p.3).  

The explanation for the enormous disparities reported for the high school graduation rate and 

its disaggregation into Black‐White rates stems from three issues. First and foremost, the official rate of 

88 percent is the high school completion status rate. It is a measure of the percentage of 25‐to‐29 year 

old Americans within the general population who have received a high school diploma or an equivalent 

certificate (generically a General Education Diploma or GED). As such, it does not measure continuous 

promotion and so includes individuals who do not graduate high school in four‐years with their age 

cohorts or “classmates.” Secondly, it also counts individuals who have received GEDs rather than 

“regular diplomas. Lastly, depending on the methods used by various states, it excludes at least some 

institutionalized 25‐to‐29 year olds such as youth in reformatories, jails, prisons, rehabilitation centers, 

and inpatient psychiatric facilities. Through a combination of these factors, especially the first two, the 

overall all high school completion rate is grossly inflated. Because Blacks in general and Black males in 

particular are over‐represented among grade‐retained students, among GED holders, and within the 

institutionalized populace, the national high school completion data inflate rates for these subgroups to 

an even greater extent than they do for the summary completion rate.  

In computing nationwide high school completion rates, the U.S. Department of Education relies 

upon data sets submitted by state departments of education. In March of 2008, the New York Times 

published an article under the title of “State Data Obscure How Few Finish High School” (Dillon, 2008). 

The piece focused on the disparities between the graduation figures furnished by the states to 

Washington under the mandates of the No Child Left Behind Act (NCLB). The author noted that while 

the “official” graduation rate reported by Mississippi under the NCLB in 2007 was 87 percent, while the 

state itself estimated a rate of 63 percent. Similarly, although California reported an 83 percent high 

school completion, the state’s internal figure was 67 percent. In both instances, the states used a high 

school completion status rate rather than a continuous promotion rate in the figures submitted to the 

federal government and included the reception of a GED as the equivalent of earning a regular high 

school diploma. There have been even more egregious distortions, but the point is that national data 



embodies inflated numbers that also tend to show much lower Black‐White differences in high school 

completion. At present as state educational agencies develop the capacity to track data on individual 

students and thus directly compute a “continuous promotion” rate, states are moving toward a uniform 

system of reporting as mandated by the U.S. Department of Education. Currently however, because the 

states have used “loose” definitions and methods, the NCES data is, at best, vulnerable to objection and 

the most reliable indicator is the high school completion status rate based on responses from 25‐to‐29 

year olds. 

There is one final problem. Owing to the pressures that states and districts experience as a 

consequence of federal and state school accountability regimes, there is substantial evidence that public 

school personnel “game” the system. As Darling‐Hammond (2007) has complained, “schools’ responses 

to the incentives created by high‐stakes tests can cause gaming that produces higher scores at the 

expense of vulnerable students’ education. Studies in New York, Texas and Massachusetts have showed 

how schools have raised their test scores while ‘losing’ large numbers of low‐scoring students” (p.253). 

Gaming occurs through several different methods. They include retaining low‐performing students in 

3rd, 7th and/or 11th grades thereby excluding them from the next scheduled NAEP assessment, the 

assignment of low‐performing students to special education (thereby removing them from the tested 

populace), and “encouraging” students to accept a GED in lieu of continuing their high school education 

(p.253ff).  

With these provisos in mind, in 2007, the NCES reported a “high school completion” rate of 87 

percent. As Planty and his colleagues at the NCES noted, this indicator has ranged between 85 percent 

and 88 percent over the last 30 years (Planty, et al., 2008, p.40). The total figures show a gender gap 

favoring females over males (89.1 percent versus 84.9 percent). The completion rate for all Whites in 

2007 was reported at 93.5 percent, with a modest edge for females (94.2 percent) over males (92.7 

percent). The total completion rate for Blacks according to this indicator was 87.7 percent, with virtually 

no gender difference (Black females at 87.9 percent as compared to 87.4 percent for males) (Planty, et 

al., 2008, p.143). The entire profile was depressed by non‐Black Hispanics, who had a high school 

completion rate of 65.0 percent (60.5 percent for males and 70.7 percent for females). It is likely that 

many of the Hispanics included in this survey of 25‐to‐29 year olds are first generation immigrants who 

came to the United States as older adolescents or young adults and never attended a U.S. high school.  

The NCES also computes a status dropout rate. It is based on the percentage of 16 to 24 year‐

olds who have withdrawn from public school prior to graduation and without receiving a GED. In 2006, 

the status dropout rate for Whites was 6 percent while the rate for Blacks was 11 percent. According to 



Planty et al. (2008), the Black‐White high school dropout status gap narrowed during the 1980s but 

showed no significant change during the 1970s or during the period between 1990 and 2006 (p.38). 

Both of these indicators stand in marked contrast to the figures calculated by the Schott Foundation 

which are based on continuous promotion and exclude GEDs. Consequently, the Foundation’s 

researchers have estimated that during the 2005‐2006 school year, more than half of all Black males in 

the modal age range for high school graduation did not receive a regular diploma (p.2). 

The NAEP measures achievement levels of 4th, 8th and 12th grade students in various subjects; 

each of its tests are scored on a scale of 0 to 500. The NAEP also reports composite results for all student 

and for racial/gender subgroups as the percentage of students within defined categories that are 

designated as “below basic,” “at basic,” “at proficient” and “above proficient” levels. In 2007, at the 

fourth grade reading level Black students had a mean test score that was 27 points lower than that of 

White students (Planty, et al., 2008, p.24). We get a much firmer grasp of the meaning of this figure in 

the composite data. For 2005, the most recent year for which data is available in this form, 72 percent of 

White male students scored at or above the basic level on the NAEP’s 4th grade reading assessment as 

compared to just 36 percent of Black male 4th‐graders (Holzman, 2006, p.10). The distributions for both 

groups of males improved over those recorded in 1992, with Black males showing somewhat greater 

progress than their White counterparts. White females outperformed both of these males groups, with 

77 percent reading at or above the basic level in the 2005 4th grade assessment, while Black females 

came in at 44 percent. A gender gap appeared within both racial categories, but it was slightly larger 

among Blacks. A very similar pattern emerged in the 2007 NAEP 4th grade mathematics assessment, with 

Black students positing a mean score 26 points below Whites 

On the NAEP’s 2007 8th reading test, Black students scored an average of 27 points lower than 

White students (Planty, et al., 2008, p.26). Among White males taking the 8th grade reading test in 2005, 

76 percent were rated as performing at or above basic level, as compared to 43 percent of Black males. 

Again, the distributions for White and Black males improved over those reported in 1992, with Black 

males showing slightly greater gains. White females enjoyed the best distribution of all the 

gender/ethnic‐racial categories reported; 86 percent of these students were reading at or above the 

basic level in 2005. Black females performed better than their male counterparts (58 percent at basic or 

above levels), but well below Whites of both genders (Holzman, 2006, p.10). On the 2007 8th grade math 

test, the gap between middle school Blacks and Whites (32 points) was substantially higher than the gap 

registered among 4th grade students (Planty et.al, 2008, p.26). The 2007 battery also included a measure 

of writing proficiency, with 8th grade White students scoring above Blacks (164 versus 141), and Blacks 



about to enter high school showing lower English language writing ability than Hispanics (Planty, et al., 

2008, p.112). 

On the 12th grade writing test administered in 2007, White students had mean grade of 159, 

while their Black peers had an average grade of 137, basically replicating the racial gap in writing among 

middle school students (Planty, et al., 2008, p.112). For the NAEP’s high school math assessment in 

2005, the average grade for Whites came in at 157, compared with 127 for Blacks (Planty, et al., 2008, 

p.108). Space does not permit a finer grained presentation, but it is apparent that the Black‐White 

learning gap as measured by mean scores on NAEP tests is substantial. It is also clear that the full 

purport of the differences in scores is more evident when the results are broken down into percentages 

of students within racial/gender groups at hierarchical proficiency levels. 

Mean achievement gap indicators and average test scores of White and Black public school 

students across the United States do not adequately capture the nature of the racial achievement gap. 

As the test distribution data implies, while many Black students (male and female alike) are performing 

at levels comparable to their White peers, a substantial number are at much higher risk of educational 

failure. Three inter‐related sets of variables distinguish those at highest risk. The first is socioeconomic 

status (SES) which can be measured at the level of the individual student’s household, the composite of 

the school and, closely related to that, the composite for the neighborhood in which the student resides. 

According to Rumberger (2007), in 2005 roughly 34 percent of all Blacks under the age of 18 years old 

were living in households with annual incomes below the federal poverty level as opposed to 14 percent 

of their White peers (p.1295). Moreover, not only are Blacks of school age much more likely to be poor, 

“they are also more likely to attend schools with other poor children” (p.1295). For the purpose of 

measuring school SES, educational researchers have used the percentage of students eligible for the free 

or reduced‐price lunch program as a proxy measure for the concentration of low‐income students 

within a school. “High‐poverty” schools are defined as public in which more than 75 percent of the 

students are eligible for free or reduced price lunch; “low‐poverty schools” are those in which 10 

percent or less of students eligible for free or reduced‐price lunch. In general, Black students are heavily 

over‐represented within “high poverty” schools and under‐represented in “low poverty” schools. 

Nationally, 15 percent of all public school students attended “high poverty” schools; in 2007, 32 percent 

of all Black students but only 4 percent of White students were enrolled in poor schools. In that same 

year, 19 percent of White students as compared to 4 percent of Black students attended “low poverty” 

schools (Planty et al., 2008, p.48) As will be documented in a subsequent section of this chapter, 

household SES and school SES are robust correlates of student performance and educational 



attainment, with the school (or neighborhood) measures showing the strongest relationships to both 

outcome variables. 

Under the public education funding system that prevails within the United States, local property 

taxes account for a substantial share of school district revenues. As a consequence, poor school districts 

would appear to be heavily disadvantaged. But the raw figures for 2004‐2005 indicate that “high 

poverty” districts actually spent more per pupil ($9,892) than did the “low poverty” districts ($9,263) 

(Planty, et al., 2008, p.57). Yet schools in poor districts have larger class sizes, fewer teachers and 

counselors, fewer and lower‐quality academic courses, extracurricular activities, books, materials, 

supplies and computers, libraries and special services (Darling‐Hammond, 2007, p.248). Part of the 

explanation for this seeming anomaly is that poor districts must offer substantially higher salaries to 

attract and retain qualified teachers and staff members. They have substantially higher expenditures per 

pupil for safety and security provisions, and are frequently located within urban centers that display 

elevated costs for a wide range of product and service offerings. As a consequence, students who live in 

high poverty districts are more likely to attend schools in which core educational resources are in limited 

while the physical condition of the school building well below common standards. . 

In the United States, poverty is strongly concentrated within residential communities in which a 

preponderance of residents are members of minority groups, and residential location virtually 

determines the public school that a child attends. For the purpose of measuring the impact of attending 

a racially segregated school researchers use aggregated enrollment data. In most widely‐used 

classification, schools in which 75 percent or more of the students are self‐identified as Black, Hispanic, 

Asian/Pacific Islander, or American Indian/Alaska Native) are categorized as “high minority” schools. 

Conversely, those in which 25 percent or less of the students as belong to one of these four racial/ethnic 

groups are characterized in the research literature as “low minority” schools. In the 2005‐2006 school 

year, 23 percent of all public elementary and secondary students were taught in high minority schools, 

but 50 percent of the nation’s Black students attended a “high minority” school. Schools in which more 

than 75 percent of the students identified their race as Black accounted for 31 percent of all Black 

students (Planty, et al., 2008, p.50). Using 2000 U.S. Census data, Rumberger and Palardy calculated that 

more than 70 percent of all Black students in the United States attended “predominantly minority” 

schools (defined by the authors as having a study body that is 50 percent or more non‐white), a higher 

percentage than in 1970 (2005, p.2000). 

Lastly, the nation’s urban centers contain neighborhoods with very strong concentrations of 

poor, minority group families. Common Core data show that the highest rates of student dropout occur 



within large cities such as New York, Detroit, Baltimore, Chicago, and Philadelphia (Neild, Stoner‐Eby & 

Furstenberg 2008, p.543). Within the 11 large urban centers in the NAEP’s database, 89 percent of Black 

8th graders were not proficient in reading on the 2005‐2006 assessments (Lewis et al., 2008, p.135). The 

available research indicates that low SES Black students who attend racially segregated urban schools 

are at extraordinarily high risk of school failure. 

Nationally, the percentage of African‐American students enrolled in special education classes is 

disproportionately high while the percentage of Black students admitted to Gifted/Talented programs is 

disproportionately low. According to a Schott Foundation researcher, across the United States Black 

students are placed in programs for Gifted and Talented students at about half the rate that would be 

expected on the basis of their enrollments. Male Black students are much less likely to participate in 

these programs than female Black students (Holzman, 2006, p.12).  

While African Americans comprise roughly 14.8 percent of all students in public schools, they 

represent approximately 20 percent of all students covered by the Individuals with Disabilities Education 

Act (Planty, et al., 2008, p.13). This in itself suggests that Blacks are more likely to be assigned to special 

education programs. But as several scholars have noted (Blanchett, 2006; Bollmer, Bethel, Garrison‐

Mogren & Brauen, 2007; Henderson, 2008), Black students are very heavily over‐represented within 

certain disabilities categories, notably the “high incidence” categories of mental retardation and 

emotional or behavioral disorders. According to Blanchett, Black students are 2.41 times more likely 

than White students to be identified as having mental retardation and 1.68 times more likely to receive 

an emotional or behavioral disorder assessment (p.24). Black students in special education are most 

likely to be diagnosed as having “mild” mental retardation, suggesting that when faced with a borderline 

case, school system psychologists are disposed towards recommending that they be placed in special 

education. (Bollmer et.al, 2007, p.186) 

Black students and particularly Black males constitute an inordinately high proportion of all 

students who receive one or more out‐of‐school suspensions (Holzman, 2006, p.10). While the federal 

governments mandates reporting of discipline data from schools for special education students, there is 

no such requirement for students who do not have IDEA plan (Fenning & Rose, 2007, p.545). 

Nevertheless, the U.S. Department of Education Office for Civil Rights has estimated that during the 

2004‐2005 school year African Americans students were about three times more likely to be suspended 

from public schools across the nation as White and Asian students (Gregory & Weinstein, 2008, p.456). 

Using more conservative methods and excluding Asians from the comparison group, Hinjosa (2008) 



recently estimated that Black students are 2.3 times more likely to be suspended than their White 

counterparts (p.175). 

There is also no national data‐collection system for public school grade promotion or retention 

statistics; researchers have used indirect measures and limited samples to calculate racial and gender 

differences for grade retention (Hauser, Frederick & Andrew, 2007, p.3). The most powerful and 

consistent demographic correlate of grade retention is not race, but gender. At every grade level, female 

students are much less likely to be retained than males (Hauser, et al., 2007, p.4). The National Research 

Council has reported that between the ages of 6 to 8, there is no statistically significant difference in the 

modal ages of Black and White students. However, for the 9‐ through 11‐year‐old age bracket, the rate 

of being below modal grade age in school is approximately 10 percent higher for Black students in 

comparison to Whites. By high school, approximately 40 to 50 percent of Black students are above the 

modal age for grade attended as opposed to 25 percent to 30 percent of Whites (cited in Hauser, 2007, 

p.4). This indirectly but strongly affirms that Black students are much less likely to be continuously 

promoted than White students throughout the years in public school, with a significant share of the 

grade retention loss for Blacks occurring at middle schools and high schools. 

Most American high schools organize instruction along curriculum tracks that are geared to 

variation in the assessed ability levels of individual students (Southworth & Mickelson, 2007, p.502). 

Again, there is no national system that reports student assignments to ability groups, but the available 

research strongly indicates that Blacks are disproportionately enrolled in lower ability courses (Oakes, 

2005, p.5),. Studies of tracking have consistently shown that White and Asian students occupy most of 

the college‐bound, high track classes while African American and Latino students occupy most of the 

remedial and lower track classes (Gregory & Mosley, 2004, p.20). In a profile of a large, urban high 

school in which 37 percent of the student body was White, 30 percent Black, 12 percent Latino and 8 

percent Asian, Gregory and Weinstein (2008) described de facto racial segregation within the school.  

 

Although racial diversity was seen in the hallways, segregation was seen in classrooms. In the 
senior year of the class of 2000, 68 percent of those enrolled in calculus were White and only 5 
percent were African American. Similarly, the enrollment in advanced placement classes that 
same year was comprised of 65 percent to 85 percent White students and fewer than 10 
percent African American students (p.458). 
 

Several researchers (Kelly, 2004; Hauser et al., 2007; Lleras, 2008; Southworth & Mickelson, 2007) have 

presented evidence that Black high school students in general, and Black male students in particular, are 



over‐represented in lower ability classes and under‐represented in advanced, “college‐bound” 

curriculum track courses. 

  At the national level, then, the official high school completion and dropout figures tend to 

conceal actual graduation rates and to report smaller Black‐White gaps than those found in indicators 

using more stringent definitions and computational methods. Even the raw NAEP test score figures mask 

the actual extent of Black‐White disparities. The compositional figures provided by the NAEP clearly 

indicate that while many Black male students are learning at or above the same rate as White students, 

a large proportion of Black students have much lower levels of knowledge and skills. The statistics 

suggest (and research studies discussed later in this chapter affirm) that poor Black students who go to 

school with other poor minority group students are at much greater risk for failure than more affluent 

Black students who do not attend high poverty schools and high minority schools. On the other hand, 

within schools that have comparatively high SES levels and greater racial diversity, Black students are 

sorted into categories and tracks that constrain their ability to achieve at the same level as their White 

peers. 

Florida K‐12 Schools 

  The Black‐White achievement gap in Florida’s public school system displays all of the 

inequalities found at the national level. The official data from the Florida Department of Education 

(2007, 2008) demonstrate the existence of statewide Black‐White gaps in high school completion/drop‐

out figures, but undoubtedly understate racial disparities by counting GED degrees in graduation rates. 

The NAEP’s compositional proficiency percentage provides insight into the extent of learning differences 

between Black and White students in Florida, and these figures are disturbing. There is also convincing 

evidence of racial disproportionately in special education and school suspensions.  

Before examining the descriptive statistics for Florida, it is useful to note the existence of a 

conflict between the State of Florida’s interpretations of recent school failure/success indicators and the 

evaluations presented by activists and critics. On November 19, 2008, the Florida Department of 

Education reported that the high school graduation rate within the state was 75.4 percent during the 

2007‐2008 school year. Although Florida treats GEDs as the equivalent of a “regular” high school 

diploma, the state’s figures are based upon continuous promotion data rather than post‐hoc surveys of 

young adults. Governor Charlie Crist (2008) welcomed the report and noted that the 2007‐2008 rate was 

the highest ever recorded by Florida. The Governor stressed that while the graduation rate for White 

students rose strongly by 2.6 percentage points over the 2006‐2007 year, the rate for Black students 

increased by an even more impressive 3.8 percentage points. The overall impression from this release 



was that Florida had made substantial progress in boosting its total graduation rate and in narrowing the 

school completion rate for White and Black students.  

Just eight months earlier, however, the Florida chapter of the American Civil Liberties Union 

filed a “first of its kind” lawsuit against Palm Beach County’s public school system (Khadaroo, 2008). The 

complaint alleged that the low graduation rate within the school district violated Florida’s constitution. 

Palm Beach reported a 71.4 percent graduation rate in 2006‐2007, but the ACLU presented a much 

lower figure, eliminating GED recipients from students counted as having completed high school in the 

County. The suit did not allege racial discrimination but did seek equal treatment for all sub‐groups of 

students. In this context, the plaintiff charged that the school completion rate for White students in 

Palm Beach County was a full 29 percentage points higher than the rate for Black students (Khadaroo, 

2008). The ACLU petition requested additional resources and the equalization of outcomes across 

racial/ethnic groups, but it also requested the imposition of a new method for calculating graduation 

rates. What we find then is that the State does recognize a substantial Black‐White school achievement 

gap but points to emphasized recent progress in closing it. Critics maintain that the Florida gap is much 

wider than the official statistics indicate and that the true picture for Black is much worse than the data 

suggests. 

The State of Florida has assessed the performance of its public high schools since the early 

1970s, but during the past decade its assessment/accountability regime has been strengthened 

dramatically. There are three aspects to the current system that warrant attention. First, the state 

administers the Florida Comprehensive Assessment Test (FCAT), a “high‐stakes” test that public school 

students must pass to be eligible for graduation from high school (Borg, Plumee & Strahan, 2007, p.700). 

Based in part upon the FCAT and the NAEP standardized test scores, Florida rates its public schools and 

its school districts according to a five‐tiered grading system that ranges from “A” to “F.” Schools that 

receive an “F” are deemed to be failing and the grades for all schools are widely publicized. The 

controlling idea is that the “stigma” of receiving a failing evaluation (or even a low mark) will mobilize 

public pressure for change, which, in its turn will pressure school personnel to increase their efforts 

(Figlio & Rouse, 2004. p.29). Lastly, Florida is unique in that it embedded a school voucher program 

within its accountability system. Since 1999, the parents of students attending a failing school can apply 

for an “Opportunity Scholarship” that provides funding for tuition at a private school or they can elect to 

send their children to a high performing school. In addition to creating parental choice, a function of this 

program is to use competitive incentives to drive school improvement. In conjunction with the federal 



NCLB, Florida has a very “high pressure” accountability regime, one that features heavy reliance upon 

standardized test scores, including the FCAT and NAEP assessments (Kent, 2007, p.40). 

Haney’s (2006) research led him to argue that under the pressure of the NCLB, Florida schools 

boosted their NAEP test scores and reduced the Black‐White gap on these assessments by “gaming” the 

system. He observed that in 2005 Florida reported a decline in the Black‐White gap on the NAEP’s 4th 

grade math test decline from 28 to 23 points over a two‐year time span. Black student scores increased 

by nearly 10 points while the mean score among White students rose by 4 points. Haney then found 

that during the 2003‐2004 year Florida’s schools began to retain a much higher proportion of students in 

the third grade than it had in the immediate past, thereby eliminating them from the pool of students 

taking the NAEP’s 4th grade math test. While roughly 4 to 6 percent of White third‐grade students were 

held back, 15 to 20 percent of third grade Black students were retained in that same year. Haney 

asserted that Florida schools increased the aggregated NAEP 4th grade math scores by reducing the 

number of low‐performing students taking the test and it “closed” the Black‐White gap by 

disproportionately retaining more Black students than White students. He provided somewhat weaker 

evidence of a similar use of selective retention among 7th grade students slated to take the NAEP’s 8th 

grade assessments. The significance of this study’s findings is twofold. First, reported standardized test 

rates and Black‐White differences within them may not accurately reflect the extent of a racial gap at 

any given point in time. Second, seemingly positive changes in rates and racial gap measures may be an 

artifact of practices that actually disadvantage Black students. 

Florida reports a dropout rate based upon the percentage of students who withdraw from 

school in a given year without transferring to another school, a home education program, or an adult 

education program, including a GED certificate program. In 2000‐2001 the White student dropout rate 

in Florida was 3.1 percent and it subsequently declined to 2.4 percent in 2006‐2007. Among Black 

students, the dropout rate in 2000‐2001 was 4.7 percent, but it remained unchanged through 2006‐

2007. In 2007‐2008, the White dropout rate fell to 1.7 percent, while the Black rate declined by to 3.1 

percent (Florida Department of Education, 2008). Without taking the GED factor into account, it 

appeared that in 2007‐2008, Florida was effectively addressing its Black‐White dropout rate gap. But 

further examination of the data for 2006‐2007 reveals enormous variations in the dropout rate for 

individual school districts within Florida. In 2006‐2007, year the dropout rate in Liberty County was just 

0.4 percent (against a statewide rate of 3.3 percent), but in Glades County rate was 13.0 percent. In 

Glades, the White dropout rate for the year was 11.4 percent while the Black rate came in at an 

astounding 18.9 percent. (Florida Department of Education, 2007). 



Florida also calculates a high school completion or graduation rate. The rate is stated as the 

percentage of students enrolled in ninth grade receiving diplomas with their cohort at the end of twelfth 

grade: it includes GED certificate holders but it basically reflects a four‐year completion schedule. The 

Florida Department of Education reported a remarkable increase in the total graduation rate between 

1998‐1999 and 2007‐2008, with completions rising from 60.2 percent to 75.4 percent. In 2007‐2008, the 

statewide high school graduation rate for White students was 83.6 percent, while the rate for Black 

students was 62.5 percent and significantly lower than the 69.1 percent reported for Hispanics (Florida 

Department of Education, 2008). However, Holzman (2006) calculated that in 2005‐2006, only 31 

percent of Black male students (as compared to 54 percent of White male students) graduated with 

students of their age cohort and received a conventional high school diploma (p.2). Using the same 

methods, the Schott Foundation calculated that in 2006‐2007, the graduation rate for Black male 

students improved to 38 percent, while the rate among White male students rose to 60 percent (Schott, 

2008, p.5). The Foundation’s research also indicates that in some Florida school districts, e.g., Pinellas 

County, more than three‐quarters of African‐American male students did not receive a regular high 

school diploma with members of their age cohort. (Holzman, 2006, p.24). 

The NAEP’s compositional data indicates that Black male students posted substantial gains on 

the 4th grade reading assessment between 1992 and 2005. The percentage of Florida’s White male 

students scoring at or above the “basic level” of proficiency in grade 4 reading increased from 69 

percent to 74 percent during that time span. But among Black male students, the rise was significantly 

greater (from 23 percent to 38 percent) this narrowed the Black‐White gap from 46 percent to 36 

percent. On the 2005 test of 4th grade reading ability, 77 percent of White female students were at or 

above the basic level and 51 percent of Black females showed basic or greater proficiency in reading 

(Holzman, 2006, p.25). In 2007, 78 percent of the state’s 4th grade White male students were reading at 

or above basic level, as compared with just 41 percent of Black male students (Schott, 2008), indicating a 

widening of the Black‐White gap. On the NAEP’s 2007 4th grade mathematics assessment, just 6 percent 

of White male students were “below basic” proficiency in contrast to 29 percent of Black male students 

(Schott, 2008). 

In the 2005 8th grade reading test, 70 percent of White male students in Florida scored at or 

above the basic level, a slight decline from the performance posted in 1998. By contrast, Black male 

students made substantial progress on the 8th grade reading assessment between 1998 and 2005; in 

2005, 38 percent scored at or above basic proficiency in reading as compared with 33 percent seven 

years earlier. White females outperformed all other racial/ethnic‐gender groups in 2005, with 81 



percent reading at or above basic level on the 8th grade test. Black female students displayed a poorer 

performance, with 55 percent of the 8th graders among them reading at or above basic levels. In 2007, 

74 percent of Florida’s 8th grade White male students were at or above basic reading levels while 45 

percent of their Black age/gender peers were reading at or above basic level. (Schott, 2008). The racial 

gap among Florida’s 8th grade males on the NAEP’s math assessment in 2007 was even greater, with 82 

percent of white males displaying at or above basic levels of proficiency compared to 46 percent of Black 

males.  

Florida does not collect any data or provide any information about racial and/or gender 

distributions across student ability groups or curriculum tracks. Nevertheless the Schott Foundation 

(2008) estimated that, relative to their respective shares of enrolled students, five times as many White 

male students as Black male students were allowed to take Advanced Placement Mathematics classes in 

Florida. On the same basis the researchers also calculated that four times as many White males were 

allowed to take Advanced Placement Science classes as Black males. 

  A selective review of the available evidence strongly suggests that Black students enrolled in 

Florida public schools are much less likely to complete high school than their White peers, learn less 

while they are in school, and receive placement decisions (including exclusionary discipline) that 

diminish their chances for school success. Moreover, these negative outcomes are more apparent 

among Black males than among Black females and they tend to cumulate across time. The achievement 

gap(s) separating African American males from White students (and African American females) appear 

in elementary school and widen in middle and high school. 

 



 Theoretical Perspectives 

As Uwah and her colleagues have recently observed, “multiple hypotheses have been suggested 

to explain the lower performance of African American students generally and African American male 

students specifically compared to their White counterparts” (2008, p.297). While these hypotheses 

often build upon the findings of prior empirical studies, at bottom, they are derived from theoretical 

constructs. The researcher’s selection of a particular construct effectively determines the identification 

of variables for testing and has a powerful influence upon study design. Yet there is no scholarly 

consensus concerning the validity of any model that might explain the Black‐White school achievement 

gap or how student gender interacts with race. In fact, the relevant literature indicates intense conflicts 

among scholars about the structures and processes that contribute to that gap. 

  Summarizing the factors that researchers have employed in studies of the Black‐White public 

school achievement gap, Lee (2002) wrote that they include “socioeconomic and family conditions 

(educational attainment, income, poverty, single parent household); youth culture and student 

behaviors (motivation and effort for learning, alcohol and illicit drug usage, crime); and schooling 

conditions and practices (instructional resources, teachers, course taking, dropout, segregation)” (p.6). 

This roster could conceivably serve as the basis for a three‐category taxonomy of possible causal factors 

that can be used to explain the poor school performance of Black students, but it is by no means 

comprehensive. The most widely used categorical division among factor sets that appears in the 

literature distinguishes “within school” variables from “between school” factors. The nature of this 

distinction has been illustrated by Page et al. (2008): 

Two patterns from recent research stand out. First, on average, black students attended schools 

staffed by less‐skilled teachers than did white students…This is an example of an inequality that 

exists between the schools attended by black children and those attended by white children. 

Second, even when attending the same schools, black students were often treated differently 

than were white students. For example, they were less often enrolled in classes for the gifted 

and talented. In addition, multiple studies have documented that teachers' expectations for 

black students are, on average, lower than for their white counterparts…These are examples of 

within‐school inequalities (p.4). 

This dichotomy cuts across Lee’s tri‐partite schema. “Between school” differences are broadly congruent 

with what Lee refers to as “school conditions and practices,” but it also encompasses dimensions of 

Lee’s “socioeconomic and family conditions” factor set.  



  Lewis and his associates (2008) have delineated three interrelated but competing “paradigms” 

that have been used to account for differences in public school outcomes among Black and White 

students. The “structural‐systemic” paradigm stresses the influence of macro‐level forces, notably 

socioeconomic stratification and its correspondence with race. The “cultural deficit” paradigm, as Lewis 

et al. refer to it, focuses upon norms, attitudes, and behaviors grounded in African American culture that 

purportedly influence student engagement in educational processes. Lastly, what Lewis et al. designate 

as the “discontinuity paradigm” highlights conflicts that stem from Black student experiences with and 

perceptions of public schools as manifestations of White culture and racial bias on the part of public 

school personnel, most notably classroom teachers.  

  In their effort to explain the causes of elevated drop‐out rates among African American high 

school students, Heck and Mahoe (2006) distinguished among four theoretical perspectives: individual 

(and family) deficits, resistance theory, school structure, and social reproduction (pp.419‐422). 

Individual and family deficits resemble Lee’s (2002) “socioeconomic and family conditions” factor set 

and Lewis et al.’s cultural deficit paradigm. Both resistance theory and social reproduction overlap with 

Lewis et al.’s “discontinuity paradigm,” while Heck and Mahoe’s “school structure” perspective is 

broadly congruent with Lee’s “school conditions and practices” factor cluster. 

.Conclusion 

  Although it is far from complete, current research amply demonstrates that Black students are 

trailing behind their White counterparts on virtually every major indicator of public school performance, 

and that Black males are at especially high risk of educational failure. The Black‐White achievement gap 

is apparent from the 4th grade onward, appears to widen through the 9th grade and then stabilizes 

partially as a consequence of disproportionately high dropout rates among Black students during the 

first two years of high school. The officially reported racial gap in Florida’s high schools generally mirrors 

national data. There is, moreover, strong evidence that the official data masks the gap’s true extent. The 

theoretical literature on the Black‐White achievement gap is fragmented and conflicted. There is no 

scholarly consensus about the capacity of any theoretical model to explain the gap’s magnitude and 

persistence. Empirical work within this topical domain provides at least some support for the 

explanatory power of at least three distinct perspectives. Structural, individual/family, and cultural 

conflict variables appear to contribute to the Black‐White achievement gap and to interact through 

multiple and complicated pathways. A review of the literature strongly indicates that additional 

descriptive and explanatory research is warranted and suggests that the prospective findings of an 



investigation into the Black‐White/gender gaps within Florida high schools may prove significant as 

contributions to the field and as grounds for educational policy decision‐making. 
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USE SCAFFOLDED INQUIRY TO MOVE STUDENTS ALONG THE CONTINUUM OF INQUIRY 
(DIRECTED TO GUIDED TO CONNECTED TO FULL/OPEN INQUIRY) 

Karen L. Ostlund, PhD 
President-Elect, National Science Teachers Association 

 
Just as scaffolding provides the structure and support needed to construct a building, Scaffolded Inquiry provides 
essential support as students construct the skills and knowledge needed to build science literacy.  
 
As students progress through the stages of inquiry, the support provided by the teacher diminishes, and student 
ownership of the investigative process increases. This developmental process is essential for students to reach the 
ultimate goal of conducting science investigations independently—engaging in Full Inquiry. 
 
The Continuum of Inquiry is a series of developmental stages. Students progress through these stages to learn the 
skills and knowledge necessary to engage in inquiry. The sequence of the stages in the Continuum of Inquiry is 
described below.  

Directed Inquiry 
• The beginning stage, Directed Inquiry, is teacher- or materials-directed. It provides a structured model of the 

inquiry process. Without this type of support and guidance, students cannot progress to asking and answering 
scientific questions independently (Cody, 1998). 

• Directed Inquiry introduces students to the essential features of inquiry, and helps students reflect on the 
characteristics of the processes in which they are engaged. 

• Directed Inquiry provides the foundation upon which subsequent stages of inquiry are built. This instruction is 
designed to provide students with the experiences necessary to learn and practice the processes of inquiry.  

Guided Inquiry  
• In the second stage, Guided Inquiry, the teacher moves from the role of director to facilitator. Students 

continue to refine their inquiry skills based on the foundation developed during the Directed Inquiry 
explorations.  

• During Guided Inquiry, students have the opportunity to practice skills of inquiry with greater independence. 
Students are encouraged to think about variables, and they learn to plan for all the variables that may affect 
the outcome of an investigation.  

• Guided Inquiry focuses student attention on learning particular science concepts. Students build science 
literacy and improve confidence in their abilities to do inquiry. 

Connected Inquiry 
• In the third stage, Connected Inquiry, an investigable question is fleshed out from the 

questions that emerged as a result of the Directed and Guided Inquires.  
• Students gain experience in distinguishing between investigable questions and non-

investigable questions; choosing whether a descriptive investigation (systematic 
observations) or an experiment is best to answer a question; and refining their own 
questions. 

Full/Open Inquiry 
• Full/Open Inquiry is one of the ultimate goals of science literacy. To conduct full inquiry, students must be 

able to apply the skills and knowledge developed in the previous stages of the Continuum of Inquiry. 
• According to the National Research Council (2000), Full Inquiry takes place if the following essential features 

of inquiry are present. 
• Questions are scientifically oriented 
• Learners use evidence to evaluate explanations 
• The explanations answer the questions 
• Alternative explanations are compared and evaluated 
• Explanations are communicated and justified 

 
When inquiry is scaffolded, students will be able to succeed in reaching the goal of conducting independent inquiry. 
Without the developmentally appropriate framework provided by scaffolded inquiry, an unrealistic burden rests on the 
teacher (Colburn, 2004). Moving from teacher directed to teacher facilitated to student directed inquiries allows for a 
continuous deepening of understanding of the skills and knowledge fundamental to conducting inquiry. 



The Continuum of Inquiry 
The Processes  
of Inquiry 

Beginning Stage 
Directed Inquiry 

Transitional Stage 
Guided Inquiry 

Transitional Stage 
Connected Inquiry 

Final Stage 
Full Inquiry 

Question 
 

Students use question 
provided by the teacher, 
materials, or some other 
source. 

Students are guided to 
refine and clarify 
questions developed with 
input from the teacher, 
materials, or some other 
source. 

Students propose 
questions and are guided 
through a process to 
select investigable 
questions and/or revise 
proposed questions. 

Students investigate a 
question that can be 
answered by doing 
descriptive investigations 
or experiments. 

Predict or 
Formulate 
Hypotheses 
 
    

Students are given a 
prediction for conducting 
a descriptive investigation 
or a hypothesis for 
conducting an 
experiment. 

 Students are guided to 
make a prediction for 
descriptive investigations 
or construct a hypothesis 
for experiments and 
revise predictions and/or 
hypotheses if necessary. 

Students make a 
prediction for descriptive 
investigations or 
construct a hypothesis for 
experiments and revise 
predictions and/or 
hypotheses if necessary. 

 Students develop 
logical/reasonable 
predictions and/or 
hypotheses. 

Investigate 
 

Students are given the 
procedures and materials 
to conduct an 
investigation (descriptive 
investigation or 
experiment). 
 

Students are given 
suggestions for 
procedures and materials 
that could be used to 
conduct an investigation 
(descriptive investigation 
or experiment). 

Students are given 
suggestions for planning 
and conducting an 
investigation (descriptive 
investigation or 
experiment). 

Students devise a plan 
that takes all the 
variables into account 
and conduct an 
investigation (descriptive 
investigation or 
experiment). 

Collect & 
Organize 
Data 

 

Students follow step-by-
step procedures provided 
by the teacher, materials, 
or some other source to 
collect and organize data 
into tables, graphs, 
and/or charts. 

Students are given 
instructions to collect 
data and tables, graphs, 
and/or charts are 
recommended to 
organize the data 
collected. 

Students are given 
suggestions for collecting 
data, constructing tables, 
graphs, and/or charts to 
organize the data 
collected. 

Students decide how and 
what data to collect and 
construct tables, graphs, 
and/or charts to organize 
the data collected. 

Analyze and 
Draw 
Conclusions 

 

 Students are given 
instructions on how to 
analyze the data, and 
guided to draw a 
conclusion to answer the 
question being 
investigated. 

Students are given 
suggestions on how to 
analyze the data on their 
own and draw 
conclusions to answer 
the question being 
investigated. 

Students are given 
suggestions on how to 
analyze the data on their 
own and draw 
conclusions to answer 
the question being 
investigated. 

Students determine what 
evidence is needed, 
analyze the collected 
data ,and draw 
conclusions to answer 
the question being 
investigated. 

Formulate 
Explanations 
   

Students take 
synthesized data and are 
given step-by-step 
directions to formulate 
their explanation. 

Students are guided in 
the process of 
formulating explanations 
from the data they 
collected, analyzed, and 
synthesized. 

Students are guided in 
the process of 
formulating explanations 
from the data they 
collected, analyzed, and 
synthesized. 

Students formulate their 
explanation after 
analyzing and 
synthesizing the data 
they collected. 

Propose 
Scientific 
Explanations 
   

Students are given 
scientific explanations. 

Students are guided to 
reliable sources of 
scientific explanations 
and asked to compare 
this information to their 
explanations and make 
any necessary revisions. 

Students are directed to 
reliable sources of 
scientific explanations 
and asked to compare 
this information to their 
explanations and make 
any necessary revisions. 

Students independently 
examine scientific 
explanations from reliable 
sources and use the 
information to revise and 
strengthen their 
explanations. 

Communicate 
Findings 

Students are given step-
by-step procedures for 
communicating findings 
and justifying a provided 
explanation with evidence 
from the investigation. 

Students are given 
guidelines for 
communicating findings 
and justifying their 
explanations with 
evidence from their 
investigation. 

Students are given 
guidelines for 
communicating findings 
and justifying their 
explanations with 
evidence from their 
investigation. 

Students use logical 
reasoning to 
communicate findings 
and justify their 
explanations with 
evidence from their 
investigation. 
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Jose State University, 1998. 
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Abstract	Title:		

The	perception	of	Thai	preschool	teachers	about	inclusive	education		

for	young	children	with	disabilities	:	Preliminary	results			
	

Sasipin	Sukbunpant,	Michael	Arthur‐Kelly,	&	Ian	Dempsey	
School	of	Education	

Faculty	of	Education	and	Arts	
The	University	of	Newcastle,	Australia	

	
Background:	Despite a growing trend toward inclusion for young children with disabilities in 

Thailand, supported by Ministry of Education policy, little is known about Thai preschool teachers’ 

perceptions	about	the	inclusion	of	young	children	with	disabilities	in	the	regular	classroom.		

Purpose:	The	purpose	of	this	study	was	to	identify	Thai	teachers’	attitudes,	their	educational	

and	 experiential	 preparation,	 and	 their	 collaboration	with	 parents	 and	 staff	 related	 to	 the	

process	of	inclusion.		

Methodology:	 The	study	utilised	a	questionnaire	and	also	some	interviews	with	teachers.	

The	results	reported	in	this	paper	are	part	of	a	larger	survey	of	589	preschool	teachers	from	

northern	Thailand.	In	this	component	of	the	research,	twenty	preschool	teachers	with	a	range	

of	attitudes	about	the	inclusion	of	young	children	with	a	disability	were	interviewed	about	

their	perception	of	inclusion.		

Results:	Five	themes	developed	from	the	interview	analysis.	These	themes	were	the	current	

situation,	teacher	knowledge	and	expertise,	teacher	attitude	toward	inclusion	and	disability,	

collaboration,	and	the	challenges	for	future	inclusion.	

	

Conclusions:	Most	participating	preschool	teachers	did	have	an	understanding	of	the	

meaning	and	purpose	of	inclusive	education.	However,	the	teachers	perceived	themselves	as	

having	insufficient	knowledge	and	skills	in	special	education.	The	level	of	principal	support	

was	perceived	as	the	major	variable	in	relation	to	the	efficient	implementation	of	inclusion	by	

these	teachers.	In	addition,	collaborative	working	with	colleagues	and	parents	was	required	

to	assist	the	children.	Preschool	teachers	suggested	further	development	of	inclusive	

education	involving	units	provided	by	the	Ministry	of	Education	and	the	Special	Education	

Centre,	which	should	support	the	policy	in	terms	of	systematic	management.			

	
	



“Learning, Leadership and Learning Organization – 
to promote One Roof Management System in SMPN and SMAN Tanah Merah Baru,  

Teluk Bintuni, West Papua – Indonesia:   
Year 1 Program Report”. 

 
Abstract 

Improving a school within promotes all the learning communities to learn and 
share the same vision to become lifelong learners. The improvement deliberately 
involve individuals, group and system learning to embed new thinking and practices 
that continuously renew and transform the school in ways that support the same aims. 

Senge (2000) stated that learning is driven by vision. Vision provides the power 
for people to learn and grow even when their situations or environments are 
disempowering. Learning and growing cannot be acomplished overnight, it needs 
process. Process means change. Fullan (2007) acknowledged that the implementation 
of educational change involves change in practice. Changes in practice encourage 
innovation in all dimensions within the school such as new materials, teaching 
approaches and possible alteration of belief. 

SMP Sumuri builds its learning community through shaping its own culture with 
its motto using Sumurian Language “Ni Sekolara, Ninosini, Nibegof Minifera” which 
means “We Learn, We Excel, We Lead”. This motto is derived from the school vision - 
‘creating future leaders who have global quality and becoming lifelong learners’. As 
stated by Senge (2000) that lifelong learning is the fundamental means by which 
people engage with life and created their desired futures. 

The grand design of the project is to promote and to build SMPN and SMAN 
Sumuri Tanah Merah Baru becoming a school as a learning organization by the year 
2014. SMP Sumuri develops its learning, leadership and learning community with the 
assistance of Putera Sampoerna Foundation (PSF) – School Development Outreach 
(SDO) as external change agent (Fulan:2007). It is a five-year program of the 
government of Teluk Bintuni District, West Papua in collaboration with PSF-SDO. 

This paper will present interventions, changes and their impacts toward the 
whole learning community in the first year program, 2011. 
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Description of Problem/Objectives 

Outcomes assessments in both public schools and higher education have put an increasing emphasis on 

the quality of teaching delivered by K‐12 educators as well as faculty who “teach the teachers.”  Both No 

Child Left Behind and professional accreditation associations, such as the National Council for 

Accreditation of Teacher Education, mandate student performance outcomes as indicators of teaching 

and program effectiveness. Consequently, teachers at all levels of education should be using those 

classroom techniques that result in the greatest student learning.  

It is readily apparent that providing good education to public school students hinges on well trained K‐12 

teachers, and that university faculty in teacher education programs are significant contributors to a 

quality teaching force. Thus, university faculty in teacher education programs should be modeling 

effective teaching practices in both instructional pedagogy and assessment as they deliver their courses, 

so their students can observe and experience best practices in the university classroom prior to being 

expected to design and deliver educational experiences in their own classrooms. But what practices in 

classroom pedagogy and assessment do teacher preparation faculty consider effective, and how 

frequently are they actually using those strategies in their higher education, teacher preparation 

classrooms? 

This study investigated the following questions: 

 What instructional strategies do higher education faculty members who are preparing pre‐

service teachers perceive to be effective? 

 What assessment practices do higher education faculty members who are preparing pre‐

service teachers perceive to be effective? 

 What instructional pedagogical practices do higher education faculty members who are 

preparing pre‐service teachers routinely use in their classrooms? 

 What assessment practices do higher education faculty members who are preparing pre‐

service teachers actually use? 

 Are there statistically significant differences between those instructional practices 

considered effective and the frequency of use? 

 Are there statistically significant differences between those assessment practices considered 

effective and the frequency of use? 

Theoretical Framework 

In 1916 John Dewey wrote that education is not an experience of “telling and being told,” but an active 

and constructive process. According to cognitive and constructivist learning theorists, people are 

rational beings who need to be active participants in order to learn.  Students’ learning experiences are 

affected, positively or negatively, by the way in which they are taught. Assessments also can positively 

or negatively impact student learning. Black and Wiliam (1998) highlighted the achievement gains that 

assessment for learning, rather than assessment of learning, practices seem to bring to all learners in 



classrooms. Authentic assessments elicit critical thinking skills as opposed to rote memorization and 

basic recall of facts. Current best practices in the public school classrooms require teachers to utilize a 

plethora of instructional and assessment strategies to meet the needs of today’s diverse learners who 

have various learning styles and intelligences. The university classroom should provide pre‐service 

teachers the opportunity to see effective educational practices, including instructional pedagogy and 

assessment strategies, while learning the skills required for implementation of those techniques in their 

own future classrooms. University faculty teaching pre‐service teachers should use their classrooms as a 

forum for modeling effective educational practices in both the instructional pedagogy and assessment 

opportunities they design for their courses. This study investigates which instructional and assessment 

strategies university faculty in teacher education programs consider to be effective and the congruence 

with their use in the classroom. Results can help guide effective teaching practices in university 

classrooms where tomorrow’s teachers will be shaping our future leaders. 

Connection to the Literature 

“Who can object to the idea that we should continuously review what and how we’re teaching?” 

(Fendrich, 2009). 

What constitutes good teaching? According to Finkel (2000), good teaching is “…the creation of those 

circumstances that lead to significant learning in others” (p. 8). Of course, the goal of any teacher is to 

ensure learning by her students. There is not, however, a definitive resource outlining those pedagogical 

and assessment techniques that result in significant student learning, although many writers have 

attempted to capture the essential components of teaching used by effective college teachers. For 

example, Bain (2004) suggested that the best college teachers care about student learning, are active 

scholars who are masters of their subject, and create environments that challenge yet support. Similarly, 

Filene (2005) noted that effective teachers “set high standards, demand introspection and hard work – 

all the while, heeding how students are responding” (p. 3). Although these authors present good 

guidelines for university instructors, their findings are far too generic to translate into specific classroom 

practice or suggest that particular pedagogical practices are more effective than others.  

Other writers focus on how best to use the pedagogical practices that are frequently utilized in higher 

education, including lecture (Filene, 2005; McKeachie, 2002), discussion (McKeachie, 2002), peer 

learning (Bean, 2001), and debates (Bean, 2001), among others. When exploring the lecture approach, 

Filene suggested that students “have grown up expecting – or even demanding – more than a ‘talking 

head’” (p.53). Although these resources are certainly helpful for providing pedagogical options to the 

university instructor, the true effectiveness of any of these techniques must be determined, as 

highlighted by Finkel (2000), through their effectiveness on student learning, as determined by 

assessment. 



Although assessment in higher education is used to determine the effectiveness of a course or program, 

the link between assessment and student learning has been investigated for almost four decades. In 

addition to providing information to the university and its accrediting bodies relative to student 

outcomes, assessments can help shape student learning. For example, preparing for an assessment 

motivates student attention and time allocation (Gibbs & Simpson, 2004), while results of assessments 

can encourage or discourage future learning (Boud & Falchikov, 2007). Additionally, any assessment can 

be used formatively to improve future teaching by the professor and learning by the student (Palomba & 

Banta, 1999) by highlighting areas that need more instruction or study. In this way, assessment can 

serve as a critical link in the design and implementation of classroom learning experiences. 

Both the instructional pedagogy and assessment strategies used in university classrooms directly impact 

student learning. As critical components to effective teaching, as noted by Fendrich (2009), the use of 

these strategies warrants review and examination.  Watson and Bradley (2009) suggested that in most 

teacher education courses, strategies are simply listed and explained; they are not modeled. 

Methodology 

One hundred fifty‐three faculty members in teacher education programs from six universities in one 

state affiliated system participated in this research. After obtaining human rights (IRB) approval from the 

individual schools, an invitation to participate in an internet‐based survey was distributed. The survey 

consisted of 102 quantitative questions beginning with a brief section of demographic information 

(discipline, years of teaching, experience in K‐12 schools, etc.). The rest of the survey asked participants 

to rate 20 pedagogical and 20 assessment strategies on perceived effectiveness and frequency of use on 

a three‐point Likert scale with the rating of Very Effective, Somewhat Effective, and Not Effective; and 

Frequently Use, Sometimes Use, and Never Use, respectively.  There were also open‐ended questions 

for faculty to explain or expand their responses. 

Average effective and frequency of use scores were tabulated using mean scores 1.00‐3.00 with 1.00 

indicating the strategies were not effective or never used, 2.00 demonstrating somewhat effective or 

sometimes used, and 3.00 illustrating very effective or frequently used. Statistical significance 

comparing effectiveness and frequency of use scores were calculated using t scores with a significance 

of p<.01. A thematic analysis was conducted of the teacher educators’ write‐in responses. 

Selection/Use of Evidence 

Participants in the study were faculty who prepare teachers for elementary, secondary, and special 

education classrooms. Secondary education teachers were from a variety of academic disciplines. The 

majority of the respondents were tenured or tenure‐track and had been teaching in university 

classrooms for between six and twenty‐five years. Over fifty percent of the participants earned the rank 

of full or associate professor. More than sixty percent had taught in public education classrooms prior to 

becoming university instructors; however, of those sixty percent, the majority (over 70%) had taught in 

public education fewer than ten years.  

 



Conclusions 

Results indicated a significant difference between perceived effectiveness of the pedagogical and 

assessment strategies and their frequency of use for eight instructional practices and six assessment 

strategies. In the area of instruction, the following practices were found to be frequently used although 

judged not effective: large group discussion, internet web sites. Conversely, the following practices were 

reported to be more effective but less frequently used: role play, guest speakers, student debates, video 

conferencing, Jigsaw, and field trips. Educators were asked to specify any additional learning strategies 

they used that have been effective. Several respondents mentioned case studies, with one person 

reporting, “make it real or it is worthless.” Another commented, “Teacher candidates should learn to 

think on their feet and also to act and think independently of an authoritative, immediately critical 

voice.”  

The following assessment strategies were found to be frequently used but not effective: objective 

paper/pencil tests, homework, attendance, and class participation. The assessment practices of learning 

journals and debates were judged effective but rarely used. Although perceived efficacy of assessment 

strategies and their use were not consistently linked, the value of assessment for formative input on 

instruction was noted by respondents. As succinctly noted by one participant,   “[I use] student 

assessment data (e.g., quizzes, exams, projects) to evaluate the efficacy of my own teaching. For 

example, if a majority of students missed an item/content on an assessment, then that tells me that I 

did not teach it well enough, so I go back and review that content.” 

Data from this survey indicate some disparities between what is considered effective and what is being 

used by teacher education faculty across several universities in one state system. Several practices were 

considered effective but rarely used (role play, guest speakers, student debates, video conferencing, 

Jigsaw, and field trips, learning journals) while others were ineffective but frequently used (large group 

discussion, internet web sites, objective paper/pencil tests, homework, attendance, class participation).  

Participants will be encouraged to explore the reasons behind these disparities and the implications for 

the quality of education provided to our students in teacher education programs. 

Significance 

Why are education faculty members using instructional and assessment strategies that they do not 

believe are effective modes for student learning? Why are teacher educators not using the instructional 

and assessment techniques they believe are very effective? Could it be because many of these teacher 

educators have been away from the public realm for too many years and are not staying connected with 

the needs and expectations of today’s young learners? Or, could it be because, as suggested in the 

literature (Harris & Cullen, 2008), university teachers are specialists in their disciplines but are not 

trained in the pedagogy of university teaching? These are profound questions that stem from this study 

and must lead to future research in the field of teacher education. When asked, “Where did you learn 

the pedagogy of teaching and the use of various assessment techniques?” responses for this study 

included “on the job training, immersion in subject matter, observing others teaching, doctoral research, 

and reading journals.” Those who are preparing teacher educators must be provided with the necessary 



professional development to allow them to model best practice for future teachers—the young learners 

of today deserve no less. Given the emphasis on student outcome assessment in both K‐12 systems and 

by university accrediting organizations, it is critical that all educators utilize those techniques that result 

in effective learning for their students.  
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What makes it Work for a Chinese TOEFL Test-preparer? 

 Introduction 

The case study was conducted to a Chinese TOEFL test-preparer, who was a female 

adult with limited proficiency in English language. This case study was important to me 

because I could use all my knowledge in English language teaching to help her and relate 

theories of assessment to empirical practice. This also meant a lot to my case study student 

since she was preparing the TOEFL test and eager to improve her English proficiency. 

  After she did pre-assessment in speaking and writing, I made an implementation 

plan for her focusing on her weakness shown in the pre-assessment. We met almost every 

weekday on campus from 9:30 a.m. to 4:30 p.m. , during which I worked with the student 

through the lessons that applied to the elements that I was focusing on. At the conclusion of 

the scheduling period, I administered the same assessments as pre-tests. She showed great 

improvement revealed on the comparison of the pre and post-assessment results.  

  This case study report follows the time ordering: beginning with the student 

background information, moving to the result of the pre-assessment, implementation plan, 

implementation practice, the result of the post-assessment and comparisons of the results in 

the pre and post-assessment. The last part is my reflection to tie together theory and practice 

and give a summary and critique of the case study experiences from six aspects. 

Student Information 

The case study student, Wendy (pseudonym), was a 29 Chinese female. She was 

married to a Chinese in 2010 and then moved to Miami, U.S.A. During 1-year living in 

Miami, she totally relied on her husband to interact with English-speakers. She spoke 
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Chinese to her husband at home and in her circle of friends and acquaintances. 

Wendy was highly educated since she had received two-year bachelor and two-year 

master degrees in South Korea by 2009, with major in early childhood psychology. However, 

her English proficiency was only at a beginning stage. This can be identified with a basis on 

curriculum requirements of college English teaching in China. When she had her college 

study in China, she nearly passed College English Test Band-4 (CET-4). According to the 

CET website, the criteria used by the Education Board of China are following: 

“According to Curriculum Requirements, English teaching has three stages at the 

college level: basic requirement, intermediate requirement and advanced requirement. 

CET-4 is designed for the college students who have completed college English 

courses under the basic requirement ...” (R e t r i e v ed  f r o m 

h t tp : / /w w w. en . c e t . ed u . cn /d g 6 d i sp l a y new s .a s p? id= 3 02 )  

Thus, she was a moderate beginner in terms of English language proficiency. 

Pre-assessment Results 

Direction for both Speaking and Writing 

During the pre-assessment for both writing and speaking, Wendy pointed out 

unfamiliar words in the direction part and asked me their Chinese meanings. She could not 

comprehend directions independently.  In other words, I had to help her out to understand 

those directions. I did this based on the statement that person-related reliability will be 

improved when ensuring that “a person understands what is expected” i.e., that “instructions 

are clear” (Genesee & Upshur, 1996, p. 60). 
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Speaking 

    Independent speaking. 

In part one of speaking section, called independent speaking, Wendy needed to 

describe a class she had taken in school and explain why the class was important to her. As 

required, she had 15 seconds to prepare and 45 seconds to respond to this topic. But in reality, 

she asked for longer preparation time, i.e., 45 instead of 15 seconds and then responded.  

Her response utterance was a little longer than the required 45 seconds, however, 

pauses together counted for about 37 seconds. Her response, with transcript seen in Appendix 

A, revealed little speaking strategies, i.e., how to fill in or avoid long pauses or how to start 

and elaborate on a topic.  

According to the speaking scoring rubric, which was adapted from the Educational 

Testing Service (ETS) website (seen in Appendix B), her overall response to this independent 

task could score no better than 1 point, based on the following reasons: the content was 

connected to the task but delivered very little information in a choppy or fragmented way; the 

organization of her utterance was not fluid at all due to her long and frequent pauses and 

hesitation; Her language showed severely limited language knowledge of both grammar and 

vocabulary. 

Dependent speaking—part two. 

In the second part, dependent speaking, Wendy needed to read an announcement 

during the first  45 seconds, listen to two students’ discussion of the announcement, then 

state the woman student’s opinion and explain the reasons the student gives for holding that 
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opinion. As evidenced from her note during reading and listening (seen in Appendix C), she 

failed to grasp key ideas, main points and content frameworks from those materials, both of 

which were vital for her following response. Her preparation time was triple as long as 

required and the required preparation time should be 30 seconds. In spite of her longer 

preparation, she still failed to occupy the required time period (i.e., 60 seconds) for response. 

From the transcript of her speaking (seen in Appendix D), she produced so little information 

in both the first-time trial and the second response that she could hardly convey the women 

student’s opinion and reasons. 

Her utterance for the second task, again, fell down below the basic level of the 

speaking rubric (seen in Appendix B): her response showed similar features with those of the 

first task; in addition, she showed poor ability to note down and organize her speech by 

making use of her notes, thus she could not even keep talking during the given 60 seconds. 

Dependent speaking—part three. 

The last section is still dependent speaking, which requires test takers to listen to part 

of a talk in a United States history class and then use points and examples from the talk to 

explain how the automobile and the radio contributed to a common culture in the United 

States. Wendy, possibly because of the unsatisfactory performance during the previous two 

speaking questions, felt so frustrated that she refused to speak out and quitted after she 

listened to the talk. She did not note down enough information from the talk and she told me 

she could not understand the listening part. 

Since she did not produce any speech for the third task, her score in this part was zero. 
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Writing 

For the writing task, Wendy needed to plan, write, and revise an essay of a minimum 

of 300 words within 30 minutes. Wendy was required to show her agreement or disagreement 

with the statement that “The world is changing quickly. People are less happy than before”. 

Wendy thought for a little while and then wrote 160 words in 30 minutes, i.e., 140 

words less than the minimum word requirement. Seen from her essay (Seen in Appendix E), 

she was weak in developing her idea and in organizing her writing and language use. In terms 

of language, her writing revealed both grammatical and lexical errors, which in detail, cover 

errors of collocation, set phrases, word spelling, word choices, passive voice, subject verb 

agreement, etc.  

According to the writing rubric adapted from the ETS website (seen in Appendix F), 

Wendy’s writing may get approximately 2 points out of the total score, i.e., 14 points. Her 

essay had some kind of organization, beginning with introduction, developing with 

supporting details, such as, the computer and internet as well as gym and vacation, and 

ending with a brief conclusion. However, those examples were not sufficient and responsive 

to support her thesis statement. Besides the content weakness, her language was seriously 

flawed by frequent errors in sentence structure, words and word forms. Only two sentences in 

all were grammatically correct in her essay. 

Implementation Plan 

Mainly based on the student’s performance in the pre-assessment, I made an 

implementation plan with instructional objectives to address her needs.  
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Writing 
 
Time Objective Activity Result Assignment 

afterwards 
1 hr To develop an 

ability of 
organizing 
argumentation 
essay of 300 
words with 
introduction, 
main body and 
conclusion 
part. 

1. Show her a report of 
the New York Times 
and ask her to find the 
introduction, main 
body and conclusion 
part.  

2.  Highlight key words, 
phrases and sentences 
to indicate each part. 

3. Read them aloud to 
know the English 
convention of 
introducing, 
developing and 
concluding an 
argument. 

4. Underlie words and 
phrases functioning as 
contrasting to the 
previous information, 
adding more 
information, 
summarizing and 
expressing the 
author’s opinions and 
attitudes. 

She could easily 
identify each part 
and highlight 
them. 
 
She could almost 
underlie those 
functioning 
expressions. 
 
She could hardly 
read them out 
based on her little 
knowledge of the 
pronunciation of 
those words. 

Practice 
reading those 
words, phrases 
and sentences 
out with the aid 
of a website 
called 
www.dict.cn, 
which has one 
function to 
pronounce the 
input words. 

1 hr To read out 
those 
functioning 
expressions; 
to give a clear 
answer to the 
given question 

1. Check her assignment 
by asking her reading 
those expressions out. 

2. Brainstorm answers 
together to some 
writing questions of 
the TOEFL test. 

She could read 
most of them 
without help, the 
rest of which with 
more syllables 
and stress issues 
needed my 
assistance. 

Choose her 
most confident 
question among 
those we 
discussed and 
write an essay, 
using 
functioning 
expressions as 
many as 
possible. 

1 hr To scaffold 
the answer 
with some 

1. Check her assignment 
in three perspectives: 
words, grammar and 

She could correct 
part of her errors 
from the three 

Ask her to 
memorize the 
modified 
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major points 
to develop a 
solid content 
 

organization. 

2. Check her assignment 
as to functioning 
expressions. 

3. Give her a sample to 
show how to scaffold 
an answer with 
evidence or/and 
examples. 

perspectives; for 
the rest, she 
needed my help 
and instruction 
about how and 
why to correct 
them. 
 
She understood 
the conception of 
supporting 
evidence and 
examples. 

version of what 
she wrote. 
Choose another 
comfortable 
question and 
write an essay, 
using 
functioning 
expressions as 
well as 
supporting 
details. 

1hr To consolidate 
her knowledge 
of functioning 
expression 
and 
supporting 
details 

1. Ask her to retell her 1st 
writing. 

2.  Ask her to highlight 
those functioning 
expressions and 
supporting details in her 
own essay as well as 
another sample. 

3. Check her writing 
according to the writing 
rubrics. 

4. Show her Kaplan’s 
Cultural Thought Patterns 
(2001, p. 21, seen in 
Appendix G) and tell her 
why those are so 
important in English 
writing. 

She could 
highlight most of 
those required 
expressions. 
 
She understood 
that she needed to 
change her 
writing style from 
the Chinese 
language into that 
in English 
language to meet 
the English 
writing 
conventions. 

Ask her to 
memorize the 
modified 
version of what 
she wrote. 
Choose another 
comfortable 
question and 
write an essay, 
using 
functioning 
expressions as 
well as 
supporting 
details. 

Speaking 
 
Time Objective Activity Result Assignment 

afterwards 
1 hr To manage 

how to 
pronounce 
vowels and 
consonants 

1. Ask her to read aloud 
each vowel and consonant 
from my chosen material 
by modeling and drilling 

2. Correct her 
mispronunciations and 

She was shy to 
look at me when 
either of us 
pronounced but 
then she got used 
to follow me by 

Practice those 
words which 
were already 
taught. 
Listen to Voice 
of America 
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reinforce her phonetic 
input. 

3. Ask her to read randomly 
in her vocabulary book 

observing. 
 
She had difficulty 
in pronouncing 
[l], [r], [ε], etc. 
 
She had difficulty 
to put correct 
stress when 
reading aloud 
those words in 
her vocabulary 
book. 

(VOA) special 
English 
program and 
imitate the 
speaker’s 
pronunciation. 

1hr To manage 
how to count 
syllables and 
identify stress 

1. Teach her how to count 
syllables. 

2. Give her a model of the 
same word with two 
different stresses (i.e., 
desert) to let her feel the 
differences 

3. Give her more models to 
differentiate various 
positions with stress. 

She was 
enthusiastic in 
doing these 
practices. 
 
She told me that 
she found her 
husband at times 
pronounces 
wrongly. 

Practice those 
words which 
were already 
taught, 
considering 
vowels, 
consonants, and 
stress. 
Listen to VOA 
special English 
program and 
imitate the 
speaker’s 
pronunciation.  
Since this time 
on, note down 
what the 
speaker said 
without looking 
at the computer 
screen and then 
check with the 
subscripts. 

1 hr To use her 
own created 
symbols to 
note down 
information as 
much as she 
can 

1. Ask what she felt when 
noting down the VOA 
news. 

2. Give her some symbols to 
save time when making 
notes, e.g.  to show 
agreement,  to show 

She felt frustrated 
at noting down 
the news even it 
was in a special 
English program. 
On one hand, she 
could not note 
down much 

Listen to VOA 
special English 
program and 
imitate the 
speaker’s 
pronunciation.  
Use her 
symbols to note 
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disagreement, ~ to show 
water, Δ to show 
mountain, etc. 

3. Ask her to create her own 
symbols. 

information; on 
the other hand, 
her notes were 
flawed with 
misspelling and 
wrong words. 
She was excited 
about those 
symbols. 

down what the 
speaker said as 
much as she 
can without 
looking at the 
computer 
screen and then 
check with the 
subscripts. 
Listen to the 
same news as 
many times as 
she wanted. 

1 hr To introduce 
fillers in 
speech (e.g. as 
you know, as 
far as I know, 
in my opinion, 
when it comes 
to…, etc.) 

1. Introduce what fillers are 
and how important they 
are in speaking tests. 

2. Ask her to underline 
fillers in a listening 
material. 

3. Give her more fillers to 
read and then memorize. 

She reflected on 
her 
pre-assessment 
and found fillers 
could fill in her 
pauses. 
 
She could read 
those fillers and 
called them 
“master words” or 
“fit-all words”. 

Listen to VOA 
special English 
program and 
imitate the 
speaker’s 
pronunciation.  
Use her 
symbols to note 
down what the 
speaker said 
without looking 
at the computer 
screen and then 
check with the 
subscripts. 
Try to retell the 
news using 
fillers if 
necessary. 

 

Description of the Implementation Plan 

Wendy used to be an English as a foreign language (EFL) learner and then was 

English as a second language (ESL) learner. She would definitely take the Test of English as 

a Foreign Language (TOEFL) test in the future. She needed to improve her English as a 

whole to prepare herself for the TOEFL test. Although my implementation plan only covered 
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speaking and writing of the English language, my instruction and the student’s learning were 

far more than that, i.e., also including listening, reading, vocabulary and grammar. These can 

be rationalized based on two reasons: we had plenty of time during our meeting, i.e., we 

almost stayed together from 9:30 am to 4: 30 pm every weekday; improvement of other 

aspects of English than speaking and writing could help English speaking and writing as well. 

In essence, English cannot be artificially divided into several parts without being recognized 

as an integrated language.  

The following were composed of two parts: writing and speaking. Again, each part 

covered much more than we were supposed to do according to the implementation plan. 

Writing 

  During these 54 days, Wendy wrote 20 essays in all, i.e., an essay per over two days. 

She wrote before we met so we could talk and discuss about her essays during our meetings. 

She was asked to write down beginning time, ending time, and word number of each essay, 

thus I could tell how fast she could write in order to prepare her for the real TOEFL 

Internet-based test (iBT) test. 

  At the beginning, I gave her writing assignment and she nearly finished on time. 

However, due to the fact that she frequently stayed up until she finished and her husband’s 

concern about her mood and health, I planned to let her decide how frequently to submit an 

essay. Her decision afterwards was up to my expectation, i.e., she did bring her essays twice a 

week and did retell her revised essay twice a week.  

Wendy’s writing in the pre-assessment was seriously flawed by frequent errors in 

sentence structure, words and word forms. Only two sentences in all were grammatically 
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correct. Her grammatical errors covered but not limited to passive voice and subject verb 

agreement. In addition to grammatical weakness, she had a narrow range of vocabulary; even 

within her typed words, misspelling occurred with high frequency.  

Considering her performance in the pre-assessment in writing, I taught her writing 

strategies according to the implementation plan; I also spent hours in teaching her grammar 

from the simplest to the most complex one, which covered word formation, verb tenses, 

passive voice, nouns, subject verb agreement, -ing form, to do, all clauses like attributive and 

adverb clauses, etc. I taught each of them everyday and in some cases I split up some of them 

to give Wendy appropriate grammar input. I noticed this fundamental input in grammar was 

greatly helpful for her. Take word formation for instance, she made less mistakes related to 

the word formation in her later writing. Besides, she had better understanding of a word from 

the morphological perspective thus she was more efficient in memorizing a word. The help 

did not restrict in writing, but expanded to the field of vocabulary, listening, speaking and 

reading. 

Undoubtedly, her learning in grammar did not always show progress in writing. One 

salient mistake came after I taught her –ing and to do form, which was “Take good care of pet 

is the responsibility …” in her writing. However, after I underlined the mistake, she could 

independently change it into the correct form.  

In addition to the grammar input, the listening and reading input helped her a lot in 

writing as well. Take some news content for instance. She remembered some of the VOA 

news during listening and put those into her writing as supporting evidence or examples to 

respond to her thesis statement or argumentation. This was also true in her reading. Some of 
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the new words, expressions and language structures that she learned in reading could be seen 

later in her writing. It should be noted that she could not definitely acquire them after 

one-time input, i.e., she needed repeated input at times for the sake of output. It should also 

be stated that once she acquired the new knowledge and used them, she was more likely to 

repeat using them whenever they were needed and suitable. 

Speaking 

Wendy is an introvert, strongly self-conscious, and shy adult. She was even reluctant 

to speak to me in English in the beginning, let lone to speak in public. Hence I started our 

speaking one-to-one instruction after writing and grammar. Admittedly, my speaking 

instruction was partly in Chinese to relieve her frustration and to avoid cognitive overload. 

After introducing vowels and consonants, she had more confidence in reading aloud 

words in her vocabulary book. After introducing syllables and stress, she was willing to 

imitate VOA news speakers. I taught her tones and intonations afterwards, letting her feel the 

language as a song with rhythms. After these, she was more likely to understand others’ 

utterances and imitate them. Followed by these specific and systematic speaking instructions, 

my informal speaking instructions still took place, e.g., I taught her how to read numbers in 

English; I corrected her pronunciation after retelling or reciting and on other occasions 

whenever she felt comfortable. 

She was asked to listen to VOA special English program and imitate the speaker’s 

pronunciation as frequently as she could. After a few days of adaptation, she was going to 

retell the video the next day. I asked her to practice as many times as possible to get fluency, 

however, she still focused on the completeness of the news content instead of fluency. 
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Moreover, she paused whenever the next word was still new and unfamiliar to her. She did 

not use fillers during pauses; instead, she recited the news. This was also true of her writing 

reciting. Every time I asked her to recite what she wrote before, her focus was on the 

completeness of the content rather than fluency of her speech. I noted down her 

mispronounced words during her retelling and reciting, and then did modeling and drilling 

her with the correct input. However, I noticed she needed longer time to internalize the 

phonetic input than the morphological or syntactic input. 

In order to give her more academic language input, I brought her to an academic 

seminar—Tuesday Roundtable, one program of global learning for global citizenship on 

campus. We went there every Tuesday for an hour. Supposedly, the reading materials, 

moderators’ speeches and students’ discussions were beneficial to her. After each session, we 

discussed what we had read and heard. Occasionally, she told me some word she just 

recognized; sometimes, she asked me for clarification of the words which were confusing her 

during the session. 

I also took her to an International student activity twice called coffee hour, in order 

to give her a comfortable and casual setting to talk with others in English. Hypothetically, 

casual conversations using much easier words could build up her confidence to speak in 

public. In the beginning, she was reluctant to talk with others except me, but she was willing 

to answer my questions in English. During our conversation, she asked some words she did 

not know from my utterances. Then I moved to another table with some students and asked 

her to join in. She did that but did not initiate communications. She replied some questions 

simply in English to others. Her pronunciation of both vowel and consonant are quite 
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standard and understandable, but she was still reserved to speak with others in English. The 

process of building her confidence in oral English would take a longer time than other skills. 

However, she did show her improvement in being confident to speak on many 

occasions. When we were in the resource room of our library, she asked for blank printing 

paper from library staff. I asked her “What did you say” and she said “May I have some 

papers?”. She became braver to interact with others independently, e.g., buying tickets in a 

zoo, answering directions, etc. Although her utterances were simple and short, she advanced 

greatly from none speech in public in the beginning to limited utterance, which was a 

noticeable progress. 

In summary, the narrations above just showed the speaking and writing aspects 

during our meetings. We followed my implementation plan and added a lot, covering reading, 

listening, grammar and vocabulary. I believe that what she learned in all could explain her 

huge improvement in the post-assessment. 

Post-assessment Results 

Direction for both Speaking and Writing 

During the post-assessment for both writing and speaking, Wendy did not ask me 

anything about directions. At the end of each direction, I asked her: “clear?” and she nodded. 

Apparently, she could understand what she was supposed to do. 

Speaking 

    Independent speaking. 

In the first section of the speaking assessment, Wendy needed to describe a class, 

which was the same topic as that in the pre-assessment. She prepared for 15 seconds without 
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writing down any thoughts and then began her speech.  She finished but asked for a second 

chance. I agreed to avoid unnecessary anxiety during the whole assessment. After the trial 

and second output, she was aware of how much a response should cover within the required 

limited response time. 

Her response utterance was within the required 45 seconds with only one long pause 

(seen in Appendix H); however, she repeated many words possibly in order to think of the 

following word. Her second utterance added one more important point to her supporting 

evidence. Nevertheless, the addition in content produced more and new language errors. She 

had a clear articulation with one error in pronouncing the word “learned”, which was 

pronounced as [le:ndid]. 

According to the speaking scoring rubric, which was adapted from the ETS website 

(seen in Appendix B), her overall response to this independent task could get 2 points, based 

on the following reasons: the development of the topic was meaningful but limited; the 

speech was conveyed in a choppy or fragmented way; her frequent repetition and occasional 

mispronunciation needed listener’s effort; her language showed correct basic sentence 

structures but problematic details in general; her ideas were not elaborated with details and 

support. 

Dependent speaking—part two. 

In the second part, dependent speaking, Wendy read an announcement, and then 

listened to two students’ discussion within the required time. She made her speech beginning 

with a thesis statement and then explained three reasons to occupy the required time period 
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(i.e., 60 seconds) (seen in Appendix I). This time, she produced some information to cover 

the first part of the women student’s opinion. Her speech was exactly based on her notes 

(seen in Appendix J), without much elaboration. She made three points in her note, which 

included key ideas and only part of the main points and content framework of the original 

speaker. Her speech had one obvious pronunciation error, i.e., she pronounced the word 

“tuition” as [tushitᶘen]. 

Her performance for task two can be graded with three points out of five according to 

the speaking rubric (seen in Appendix B): her response showed relevance to part of the given 

information but not all of that; her speech showed logical organization by organizing her 

notes, thus she could keep talking during the given 60 seconds; again, her frequent repetition 

and occasional mispronunciation needed listener’s effort; her language showed typical 

grammar and structural errors; her ideas were not elaborated with details and support. 

Dependent speaking—part three. 

The last section is still dependent speaking, in which Wendy needed to listen to a talk 

and then use points and examples from the talk to explain how the automobile and the radio 

contributed to a common culture in the United States. Wendy made some notes about the 

automobile and the radio (seen in Appendix K); however, she just talked about the radio (seen 

in Appendix L). This is to say, she failed to cover the automobile part and to connect both of 

the automobile and the radio with the common culture.  

Her speaking for the last task could be identified as the basic level, two out of five, 

based on the speaking rubric (seen in Appendix B): her speech almost covered the required 
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time; Her ability to strategically note down and organize her speech by organizing her notes 

was still basic; she failed to grasp the framework and key main points of the listening 

material, thus she could not produce speech consistent with the listening content; her 

occasional repetitions and frequent pauses reduced her expression of ideas. 

Writing 

For the writing task, Wendy was required to show her agreement or disagreement 

within 30 minutes with the statement that “The world is changing quickly. People are less 

happy than before”. 

Wendy used very short time to plan. She wrote while revising, sometimes deleting and 

changing words, sometimes pausing to think and then revise. She composed while thinking 

aloud. I could not hear what she said clearly, but I knew she was murmuring to herself. 

Wendy wrote 292 words in 30 minutes, i.e., eight words less than the minimum word 

requirement.  

Seen from her essay (seen in Appendix M), she could address the topic to develop her 

idea and organize her writing. Her explanation and details could somewhat support her 

argument. The organization of her writing was more coherent and cohesive with expressions 

like “while”, “but”, “for example”, “on the other hand”,” in addition”. “in sum”, etc. In terms 

of language, her writing displayed some complex and accurate syntactic structure and 

vocabulary, which included “the more money they hold, the happier they are”, “…has 

negative effect on…”, etc. to demonstrate her wide range of sentence structure and word 

choice; however, some errors of sentence structure, grammatical collocation, and word choice 

at times resulted in lack of clarity and occasionally obscure meaning. 
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Hence according to the writing rubric adapted from the ETS website (seen in 

Appendix F), Wendy’s writing in the post-assessment may get approximately 8 points out of 

14.  

Comparison of Pre and Post-assessment Results 

    If compared with pre-assessment as a whole, post-assessment was a milestone in 

Wendy’s journey of preparing for the TOEFL test during these 54 days. Her striking progress 

can be revealed from the following three perspectives. 

Direction for both Speaking and Writing 

Direction in the pre-assessment for both writing and speaking was beyond Wendy’s 

comprehension in terms of content and language. She had not met such an iBT before, so she 

had had no previous knowledge about the direction. Besides content, she met so many 

unfamiliar words in the direction part, for instance, “demonstrate”, “response”, appropriate”, 

“coherently”, etc. that she could not comprehend directions independently. 

During the post-assessment for both writing and speaking, Wendy did not ask me 

anything about directions. She understood all of them by nodding her head. It could be 

inferred from her total comprehension that she got familiar with the iBT TOEFL directions 

and, in the meantime, acquired those previously-unknown words. 

Speaking 

    Independent speaking. 

In the section of independent speaking, Wendy needed to describe a class she had 

taken in school and explain why the class was important to her. Her moderate improvement 

can be demonstrated in the following four aspects: 
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Preparation time. 

In the pre-assessment, she asked for longer preparation time, 45 instead of 15 seconds. 

However, in the post-assessment, she did not ask for an extension for preparation. Without 

any time management training between these two assessments, it can be concluded that she 

was more efficient in organizing her future utterance. 

The process of her speech. 

Her response utterance in the pre-assessment was a little longer than the required 45 

seconds, with frequent and long pauses together counted for about 37 seconds. Her response 

in the post-assessment was within the required 45 seconds with only one long pause of five 

seconds. 

It should be noted that her repetition and self-correction were more obvious in the 

post-assessment than in the pre-assessment. Her frequent repetition and occasional 

mispronunciation needed listener’s effort. Her repetition may possibly give time for her to 

think for the following utterance while her self-correction was a sign of her monitoring her 

own learning process (Krashen, 1982, pp. 15-16). 

The output of her speech. 

Her response in the pre-assessment (seen in Appendix A) revealed little ability to start 

and elaborate on a topic. The content was connected to the task but delivered very little 

information in a choppy or fragmented way; the organization of her utterance was not fluid at 

all due to her long and frequent pauses and hesitation; her language showed severely limited 

language knowledge of both grammar and vocabulary. 
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Her post-assessment speech (seen in Appendix H) was more coherent and relevant to 

the topic, with more meaningful but still limited content output. The speech was conveyed in 

a choppy or fragmented way and thus not very fluid; her language was basically 

understandable but occasionally filled with mistakes. 

The placement of her speech.  

According to the same speaking scoring rubric, which was adapted from the ETS 

website (seen in Appendix B), her response of the pre-assessment independent task could get 

no better than 1 point. Her response in the same section of the post-assessment could get 2 

points. 

 Dependent speaking—part two. 

In the second part, dependent speaking, Wendy needed to read an announcement, 

listen to two students’ discussion and then prepare to speak within the required time. Her 

noticeable improvement can be demonstrated in the following five aspects: 

Preparation time. 

In the pre-assessment, her preparation time was triple as long as required and the 

required preparation time should be 30 seconds. However, in the post-assessment, she did not 

ask for an extension for her preparation.  

Her notes of the reading and listening materials. 

As evidenced from her note in the pre-assessment during reading and listening (seen 

in Appendix C), she failed to grasp content frameworks from those materials, which were 

vital for her elaboration on the following response. Her notes were merely involved with brief 
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fragments. 

In the post-assessment, she made three points in her note, which included key ideas 

and only part of the main points and content framework of the original speaker (seen in 

Appendix J).  Compared with the notes in the pre-assessment, the notes in the 

post-assessment had more relevant points, with much clearer flow of logic. 

The process of her speech. 

Her notes and longer preparation in the pre-assessment could not support her to 

occupy the required time period (i.e., 60 seconds) for response. Although she asked for 

another chance, her utterance in both the first trial and second response was filled with 

frequent and long pauses. Her frequent hesitations and occasional mispronunciations (e.g. 

market pronounced as [mendeit]) added listeners’ effort to understand her speech.  

In the post-assessment, she frequently repeated and once self-corrected, both of which 

ruined the fluency of her speech and needed listener’s effort.  She did not have obvious 

pauses during the required time period (i.e., 60 seconds), but she had one obvious 

pronunciation error, i.e., she pronounced the word “tuition” as [tushitᶘen]. 

The output of her speech. 

During the task two of the pre-assessment in speaking, she produced so little 

information in both the first-time trial and the second response that she could hardly convey 

the women student’s opinion and reasons (seen in Appendix C). Her language showed some 

grammatical errors like “more big”, “…is said have…” etc.  Her speech with these errors 

could add the degree of difficulty for listeners to comprehend. 
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However, she made remarkable progress when she did the same task in the 

post-assessment. Her speech began with a thesis statement. Followed by were three reasons 

to explain her argument statement (seen in Appendix I). This time, she produced more 

information to partly cover the women student’s opinion with a logical organization. Her 

speech was exactly based on her notes without much elaboration, i.e., she did not give 

supporting details or examples after giving the reasons. Her language was still not free from 

grammar and structural errors, for example, “there have more students”, and “to students sit”. 

But her speech with these errors could still be understandable. 

The placement of her speech.  

Her utterance for the second task in the pre-assessment fell down below the basic 

level of the speaking rubric (seen in Appendix B); however, her performance in the 

post-assessment can be graded with three points out of five using the same speaking rubric. 

Dependent speaking—part three. 

In the third part, dependent speaking, Wendy needed to listen to a talk and then use 

points and examples from the talk to explain how the automobile and the radio contributed to 

a common culture in the United States. Wendy made a huge improvement from no output in 

the pre-assessment to almost 60-second talk in the post-assessment, which can be 

demonstrated in the following aspects: 

Preparation time. 

Both in the pre-assessment and the post-assessment, Wendy did not ask for extension 

to prepare for her speech, however, her performance after the preparation time were 

dramatically different, with two ends of no output and nearly 60-second speech. 
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Her notes of the reading and listening materials. 

Both in the pre-assessment and the post-assessment, Wendy made notes during 

listening to the talk. Her notes in the pre-assessment were not systematic, i.e., with just 

several segments (seen in Appendix C).  

Her notes in the post-assessment had three parts divided by her drawing straight lines 

(seen in Appendix K).  The first part had a key word “common culture” and an adjective 

“contributed”, the second was about the automobile, the last began with a noun “rado” (radio) 

and then scribbled down details about the radio. Her ability to strategically note down and 

organize her speech by organizing her notes was still basic; she failed to grasp the framework 

and key main points of the listening material. 

The process of her speech. 

After making notes and preparing in the pre-assessment, she quit by saying “I won’t 

speak” in Chinese, while in the post-assessment her speech almost covered the required time. 

It should be noted that her occasional repetitions and frequent pauses reduced her expression 

of ideas in the post-assessment speech.  

The output of her speech. 

She did not say anything in the pre-assessment. On the contrary, her speech in the 

post-assessment almost covered the 60 seconds. However, she just talked about the radio, 

although she made additional notes during listening. This is to say, she failed to cover the 

automobile and connect both of the automobile and the radio with the common culture, thus 

she could not produce speech consistent with the listening content. 
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The placement of her speech.  

The score of her utterance for the third task jumped from zero in the pre-assessment to 

two out of five points in the post-assessment, which is the basic level according to speaking 

rubric (seen in Appendix B).  

Writing 

For the writing task in both the pre-assessment and the post-assessment, Wendy was 

required to show her agreement or disagreement with the statement that “The world is 

changing quickly. People are less happy than before” within 30 minutes. Wendy’s 

dramatically improved performance from the pre-assessment to the post-assessment can be 

revealed in the following three aspects: 

The process of her writing.  

Wendy used very short time to plan and then kept typing in both the pre-assessment 

and the post-assessment.  

In the post-assessment, however, she wrote while revised, sometimes deleting and 

changing words, sometimes pausing to think and revise. She composed while thinking aloud. 

I could not hear what she said clearly but I knew she was murmuring to herself. All of these 

occurred only in the post-assessment. 

The output of her writing. 

Wendy wrote 160 words in the pre-assessment but wrote 292 words in the 

post-assessment. The quantity of her writing was approaching to the minimum word 

requirement, i.e., 300 words.  

Seen from her essay in the pre-assessment (Seen in Appendix E), she was weak in 
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developing her idea and in organizing her writing and language use. Her essay had some kind 

of organization, beginning with introduction, developing with supporting details, and ending 

with a brief conclusion. However, those examples were not sufficient and responsive to 

support her thesis statement. Besides the content weakness, her writing revealed both 

grammatical and lexical errors, which in detail, cover errors of collocation, set phrases, word 

spelling, word choices, passive voice, subject verb agreement, etc. Only two sentences in all 

were grammatically correct in her essay. 

Seen from her essay in the post-assessment (Seen in Appendix M), she could address 

the topic to develop her idea and organize her writing. Her explanation and details could 

somewhat support her argument. The organization of her writing was more coherent and 

cohesive with expressions like “while”, “but”, “for example”, “on the other hand”,” in 

addition”. “in sum”, etc. In terms of language, her writing displayed some complex and 

accurate syntactic structure and vocabulary to demonstrate her wide range of sentence 

structure and word choice; however, some errors of sentence structure, grammatical 

collocation, and word choice may result in lack of clarity and occasionally obscure meaning. 

The placement of her writing.  

According to the writing rubric adapted from the ETS website (seen in Appendix F), 

Wendy’s writing in the pre-assessment may get approximately 2 points out of the total score, 

i.e., 14 points, while her post-assessment may get approximately 8 points out of 14.  

Reflection 

   Although this was not new to me to teach English, it was the first time for me to 

teach an adult for TOEFL preparation on a one-to-one interaction basis. During our meetings 
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in these 54 days over 300 hours, I learned a lot from Wendy and our shared experience. The 

most striking finding was how huge improvement an English learner could make regardless 

of her limited previous knowledge in English. I also found that Wendy as an adult English 

learner had stronger awareness of syntactic and syntax structure, compared with phonetic 

features. 

In detail, I reflected on this case study experience applying the following six theories, 

theoretical concepts or hypotheses, with a hope to enlighten both English learners and 

English teachers. 

U-shape learning 

U-Shaped learning was put forward by Kellerman (1985), who based on his research 

on Dutch learners of English. Kellerman stated that language learning does not proceed in a 

linear way in terms of linguistic use. To elaborate, a learner may firstly produce some 

linguistic form that appears error-free, and then subsequently the learner appears to lose the 

previously known form. After that regression, the learner may produce the correct target 

language usage again. 

This is true of Wendy’s writing. One typical mistake that can explain Wendy’s 

regressions in this case study came after she understood the –ing and to do form, which was 

“Take good care of pet is the responsibility …” in her writing. However, after I underlined the 

mistake, she could independently change it into the correct form.  

As to Wendy’s speaking, she showed her unstable pronunciation of some new words, 

like economy and economic. She either paused to think their pronunciations or felt confused 

thus made mistakes. Personally believing, it is only through repeated practices and error 
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correction that Wendy could avoid such mistakes in both speaking and writing. 

The First language (L1) transfer to the second language (L2) 

  It is theoretically recognized that adult language learners are more likely to be 

vulnerable to the effect of L1 on L2 during L2 learning. L1 may be used to bridge gaps for 

the adult learners within L2. L1 may also cause interferences to L2 learning. 

  Both positive and negative influence of L1 on L2 could be found from Wendy’s 

English learning. She told me that in order to plan what to write for her essays, she usually 

wrote down the framework of the essays in Chinese and then translated them into English. 

Chinese here was used to bridge her gaps in organizing an essay in English. She was more 

comfortable to use her native language first. 

  However, both her writing and speaking also revealed the inference of L1 to L2. 

Some of the sentence structures and word choices were typical in English forms but in 

Chinese conventions. She had difficulty in choosing “a”, “the” or not, since there is no article 

in Chinese language grammar. Her speeches were problematic with the use of “she” or “he”, 

because the corresponding pronunciations are the same in Chinese language.  

  It can be concluded from my observation that she was less likely to transfer her L1 to 

L2 with her improved proficiency in L2, because her outputs were less noticeable and 

traceable in terms of L1. 

Monitor Hypothesis 

Krashen’s (1984) Monitor Model gave a metaphor of L2 learning as a monitor 

making minor changes. Krashen gave three bases on the possibility that monitor would take 

place: when a speaker/writer has plenty of time; when he/she is concerned about producing 
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correct language; when he/she has learned the relevant rules.  

This hypothesis could definitely explain Wendy’s English learning in this case study. 

Without time limits, Wendy would show her frequent self-correction in retelling and reciting. 

With time constraints in the past-assessment, however, she just made self-correction once in 

speaking. 

She was always concerned about producing correct language. When I checked her 

writing, she kept looking at my pen and her paper. After I underlined the mistake, she could 

not wait to change it into the correct form by herself or under my assistance. She frequently 

asked me whether she pronounced a word correctly in her speaking, I would tell her right 

away except during checking her retelling or reciting. 

Wendy used her known rules to monitor her writing even in the post-assessment. She 

wrote while revising, sometimes deleting and changing words, sometimes pausing to think 

and then revise. She repeated many words in her post-assessment in speaking, possibly in 

order to think of the following word. This contributed to another evidence of her concern 

about her language output. 

Strategies Based Instruction and scaffolding 

  I did more than my implementation plan, partly due to Wendy’s preference and her 

learning style. Every time she gave me negative feedback about my instruction or take-home 

assignments, we would sit together to discuss a better alternative approach. Through this kind 

of informal interviews, I became aware of her preferences and tendencies and then I could 

offer advice on beneficial in-class and extra-class strategies. For instance, Wendy preferred 

explicit error correction, thus I would underline mistakes, check her modified changes and 
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then explicitly correct them if the modifications were not right. Accordingly, our approach to 

error analysis and error correction should be effective to Wendy.  

Scaffolding refers to a process in which I helped Wendy by providing assistance. I did 

this from two aspects. As to the language input, I followed exactly the order from the 

simplest to the most difficult. Even within this sequential order, I still needed to modify the 

amount of new knowledge at a time according to Wendy’s competencies and responses. 

Sometimes, we did not move forward, instead, we revised the old knowledge for 

consolidation and internalization. Furthermore, Wendy’s engagement to become autonomous 

was vital in my case study. Since the time she decided how frequently to submit essays, she 

was more active in asking for my assistance for questions from her assignments. 

Anxiety  

  Anxiety, as one of the affective factors, has been emphasized by many linguistics 

and language educators in language teaching and learning. It can facilitate language 

performance when the level is low, while can debilitate language performance when the level 

is high. Anxiety is correlated with self-esteem and risk-taking. It may arise from a learner’s 

need to make a positive social impression on others. 

In my case, anxiety is also related to Wendy’s personality as well. Wendy, as an 

introvert adult, was more easily anxious. Sometimes, she was so anxious that she could not 

help crying. She told me that she felt so frustrated at her repeated mistakes or so stressed 

because she wanted to make a positive impression on both me and herself.  

However, I did notice that she did not cry as frequently as she used to after I gave her 

more autonomy, e.g., her choice to decide when to give me her essays. I did also find that her 
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language performance in general was more quickly improved when she felt less anxious and 

more comfortable. 

Learner personality 

 Targeting a learner’s personality is more difficult than just considering that in 

language teaching. Luckily to Wendy, this type of targeting was realized in this case study on 

the one-to-one instruction basis. Wendy’s intangible details, like her personality, deserved 

more considerations from my perspective.  

Wendy is an introvert, strongly self-conscious, and shy adult. She was willing to only 

read and speak to me in English in the beginning. Accordingly, building up her confidence in 

public speaking was more demanding but necessary. This is why I brought her to a casual 

context of international students where she could use very simple English to talk with other 

international students. 

  Wendy has delay gratification toward preparing herself for the TOEFL test. She did 

not give up or even think to do so, though her proficiency was far away from the TOEFL 

targeted level. She was willing to keep working until she can pass the TOEFL test with a 

minimum grade required by universities. She also has strong self-discipline. She came to 

meet me every working day with the work she finished the night before, even I did not assign 

her any task. That is to say, she did not abuse her self-autonomy in this case study. 

 In all, the six components above are mainly my reflections. Nevertheless, my 

reflections on this case study are not limited to these or to “now”. Instead, the reflections are 

like a snowball, moving forward with my leaving and teaching experiences, which will guide 

my way in a direct or indirect way. 
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Appendix A 

Transcript of Wendy’s speaking in section one of the pre-assessment 

“When, when I was in school, I learned a class, class. Its name en Children’s 

Development…( pausing 5 seconds)..en…(pausing 25 seconds) The class is important 

because it’s let me know how…um…(pausing 5 seconds) …from the baby was born 

en …(pausing 2 seconds) … to the people die um… (over by her say “ I won’t continue” in 

Chinese)” 
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Appendix B 

Questions 1: Independent Task (Total score: 4 points) 

Score 
General 
Description  

Delivery  Language Use  Topical Development 

4  

The response 
fulfills the demand 
of the task, with at 
most minor lapses 
in completeness. It 
is highly intelligible 
and exhibits 
sustained coherent 
discourse. A 
response at this 
level is 
characterized by all 
of the following:  

Generally 
well-placed flow 
(fluid expression). 
Speech is clear. It 
may include minor 
lapses, or minor 
difficulties with 
pronunciation or 
intonation patters, 
which do not affect 
overall 
intelligibility.  

The response 
demonstrates 
effective use of 
grammar and 
vocabulary. It exhibits 
a fairly high degree of 
automaticity with 
good control of basic 
and complex 
structures (as 
appropriate). Some 
minor (or systematic) 
errors are noticeable 
but do not obscure 
meaning.  

Response is sustained 
and sufficient to the 
task. It is generally well 
developed and 
coherent; relationships 
between ideas are clear 
(or clear progression of 
ideas)  

3  

The response 
addresses the task 
appropriately, but 
may fall short of 
being fully 
developed. It is 
generally 
intelligible and 
coherent, with some 
fluidity of 
expression, though 
it exhibits some 
noticeable lapses in 
the expression of 
ideas. A response at 
this level is 
characterized by at 
least two of the 
following:  

Speech is generally 
clear, with some 
fluidity of 
expression though, 
minor difficulties 
with 
pronunciation, 
intonation, or 
pacing are 
noticeable and may 
require listener 
effort at times 
(though overall 
intelligibility is not 
significantly 
affected).  

The response 
demonstrates fairly 
automatic and 
effective use of 
grammar and 
vocabulary, and fairly 
coherent expression 
of relevant ideas. 
Response may exhibit 
some imprecise or 
inaccurate use of 
vocabulary or 
grammatical 
structures used. This 
may affect overall 
fluency but it does not 
seriously interfere 
with the 
communication of the 
message.  

Response is mostly 
coherent and sustained 
and conveys relevant 
ideas/information. 
Overall development is 
somewhat limited, 
usually lacks 
elaboration or 
specificity. 
Relationships between 
ideas may at times not 
be immediately clear.  

2  
The response 
addresses the task, 

Speech is basically 
intelligible, though 

The response 
demonstrates limited 

The response is 
connected to the task, 
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but development of 
the topic is limited. 
It contains 
intelligible speech, 
although problems 
with delivery and/or 
overall coherence 
may occur; 
meaning may be 
obscure in places. A 
response at this 
level is characters 
by at least two of 
the following:  

listener effort is 
needed because of 
unclear 
articulation, 
awkward 
intonation, or 
choppy rhythm 
pace; meaning may 
be obscured in 
places.  

range and control of 
grammar and 
vocabulary. These 
limitations often 
prevent full 
expression of ideas. 
For the most part, 
only basic sentence 
structures are used 
successfully and 
spoken with fluidity. 
Structures and
vocabulary may 
express mainly 
simple (short) and/or 
general propositions, 
with simple or unclear 
connections made 
among them (serial 
listening, 
conjunction, 
juxtaposition).  

though the number of 
ideas present or the 
development of ideas is 
limited. Mostly basic 
ideas are expressed with 
limited elaboration 
(details and support). At 
times relevant 
substance may be 
vaguely expressed or 
repetitious. 
Connections of ideas 
may be unclear  

1  

The response is 
very limited in 
content and/or 
coherence, or is 
only minimally 
connected to the 
task, or speech is 
largely 
unintelligible. A 
response at this 
level is 
characterized by at 
least two of the 
following:  

Consistent 
pronunciation, 
stress, and 
intonation 
difficulties cause 
considerable 
listener effort; 
delivery is choppy, 
fragmented, or 
telegraphic; 
frequent pauses 
and hesitations.  

Range and control of 
grammar and 
vocabulary severely 
limited (or prevent 
expression of ideas 
and connections 
among ideas. Some 
low-level responses 
may rely heavily on 
practiced or formulaic 
expressions.  

Limited relevant 
content expressed. The 
response generally 
lacks substance beyond 
expression of very basic 
ideas. Speaker may be 
unable to sustain speech 
to complete task and 
may rely heavily on 
repetition of the prompt. 

Questions 2-3: Integrated Tasks (Total score: 5 * 2 =10 points) 

Score 
General 
Description  

Delivery  Language Use  Topical Development 

5  
The response 
fulfills the demand 
of the task, with at 

Speech is generally 
clear, fluid and 
sustained. It may 

The response 
demonstrates good 
control of basic and 

The response presents a 
clear progression of 
ideas and conveys the 
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most minor lapses 
in completeness. It 
is highly 
intelligible and 
exhibits sustained 
coherent discourse. 
A response at this 
level is 
characterized by all 
of the following:  

include minor 
lapses or minor 
difficulties with 
pronunciation or 
intonation. Pace 
may vary at times 
as speaker attempts 
to recall 
information. 
Overall 
intelligibility 
remains high.  

complex grammatical 
structures that allow 
for coherent, efficient 
(automatic) 
expression of 
relevant ideas. 
Contains generally 
effective word 
choice. Though some 
minor (or systematic) 
errors or imprecise 
use may be 
noticeable, they do 
not require listener 
effort (or obscure 
meaning)  

relevant information 
required by the task. It 
includes appropriate 
details though it may 
have minor errors or 
minor omissions.  

4  

The response 
addresses the task 
appropriately, but 
may fall short of 
being fully 
developed. It is 
generally 
intelligible and 
coherent, with 
some fluidity of 
expression, though 
it exhibits some 
noticeable lapses in 
the expression of 
ideas. A response at 
this level is 
characterized by at 
least two of the 
following:  

Speech is generally 
clear, with some 
fluidity of 
expression, but it 
exhibits minor 
difficulties with 
pronunciation, 
intonation, or 
pacing and may 
require some 
listener effort at 
times. Overall 
intelligibility 
remains good 
however.  

The response 
demonstrates fairly 
automatic and 
effective use of 
grammar and 
vocabulary, and fairly 
coherent expression 
of relevant ideas. 
Response may 
exhibit some 
imprecise or 
inaccurate use of 
vocabulary or 
grammatical 
structures or be 
somewhat limited in 
the range of 
structures used. Such 
limitations do not 
seriously interfere 
with the 
communication of the 
message.  

The response is 
sustained and conveys 
relevant information 
required by the task. 
However it exhibits 
some incompleteness, 
inaccuracy, lack of 
specificity with respect 
to content, or 
choppiness in the 
progression of ideas.  

3 

The response 
addresses the task, 
but development of 
the topic is limited. 
It contains 

Speech is clear at 
times, though it 
exhibits problems 
with pronunciation, 
intonation, or 

The response is 
limited in the range 
and control of 
vocabulary and 
grammar 

The response conveys 
some relevant 
information but is 
clearly incomplete or 
inaccurate. It is 
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intelligible speech, 
although problems 
with delivery 
and/or overall 
coherence may 
occur; meaning 
may be obscure in 
places. A response 
at this level is 
characters by at 
least two of the 
following:  

pacing and so may 
require significant 
listener effort. 
Speech may not be 
sustained at a 
consistent level 
throughout. 
Problems with 
intelligibility may 
obscure meaning in 
places (but not 
throughout)  

demonstrated (some 
complex structures 
may be used, but 
typically contain 
errors). This results in 
limited or inaccurate 
connections. 
Automatically of 
expression may be 
evident only at the 
phrasal level.  

incomplete if it omits 
key ideas, makes vague 
reference to key ideas, 
or demonstrates limited 
development of 
important information. 
An inaccurate response 
demonstrates 
misunderstanding of 
key ideas from the 
stimulus. Typically 
ideas expressed may not 
be well connected or 
cohesive so that 
familiarity with the 
stimulus is necessary in 
order to follow what is 
being discussed.  

2  

The response is 
very limited in 
content and/or 
coherence, or is 
only minimally 
connected to the 
task, or speech is 
largely 
unintelligible. A 
response at this 
level is 
characterized by at 
least two of the 
following:  

Consistent 
pronunciation and 
intonation 
problems cause 
considerable 
listener effort and 
frequently obscure 
meaning. Delivery 
is choppy; 
fragmented, or 
telegraphic. Speech 
contains frequent 
pauses and 
hesitations  

Range and control of 
grammar and 
vocabulary severely 
limits (or prevents) 
expression of ideas 
and connections 
among ideas. Some 
very low-level 
responses may rely 
on isolated words or 
short utterances to 
communicate ideas  

The response fails to 
provide much relevant 
content. Ideas that are
expressed are often 
inaccurate or limited to 
vague utterances or 
repetitions (including 
repetition of prompt).  

 
 

Adapted from http://www.ets.org/Media/Tests/TOEFL/pdf/Speaking_Rubrics.pdf 
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Appendix C 
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Appendix D 

Transcript of Wendy’s speaking in section two of the pre-assessment  

1st time 

“The woman the woman…(pausing 4 seconds) the… the woman’s opinion.. um…(pausing 

12 seconds and then over)” 

2nd time based on her request  

“The the women is said have five reasons. First, the school place is too small, they have to 

get seats more big; second, um…e…if they have more money, the school students will get 

job in mandate ……(pausing 11 seconds and then over by saying “ I don’t know how to say” 

in Chinese) 
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Appendix E 

Wendy’s writing of pre-assessment 

Depenting on the high development of the word, the world is changing quickly. Some people 

hold the idea of  they are less happy than before, others prefer to more happy than before. 

From my point of view, I am enjoy the life now, and fell more happy than before. The 

arguments for the reason are listed on follows.  

First, depenting on the computer’s development, we can get more informations from internet 

which can not get form the books before the computer has been developmented. 

Second, we get the streets form the busy work, but also get so many funny too. For example, 

after finish the busy work in daytime, we can do excises with families or friends in gym. Also 

can go outside to have vocation without work thinking. Excises and vocations can make us 

healthy, and  keep us going on to work. 

As a word, I am fell more happy than before while the world is changing quickly.  
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Appendix F 
Writing Rubrics (14 points) 

SCORE TASK DESCRIPTION 
14 An essay at this level largely accomplishes all of the following: 

� Effectively addresses the topic and task 
� Is well organized and well developed, using clearly appropriate explanations, 
exemplifications, and/or details 
� Displays unity, progression, and coherence 
� Displays consistent facility in the use of language, demonstrating syntactic variety, 
appropriate word choice, and idiomaticity, though it may have minor lexical or 
grammatical errors 

11 An essay at this level largely accomplishes all of the following: 
� Addresses the topic and task well, though some points may not be fully elaborated 
� Is generally well organized and well developed, using appropriate and sufficient 
explanations, exemplifications, and/or details 
� Displays unity, progression, and coherence, though it may contain occasional 
redundancy, digression, or unclear connections 
� Displays facility in the use of language, demonstrating syntactic variety and range 
of vocabulary, though it will probably have occasional noticeable minor errors in 
structure, word form, or use of idiomatic language that do not interfere with meaning 

8 An essay at this level is marked by one or more of the following: 
� Addresses the topic and task using somewhat developed explanations, 
exemplifications, and/or details 
� Displays unity, progression, and coherence, though connection of ideas may be 
occasionally obscured 
� May demonstrate inconsistent facility in sentence formation and word choice that 
may result in lack of clarity and occasionally obscure meaning 
� May display accurate, but limited range of syntactic structures and vocabulary 

5 An essay at this level may reveal one or more of the following weaknesses: 
� Limited development in response to the topic and task 
� Inadequate organization or connection of ideas 
� Inappropriate or insufficient exemplifications, explanations, or details to support or 
illustrate generalizations in response to the task 
� A noticeably inappropriate choice of words or word forms 
� An accumulation of errors in sentence structure and/or usage 

2 An essay at this level is seriously flawed by one or more of the following weaknesses: 
� Serious disorganization or underdevelopment 
� Little or no detail, or irrelevant specifics, or questionable responsiveness to the task 
� Serious and frequent errors in sentence structure or usage 

0 An essay at this level merely copies words from the topic, rejects the topic, or is 
otherwise not connected to the topic, is written in a foreign language, consists of 
keystroke characters, or is blank. 

Adapted from http://www.ets.org/Media/Tests/TOEFL/pdf/Writing_Rubrics.pdf 
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Appendix G 

Diagram Cultural Thought Patterns 

 

 

 

 

From “Cultural thought patterns in inter-cultural education” by Kaplan, 2001, p. 21. In T. 
Silva & P.K. Matsuda (Eds.), Landmark essays on ESL writing (pp. 11-25). Copyright 2001 
Lawrence Erlbaum Associates. 
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Appendix H 
 

Transcript of Wendy’s speaking in section one of the post-assessment 

 

First trial: “When, when I studied, when I studied at a university, en.., I um.. I am interested 

in one class. Its name it’s named Children’s Children’s Development. It is important for for 

me because …because by learning it by…(pausing 5 seconds)… I I know I know the process 

of my e.. pr..en development”  

 

Second time: “I learned class named Children’s development. It’s not only helps me um… 

learn more about my ex…my process of development but helps… me to en…really 

to …um…really to welcome the baby it will come “ 
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Appendix I 
 

Transcript of Wendy’s speaking in section two of the post-assessment  

“en..Increasing tuition and fee and fee has several reasons: first, the the student have have 

there has have more students than five years ago; and second, the class the class seats are too 

small to students sit; er third, the school needs more professors to educate the students. 
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Appendix J 
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Appendix K 
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Appendix L 
 

Transcript of Wendy’s speaking in section three of the post-assessment  

 

First time: “…e People use to, people use to, used the radio all over.” 

 

Second time:” um… people from all over the United State use radio because e. radio e…can 

share share share information about a country en and people can know the same news from 

the.. radio…e…(pausing 6 seconds) um..so the radio is very important (laughing)” 
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Appendix M 

Wendy’s writing of post-assessment 

The world is changed every day. Facing the changes, different people hold various opinions. 

Someone think that people are less happy than before while the world is changing quickly. 

But others think people are happier than before. It is hard to say which argument is right, but 

depending on people’s attitude of the changes of the world. 

It is sure that the development of the world takes a lot of benefits to us. Education, health and 

leisure are three main factors involved by life. More advanced technologies are used to these 

fields. For example, the airplane that invented by scientist can take us to anyway that we want 

to travel to. It makes people’s leisure time more colorful, and people of course feel happier 

than before. And the new medical technology can solve the complex adsears, which helps 

people to live more longer than before.  

On the other hand, the quickly change of the world also has negative effect on people’s life. 

Some people’s attitude of happiness was changed. There are so-called rich persons, they 

believe that the more money they hold, the happier they are. In order to get more money to 

satisfy their personal happiness, they would rather doing things that are outside the law. Like 

selling the bad quality of products with high price. Without these so-called rich person, all 

other people cannot feel happy. In addition, the environmental problem is an big cause to 

make people less happy than before while the world is quickly developed. 

In sum, the most important thing is not that if the world is quickly changed, but the people’s 

attitude of facing the changes. People should learn how to used to accept the changes of the 

world, and make them happier than before. 
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Connections of Cognitive Load Theory and Deliberate Practice in Social Efficiency Curriculum 

 

Abstract 

Cognitive Load Theory (CLT) is one of the most influential theories in instructional design. It 

focuses on the aspects of information processing and the inherent limitation of the working 

memory, which deals with the outside interaction. Its aims are to encourage learners’ cognitive 

activities and further optimize their intellectual performance. However, the effectiveness of CLT 

is limited to designing instructional formats in the beginning stage of skill acquisition. Deliberate 

practice (DP) based on CLT is for experts with a high level of skills. Connections between the 

theoretical frameworks of CLT and DP can be used to modify instructional design with the 

increasing knowledge of a learner. A learner is expected to develop performance with delicate 

programmed curriculum under Social Efficiency ideology, which sets up objectives and goals in 

steps to realize successful performance of a set of tasks. The Social Efficiency Curriculum (SEC) 

is not independently isolated from but essentially connected with CLT and DP. The current paper 

will discuss the connections of CLT and DP in the setting of SEC in the aspects of performance, 

condition and programming. The paper intends to establish the connections and provides a 

foundation for future instructional design in SEC. 

Key words: cognitive load theory, cognitive load, deliberate practice, Social Efficiency 

Curriculum 
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List of Symbols 

 

CL: cognitive load 

CLT: cognitive load theory 

DP: deliberate practice 

DPA: deliberate practice activities 

EFL: English as a foreign language 

LTM: long-term memory 

SEC: Social Efficiency curriculum  

SEI: Social Efficiency ideology 

STM: short-term memory 

WM: working memory 
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Cognitive Load Theory 

    Cognitive load theory (CLT) provides the foundation for a teaching approach based on the 

knowledge of the human cognitive architecture (Torcasio & Sweller, 2010). Human cognitive 

architecture is composed of a natural information processing system, which creates novel 

information, stores it and is able to disseminate it over a long distance and time. The cognitive 

architecture pays attention to the role of working memory (WM) in the creating and storing 

information in long-term memory (LTM) for following use (Torcasio & Sweller, 2010). A large 

store of information is held in LTM, which comes from imitating, reading or listening to others. 

A substantial amount of information in the LTM can be used by WM, to deal with the external 

interactivity for the processing of information (de Tong, 2010). WM is severely limited in 

capacity, i.e. processing a finite amount of new information at a time which was once suggested 

as 7+ 2 (Miller, 1956), and then as 4+ (Cowan, 2001, 2010). It is also limited in duration, i.e. a 

few seconds without rehearsal (Peterson & Peterson, 1959). 

CLT comprises “the number of separate chunks” plus “the resources necessary to process 

the interaction” between them (Feldon, 2010, p. 18), or both human cognitive architecture and 

the instructional processes (de Tong, 2010; Torcasio & Sweller, 2010). Instructional design and 

human cognitive architecture are intrinsically interrelated. 

Historical Background of Cognitive Load Theory 

Founded by Sweller (1988), the major objective of CLT is to inform the design of 

instruction and instructional materials in order to promote skill and knowledge acquisition of 

learners. To promote this acquisition, the instruction design should optimize the use of WM 

capacity and avoid cognitive overload. Cognitive overload means cognitive load (CL) exceeds 

WM capacity to process, which results in substantial difficulties for learners (Feldon, 2010).  



CONNECTIONS OF COGNITIVE LOAD THEORY AND DELIBERATE PRACTICE IN SOCIAL EFFICIENCY CURRICULUM  4 
 

CL refers to “the number of separate chunks (schemas)” processed simultaneously in WM in the 

process of learning or performing a task, plus “the resources necessary to process the interaction” 

between them (Feldon, 2010, p. 18). Consequently, CL is “experienced as mental effort” (Feldon, 

2010, p. 18). 

Sweller (1988) correlated CL with the finite number of pieces of information processed at 

a given time in WM, which Miller (1956) estimated to be seven, plus or minus two. Miller’s 

research suggested that WM can hold no more than about 5-9 or 7+ 2 elements or chunks of 

novel or unfamiliar information for processing at a given time. Miller’s work can be viewed as 

the initiative in studying WM capacity which is like a bottleneck. However, Cowan (2001) 

suggested that the WM can only hold approximately 4 chunks of information other than numbers. 

The maximum number of information pieces processed concurrently as 4+ has received wide 

agreement by many researchers, including Feldon (2010) and Janssen, Kirshner, Erkens,  

Kirschner, and Paas (2010). In addition to its limited capacity, WM is also limited in duration, 

which was examined early in 1959 by Peterson and Peterson. They found that if people are 

presented units of unfamiliar combinations of letters to hold in memory, those letters can only be 

held for a few seconds without rehearsal.  

Types of Cognitive Load 

CLT addresses three types of CL: extraneous, intrinsic, and germane CL . 

Extraneous cognitive load. 

Sweller (2010) in his latest article defined extraneous load as interacting elements, which 

should be reduced by the devised principles of CLT. Feldon (2010, p. 18) gave a more detailed 

definition of extraneous load, i.e. “information in the instructional environment that occupies 

working memory space” but provides no assistance in understanding or solving the problem. 
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Decreasing extraneous CL is one main aim of CLT which by this can closely link human 

cognitive architecture and instructional design (de Tong, 2010). 

Intrinsic cognitive load. 

Intrinsic CL is defined as the number of elements “simultaneously processed in WM to 

understand and learn” (Sweller, 2010, p. 41). Feldon (2010, p. 18) gave a similar definition of 

intrinsic load as “the inherent complexity of the material to be learned”. 

Germane cognitive load.  

Sweller (2010) claimed that the germane CL would increase with the increasing use of 

WM resources devoted to dealing with the intrinsic CL. Feldon (2010, p. 18) gives a clear 

definition of germane cognitive load, defining it as the effort put forth in the “necessary 

instructional scaffolding and in learning concepts that facilitate further content learning”. Feldon 

(p. 19) contended that germane cognitive load is highly complicated, which is increased by 

building cognitive support. Beginners need much explicit instruction, being presented with very 

small chunks of information, so as to process new information or apply problem-solving 

strategies. With increasing knowledge and skill, the same learners may find external scaffolding 

which initially helped them redundant. 

Teaching Principles from Cognitive Load Theory 

  A learning task may exert different levels of cognitive load on different individuals due to 

their level of relevant prior knowledge—existing schema. A task that would represent only one 

chunk of information for an advanced learner may represent several chunks for a beginner. 

Correspondingly, CLT is applied by instructional designers to devise some principles to facilitate 

learning, which is, to supply appropriate prior knowledge content to students so that the intrinsic 

load of the new material does not utilize all the available WM resources, to reduce or eliminate 
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extraneous load, and to deliberately impose germane load to facilitate learning (Feldon, 2010). 

These principles reflect earlier teaching strategies constructed by Gog, Ericsson, Rikers, and 

Paas (2005). Gog, et al. (2005, p. 73) asserted that instruction should “center on authentic tasks”, 

be adaptive to “the individual learner’s needs and capacity”, and “support and motivate learners 

in acquiring the ability to plan, monitor, and evaluate their own learning process”. 

Cognitive Load Effects 

CLT has been increasingly applied ever since the 1990s in several instruction contexts 

including language teaching, math instruction (e.g. Sweller & Low, 1992), animation learning 

(e.g. Ayres, & Paas, 2007), multimedia design (e.g. Chen, Chang, & Lee, 2009), etc. The 

empirical studies related to these applications result in the presentations of learning effects. 12 

learning effects are listed in Sweller’s (2010, p. 30) table in summary, covering split-attention 

effect, modality effect, redundancy effect, expertise reversal effect, etc. Due to the focus of this 

paper and the closer connections with deliberate practice, the paper will only mention two effects 

in the language teaching context, i.e., the redundancy effect and the expertise reversal effect. 

The redundancy effect means a situation of debilitating learning when redundant 

information leads to cognitive overload, for instance, English as a foreign language (EFL) 

learners were presented with the written and spoken text concurrently (Diao, Chandler, & 

Sweller, 2007; Diao & Sweller, 2007), or reading learners were given both text and interrelated 

pictures simultaneously (Torcasio & Sweller, 2010), or presenting or attending a presentation 

with/ without PowerPoint (L. Pittman, personal communication, November 6, 2010). 

The other one, the expertise reversal effect, means the instruction which initially helped 

novices becomes less effective, less efficient or even dysfunctional with increasing expertise 

beyond the initial phase of skill acquisition. Take one of the instructing strategies put forward by 
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Feldon (2010), for example. Feldon suggested integrating explanatory text into a diagram rather 

than keeping it separate to facilitate learning. It is possibly beneficial for beginning learners. But 

an advanced learner, who can understand the diagram in isolation, may find this integration 

deliberating their learning because of its redundancy. 

All the results of these studies supported the theoretical analysis that if WM resources are 

used to process the redundant information, fewer resources would be available to deal with the 

task to be solved and then accordingly required changes to LTM would be reduced. 

Deliberate Practice 

Deliberate practice (DP) contains principles and activities used to “design instructional 

formats for higher levels of skills mastery” (Gog, et al., 2005, p. 73). Deliberate practice 

activities (DPA) are for experts with high level of skills based on CLT, while CLT has 

successfully identified instructional formats more effective and efficient than conventional ones 

in the beginning stage of skill acquisition. Considering the two CL effects mentioned above, Gog, 

et al. (2005) took the initiative in establishing connections between the theoretical frameworks of 

CLT and DP, in order to modify instructional design with the increasing knowledge of a learner.  

DP means relevant practice for performance improvement. The practices are “at an 

appropriate, challenging level of difficulty”, and “enable successive refinement by allowing for 

repetition”, for making and correcting errors, and for giving informative feedback to target 

learners (p. 75). The characteristics of DP described by Gog, et al. (2005) are in evident 

congruency with CLT. 

Effective and efficient instructional design should underlie or mediate the acquisition of 

specific demanding skills at different phases of expertise (Gog, et al., 2005). Noticeably, CLT 

researchers have increasingly focused on the learners’ prior knowledge and level of expertise, 
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which are important in mediating the relationship between cognitive architecture, information 

structure, and learning outcomes. CLT researchers have also begun to probe how to design 

effective and efficient instructional strategies for learners beyond the initial stage of mastery. In 

particular, some recent instructional formats intending to enhance germane cognitive load might 

be regarded as DPA for students at certain levels of expertise, for instance, instructing students to 

do self-explanation, imagination or anticipation on next steps (Gog, et al., 2005).  

During this exploration, Gog, et al. (2005) needed to know what expertise is and how to 

achieve that level. In 2005, they defined experts as: 

Experts excel mainly in their domain of expertise, are faster than novices at performing 

skills, perform their tasks (almost) error free, have superior shot-term and long-term 

memory, and have deeper and more principled problem representations than novices, who 

tend to build superficial representations of a problem. (p. 75) 

Janssen, et al. (2010, p. 145) gave a similar but brief definition of expertise as “high task 

performance” with “low mental effort”. How to achieve expertise is the main objective of DP.  

DP requires insightful examination into the mechanisms that underlie the superior 

achievements of experts and then puts these particular mechanisms into instruction for complex 

skill acquisition in educational settings (Gog, et al., 2005). DP requires learners to stretch 

themselves to performance improvement, so it requires full, effortful and maintained 

concentration for extended periods. Correspondingly, DPA are usually arranged for a fixed time 

of limited duration (2-4 hours) due to their requirement of substantial amounts of effort and the 

ultimate concentration of both body and mind (Gog, et al., 2005).  

In the empirical studies, Zhu and Simon (1987), for instance, compared a traditional 

3-year mathematics curriculum to a redesigned curriculum, which was based on the basic theme 
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of CLT and DP, i.e. carefully chosen sequences of worked-out examples and problems. They 

found that most of the students in the new curriculum were able to complete the entire 

curriculum in two years and were at least as successful as students learning by traditional 

methods. They analyzed the findings with the aid of theoretical framework of CLT and DP that 

with less redundant information, more WM resources would be available to deal with the task to 

be solved and then accordingly required changes to LTM would be enhanced. 

In summary, the connection between the theoretical frameworks of CLT and DP can be an 

approach to ameliorate the concerns about the redundancy effect and expertise reversal effect. 

However, with novices and experts at the opposite ends of the proficiency continuum, to adapt, 

modify and incorporate the insights from CLT and DP into the curriculum and instruction of 

learners at different levels of mastery is a very difficult task. 

 Social Efficiency Curriculum 

Franklin Bobbit founded the SEC in 1913, depicting its objectives as “series of 

experiences” which “children and youth must” have “by developing abilities to do the things 

well” in adult life (as cited in Shiro, 2008, p.51). The performance development or changing 

behavior is the essence of education under Social Efficiency ideology (SEI) (Schiro, 2008).  

According to Tyler (as cited in Shiro, 2008), objectives are the most critical criteria for 

guiding curriculum-design under SEI. In order to meet these criteria, three components must be 

considered, respectively, performance, condition and assessment (Smith & Lovat, 2003). 

Performance means what students will actually do, conditions refer to the conditions under 

which the performance will occur and standards are the degree of the learners’skills to be 

demonstrated. It is self-evident that curriculum designed under SEI is outcome-based, with aims 

to produce skilled “finished products” with expertise mastery of skills and high performance of 
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behaviours. 

Connections of Cognitive Load and Deliberate Practice in Social Efficiency Curriculum 

   This paper will discuss the connections of CLT and DP in SEC from the respects of 

performance, condition and programming. 

Performance 

Performance means what students will actually do in SEC. A teacher’s role in SEC is to 

provide explicit evidence that the student has achieved (or not achieved) the outcomes selected 

and at what level. Learners’ performance is dependent on their previous performance. 

 As mentioned before, a series of CLT experiments established that individual 

differences exist in prior knowledge, i.e. schema, and limited processing capacity and that these 

differences are fixed, regardless of any given task to be solved. So it is remarkably useful to 

identify each individual’s processing capacity and schema and then manage the flow of 

information accordingly in designing a curriculum for the targeted group. Otherwise, learning is 

not going to occur if a learning task is too cognitively demanding. 

 Gog, et al. (2005, p. 75) stated that DP is “at an appropriate, challenging level of 

difficulty”. The word “appropriate” is based on considerations of learners’ schema, existing 

performance and processing capacity, which is congruent with the positions advanced by both 

CLT and SEC. From this point of view, it is not hard to conclude that all of the three have similar 

foci. 

Condition  

Condition is another component to meet those critical criteria in SEC; condition refers to 

under what conditions the performance will occur. The denotation of condition is identical with 

learning environment in CLT.  
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According to Feldon (2010), there are four steps which can contribute to creating a good 

learning environment: firstly, to set up the personalized relevance of the material for students 

through explicit connections; secondly, to connect new content with students’ previous schema; 

thirdly, to present information in an explicit way; fourthly, to limit the presentation of 

information to a small number of key ideas in order to preclude cognitive overload. These 

features are representative of using CLT approach to improve lectures.  

DP advances the same instructional environment as CLT but goes further into “successive 

refinement by allowing for repetition”, for making and correcting errors, and for giving 

informative feedback to target learners (Gog, et al., 2005, p. 75). The contributions of CLT and 

DP comprise a holistic concern about prior experience, limited flow of information, and more 

importantly, successive consolidation and refinement, all of which provide a strategic 

underpinning for setting up an appropriate condition in SEC for behavioral changes and 

performance improvement. 

Programming 

      SEC is a programmed curriculum consisting of a delicate sequenced arrangement of 

learning (Shiro, 2008). The learning experiences in the program are “designed and sequenced” in 

a way to gradually lead learners from novice to experts (p. 55). 

One of the effective practices based on CLT is to sequence objectives and materials in an 

order in which they are needed. If knowledge or skills being taught are “without inherent order”, 

then they should be taught “from simple to complex” (Feldon, 2010, p.19).This practice 

coincides with SEC programming in essence.  

Gog, et al. (2005, p. 75) stated that DP is “at an appropriate, challenging level of 

difficulty”. Here, “appropriate, challenging level of difficulty” also means that the skills or 
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knowledge need be taught in an arranged sequence, i.e. not too demanding or redundancy, and 

not discouraging but challenging. 

Conclusion 

   The purpose of this paper was to establish connections between CLT and DP and to 

illustrate how both are applicable to SEC. Based on theoretical reviews and empirical research, 

the paper provides a plausible explanation of how to optimize SEC in terms of curriculum design 

as well as instructional formats via deploying CLT and DP. 

   The paper began with the theoretical framework of CLT, in detail, with the conception and 

history of CLT and types and effects of CL. In the CL effects, it has clearly pointed out that both 

the redundancy effect and expertise reversal effect have something to do with the increasing 

knowledge of a learner, which CLT fails to identify in its curriculum and instruction beyond the 

beginning stage of skill and knowledge acquisition. DP, on the other hand, covers principles and 

activities which can be used for more advanced learners. Hence, DP is presumed to be able to 

bridge the gap between novices and experts on the learning continuum. To make the assumption 

more persuasive, this paper has presented the definition of experts and the means to achieve the 

level of expertise theoretically, and moreover, delineated an empirical examination which 

demonstrated the success of DP compared to traditional methods. Then it moved to SEC, with 

detailed theory about its objectives and learning. The final part of this paper explored the 

connections of CL and DP in SEC in the aspects of performance, condition and programming. 

The theoretical analysis covering these three perspectives shows the commonality of CL, DP and 

SEC in an attempt to justify the practicability of applying CL and DP to SEC design. 
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Abstract 

Research on language learning and identity has shown that English learning is a complex social practice 

and is closely intertwined with learners’ identities (Norton Peirce1, 1995; Norton & Toohey, 2002). When 

learning a language, language learners are constantly constructing their identities. This paper describes 

my doctoral research, which aims to examine the English learning stories of Hong Kong post-secondary 

students, focusing on the meanings they attached to their English learning experiences and their identity 

re(construction) during the course of English learning. Drawing on Norton’s (1995, 2000a) notion of 

identity and investment in language learning, my doctoral research will investigate: i) how do Hong 

Kong post-secondary students perceive their English learning and their English learner identity at the 

secondary level?; ii) how do these perceptions affect their post-secondary English learning?; iii) how do 

these perceptions develop over time and across different learning sites (when students move from 

secondary to post-secondary institutions)?; and iv) how do students' prior English learning experiences 

inform and shape the post-secondary English teaching context? A narrative research approach will be 

adopted to gather stories from student participants. Data collection techniques include questionnaires, 

interviews and post-interview class observations to capture the richness and fullness of post-secondary 

students’ English learning experiences. The collected data will be analyzed using narrative analysis, 

thematic analysis and constant comparative analysis. The present study is expected to reveal the 

challenges Hong Kong students face when learning English at the post-secondary level, where they will 

learn and interact with their counterparts. Moreover, this study will also contribute knowledge on the 

development of a more appropriate post-secondary English curriculum that takes into account students’ 

prior learning experiences. 

 

Introduction 

 Growing up and receiving my education in a former British colony, Hong Kong, I always perceived 

English as an important language for my academic and career development. Living in a city where 

Cantonese is spoken as a first language by the majority of the population (over 90%2), my English 

learning was limited to formal language environments - the English language classrooms. During my 

                                                 
1 Norton Pierce will be referred to as Norton in this paper. 
2 Hong Kong Census and Statistics Department, 2006.  
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kindergarten and primary education, I learned English as a second language (L2) and all other subjects in 

Cantonese, my mother-tongue. In my later years of schooling, I attended an English-medium secondary 

school and university, where I had greater exposure to the English language. All subjects were taught in 

English, except the Chinese language and Chinese History. Back then, I thought my English learning 

journey was similar to other English learners in Hong Kong. However, such thinking began to change 

when I started teaching English in a post-secondary institution.  

 In Hong Kong, all secondary schools are categorized into two language streams: Chinese3- and 

English-medium. While teaching English in a Hong Kong post-secondary institution, I had students who 

had graduated from each of the language streams. I observed that there were significant differences 

between these two groups of students, in terms of their knowledge of the English language, their 

perception of English learning and of themselves as English learners. I came to realize that each student 

has a unique English learning experience and each has a different story to tell. My prior teaching 

experiences have reinforced my research interests in students’ English learning experiences. 

 

Context and research questions 

 The 156 years of British colonial rule have consolidated the hegemony of English in Hong Kong. 

As in other crown colonies, the English language has occupied a prominent position in Hong Kong’s 

education system. During the colonial period, the British government adopted a laissez-faire approach to 

schools’ medium of instruction. Most Hong Kong parents believe that knowing and speaking English 

helps their children climb the social ladder (Lai & Byram, 2003; Li, 2009). As a result, decision of 

schools regarding their medium of instruction was usually driven by strong parental preference for 

English-medium education. Shortly after the transfer of sovereignty over Hong Kong from Britain to 

China in 1997, the Hong Kong government implemented the mandatory mother-tongue education policy, 

compelling all secondary schools to use Chinese in teaching. However, there were exemptions. Schools 

that could demonstrate to the government that their teachers and students were capable of teaching and 

learning in English could remain in the English stream. In the end, the policy divided all secondary 

schools into two language streams: Chinese-medium (CMI) and English-medium (EMI). It is within the 

context described so far that I will conduct my research. 

 As stated in Kalaja, Menezes and Barcelos (2008), English learning entails “subjective experiences, 

not universal ones” and it has very “personal meanings” (p. 8). My doctoral research aims to examine the 

English learning experiences of Hong Kong post-secondary students, focusing on the meanings they 

attached to such experiences and their identity formation along their English learning journey. My use of 

the term “identity” is drawn from the work of Norton (1995, 2000a, 2000b), who, working within the 

poststructural framework, conceptualizes language learners as socially embedded and their identities as 

multiple and complex, dynamic and a site of struggle. Four research questions will guide my research 

project:  

                                                 
3 Chinese, in this paper, refers to spoken Cantonese and standard written Chinese.  
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1)  How do Hong Kong post-secondary students perceive their English learning and their 

English learner identity at the secondary level? 

2) How do these perceptions affect their current English learning at the post-secondary level? 

3) How do these perceptions develop over time and across different learning sites (when they 

move from secondary to post-secondary institutions)? 

4) How do students' prior English learning experiences inform and shape the post-secondary 

English teaching context? 

In the following section, I will give an overview of the research that informs my doctoral study. 
 

Literature review 

Over the past 20 years, an increasing wealth of literature has been accumulated in the area of 

language learning and identity: Norton’s (1995; 2000a; 2000b) study of immigrant women’s English 

learning in Canada; Toohey’s (2000) and Day’s (2002) work on young English language learners in 

mainstream Canadian kindergarten and primary school classrooms; Kanno’s (2003) study of Japanese 

returnees’ development of bilingual and bicultural identities; McKay and Wong’s (1996) work on the 

identity negotiation of adolescent Chinese immigrant students during their English learning in the U.S; 

and Cummins’ (1996; 2000) study of the influence of societal power relations on the identity 

negotiations between educators and English language learners in the North American context. This list of 

works is by no means exhaustive and complete and yet, it reveals the many possible topics that can be 

explored in the area. Given the immense article- and book-length publications in the area, the literature 

review in this section is selective in orientation and the discussion aims to highlight the studies that made 

important contribution to our understanding of second language learner identity negotiation and 

(re)construction. The review of selected literature also aims to provide a contextual background against 

which to place my doctoral study. 

Many of the previous studies on language learning and identity examined immigrants’ English 

learning experiences in the target language speaking countries and among them, Norton’s (1995, 2000a, 

2000b) work has been the most influential. Norton’s (2000a) ethnographic study of five immigrant 

women in Canada aims to “investigate how the learners made sense of their experiences and to what 

extent their particular historical memories intersected with their investment in language learning” (p. 22). 

In her work, Norton (2000a) theorized identity as “how a person understands his or her relationship to 

the social world, how that relationship is constructed across time and space, how the person understands 

possibilities for the future” (p. 5). Norton’s (2000a) study reveals that learner identities are non-unitary 

and contradictory. The non-unitary and contradictory nature of identities helps explain how language 

learners respond to and create opportunities to speak the target language. While exploring second 
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language learning and learner identity, Norton (1995, 2000a, 2000b) also proposed the notion of 

investment in her work. According to Norton (2000a), “an investment in the target language is also an 

investment in a learner’s own identity, an identity which is constantly changing across time and space” 

(p. 11). From her research data, Norton (2000a) found that learners’ motivation to speak the target 

language is mediated by investments “that are intimately connected to the ongoing production of the 

learners’ identities and their desires for the future” (p. 120). Norton’s (1995, 2000a, 2000b, 2001) studies 

have played a pivotal role in shaping much of the later research on language learning and identity, 

including the work of McKay and Wong (1996). 

McKay and Wong (1996) pursued Norton’s (1995; 2000a, 2000b) notion of investment in their 

ethnographic study of four Chinese immigrant high school students (grade 7 and 8) in California. The 

two researchers perceived the classroom as a contended site of social discourses and they identified five 

discourses, which included: i) the colonialist and racialized discourse; ii) the model-minority discourse; 

iii) the Chinese cultural nationalist discourse; iv) the social and academic discourse; and v) the gender 

discourse. The multiple identities that the student participants developed within these various discourses 

had shaped their varying levels of investment in English learning, subsequently affected their learning 

outcome. Harklau (2000) also conducted a study on English learners in the school context, focusing on 

three language minority students’ transition from their high school to college in the United States. 

Harklau (2000) argued that the college English curriculum overlooked the participants’ previous 

experiences with the English language and the three participants were being identified as “inexperienced 

users of English” (p.57). Such identity led to their resistance in the college’s English program, despite 

having an ongoing need for support with their academic writing. These negative institutional labels have 

consequences for both students’ “classroom behavior and ultimately for students’ motivation or 

investment in English and academic learning” (p. 38). In a similar vein, Toohey (2000) and Day 

conducted a study on language minority kindergarten students, looking at how their identities were being 

shaped by classroom activities and practices.  

Toohey’s (2000) and Day’s (2002) study document the school experiences of young English 

learners in Canadian classrooms. Toohey (2000) focused mainly on how classroom activities and 

practices create possibilities for students’ engagement in their language learning and identity formation. 

Toohey (2000) observed that the specific practices of her participants’ classrooms “produced” the young 

language learners with the identities such as “quiet or clever or not so clever and so on” (p. 125) and 

these identities either prohibit or generate possibilities for students’ participation in classroom activities 

and thus, how much they can learn. Day’s (2002) study focused on the English learning trajectory of one 

Punjabi-speaking child, aiming to investigate “the complexity and variability of peer relations in this 

[child’s] kindergarten classroom and the critical role they played in the identities learners could negotiate 

and the kinds of access and participation they could have” (p. 108). Both Toohey’s (2000) and Day’s 

(2002) study illuminate the power relationships in the classroom and how these relationships affect 

young language learners’ negotiation and construction of their identities. While exploring English 
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learners’ experiences in the target language speaking countries, researchers such as Block (2002) and 

Jackson (2008) also look at overseas experiences of international students. 

Block’s (2002) study on the multilingual identities of two adult female Asian masters students in 

London aims to highlight the ways how life experiences during extended periods of stay in the target 

language speaking country interact with language learning and identity formation. In the same spirit, 

Jackson (2008) conducted a study on the impact of study abroad programs on second language 

acquisition and identity construction, aiming to investigate how the student participants viewed 

themselves and used languages in their home environment before and after travelling to the target 

language speaking country. Both Block’s (2002) and Jackson’s (2008) study highlighted the complex 

interplay between the participants’ identities and the sociocultural context of their interactions. 

Researchers such as Kanno (2003) are also interested in looking at identity construction of returnees, 

who spent their adolescent years in English-speaking countries.  

 Kanno (2003) conducted a longitudinal study of four Japanese young returnees, who have lived 

their lives between two linguistic and cultural communities. The four returnees “spent their adolescent 

years in North America (mainly Canada) and returned to Japan…as they moved into young adulthood” 

(Kanno, 2003, p. vii). Kanno’s (2003) study illuminates the identity struggle experienced by the 

returnees and how their identities were shaped by intercultural conflicts and were entangled with their 

learning contexts, learning communities and their own life experiences. The studies described so far 

reveal how the acquisition of a second language necessitated identity (re)construction during the 

participants’ stay in the English-speaking countries. How about English learning in non-target language 

speaking countries? As my study focuses on English learning in the Hong Kong context, the rest of the 

literature review will focus on English learning in the learners’ home country, with a special focus on the 

Hong Kong case. 

 In the case of Hong Kong, Chik (2007, 2008a, 2008b) conducted studies on the relationship 

between English learning and the identity of students in Hong Kong. Chik (2008b) conducted a 

biographical study of ten Hong Kong English learners, focusing on the ways these learners developed 

their individual differences and identity during the course of English learning. Chik’s (2008b) research 

reveals that as the participants matured, they expanded their circles of comparative others from family 

members to classmates, to schoolmates to Hong Kong learners of the same age and to overseas speakers 

of English (whom the participants met during overseas trips). Drawing on the notion of “imagined 

communities” (Kanno, 2003; Norton, 1995, 2000a), Chik (2008b) stated that, by comparing their own 

English use and learning with other Hong Kong learners of their age and overseas English speakers, the 

participants’ imagined learning communities expanded and such an expansion of comparative others 

showed that “the participants were positioning themselves first within an immediate and tangible 

learning community and then move onto ‘imagined communities’ (p. 228). Besides looking at English 

learners in their home country, similar to Kanno (2003), Chik (2008a) conducted a study on a Hong 

Kong returnee, examining the shift in his identities across different sociocultural contexts. From her 
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collected data, Chik (2008a) pointed out that when English-speaking returnee students study alongside 

local students, teachers should be aware of the fact that these returnee students can be perceived as either 

competitive others or collaborative learning partners. Teachers should also capitalize on returnee 

students as collaborative learning and motivating partners. 

 Three common threads run through the foregoing discussion. First, the previous studies presented 

above adopted a sociocultural approach towards second language learning and identity. Second language 

learning is perceived as a social process that “takes on board a host of sociocultural and contextual 

factors” (Miyahara, 2010, p. 2) and identity is construed as “a contingent process involving dialectic 

relations between learners and the various worlds and experiences they inhabit and which act on them” 

(Ricento, 2005, p. 895). The issue of identity was discussed in terms of two key elements: i) identity is 

the result of social relations (Berger & Luckmann, 1966); and ii) this socially constructed identity is 

dynamic, fluid, and multifaceted (Pavlenko & Blackledge, 2002).  

Second, many of the previous identity studies (e.g., Jackson, 2008; McKay and Wong, 1996) drew 

upon Norton’s (1995; 2000a, 2000b, 2001) notion of investment to describe “the socially and historically 

constructed relationship of learners to the target language” (Norton, 2001, p. 165-166) and their desire to 

learn and practice the target language. The notion of investment recognizes the language learner as 

having a complex history and multiple desires and that investing in the target language is an investment 

in the learners’ social identity, which changes across time and space. Third, the notion of “imagined 

communities” (Kanno & Norton, 2003; Pavlenko & Norton, 2007) as a tool for identity construction was 

explored in many of the identity studies presented above (Kanno, 2003; Norton, 1995; 2000a, 2000b). As 

cited in Norton (2010), while language learners are “initially actively engaged in classroom practices, the 

realm of their desired community extended beyond the four walls of the classroom” (p. 355). These 

imagined communities may be “a construction of past communities and historically constituted 

relationships, but also a community of the imagination – a desired community that offers possibilities for 

an enhanced range of identity options in the future” (p. 355). The investigation of language learners’ 

imagined communities helps provide much information on how learners’ imagined identities affect their 

investment in language learning. 

The selected literature helps serve as the starting point in developing the theoretical and 

methodological framework of my doctoral study. In the following sections, I will first present the 

theories that underlie my doctoral research, followed by a discussion of the methods that will be adopted 

in the study. 

 

Theoretical frameworks 

Earlier second language acquisition (SLA) studies focused mainly on the cognitive processes of 

language acquisition. As Toohey (2000) stated, these earlier SLA studies failed to consider “the practices, 

activities and social contexts in which learners engage” (p. 134). In view of this, researchers such as 

Norton (1995) and Lantolf and Appel (1994) called for a social perspective towards SLA and they 
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extended Vygotsky’s (1978) sociocultural theory (SCT) to SLA studies. L2 learners, according to SCT, 

are active participants in L2 interaction and SLA emerges through practice and interaction in specific 

historical, political and social cultural contexts (Watson-Gegeo & Nielsen, 2003, p.164). Norton’s (1995) 

theorizing of identity and language learning is compatible with Vygotsky’s (1978) SCT. Both theoretical 

frameworks see “social interaction as the matrix of language acquisition” and learners as “agents in their 

own learning, actively shaping the language activities they engage in to suit their own goals” (Ellis, 1997, 

p. 243). Theoretically informed by Norton’s (1997, 2000) work, my research takes the view that 

language learning is a social process and language learners are active agents in their L2 interactions with 

others. They constantly negotiate their identity/sense of self during the learning process and contribute to 

their own process of meaning-making in a L2. My research will adopt Norton’s (2000) definition of 

identity – “I use the term identity to reference how a person understands his or her relationship to the 

world, how that relationship is constructed across time and space, and how the person understands 

possibilities for the future” (p. 5). Identity in my research will be understood in a poststructuralist 

perspective. It is dynamic and it changes over time and space. It is multiple rather than unitary: there are 

multiple language-mediated identities that emerge from L2 interactions (Block, 2008). The prospective 

student participants in my research have experienced a transition from secondary to post-secondary 

education. Their identity will possibly change in accordance with the shift in their learning sites. In order 

to capture the complex interplay between students’ identity and their language learning, Dörnyei’s (2005) 

L2 Self Theory will also help guide my investigation. 

Dörnyei’s (2005) L2 Self Theory comes in line with Norton’s (1997, 2000) framework that they 

both see language learners as negotiators of their identies/L2 selves in L2 learning. According to Dörnyei 

(2005), language learners have different L2 selves: the Ideal L2 self (the imagined ideal self image that 

expresses a learner’s wish to become a competent L2 speaker) and the Ought-to L2 self (refers to the 

attributes that a learner believes he or she ought to possess like obligations or responsibilities so as to 

avoid negative outcomes). These two L2 selves exert impact on one’s L2 learning. The L2 Self Theory 

provides another theoretical lens through which I can explore Hong Kong students’ making and 

remaking of their L2 selves during their course of English learning.  

 The two theoretical frameworks presented above offer me the exploratory lens to address my 

research topic in order to better understand English learning in the Hong Kong context. In the following 

section, I will discuss the methodological issues in my study. 

 

Methodology 

According to Karlsson (2008), language learning experiences are organized in stories. To get into 

Hong Kong students’ English learning stories, I will adopt a narrative approach in my research. 

Research design 
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Polkinghorne (2005) states that human experience is multilayered and complex. In order to capture 

the richness and fullness of students’ English learning experiences, I will adopt a multi-method approach 

in my research. 

  

i) Research stages 

 First, I will examine relevant English language curriculum documents so as to better understand the 

context of my study. Next, I will post an information letter on the e-learning platform of the selected 

post-secondary institution to recruit student participants. Students interested in participating in the study 

will be invited to complete a questionnaire intended to gather information about their language 

backgrounds and prior English learning experiences. I will then separate the data collected according to 

whether the students have Chinese- or English-stream backgrounds. By doing so, I will be able to 

identify the prospective student participants from each language stream for interviews. Next, I will 

conduct three open-ended and semi-structured interviews with the selected students. The interviews will 

allow me to gather the individual learner’s story (Patton, 2002). I will also conduct post-interview 

English class observations so as to compare what students say with what they do.  

 

ii) Selection of research site and participants 

 I will select a post-secondary institution in Hong Kong as the research site. The inclusion and 

exclusion criteria for the selection are: i) an institution that offers compulsory English enhancement 

courses for all first-year students; and ii) the compulsory English enhancement courses are developed for 

students from all academic disciplines. The English classes under my study will thus be more diverse in 

terms of: i) the academic discipline that the participants are studying; ii) their knowledge of the English 

language; and iii) the extent of their English usage in the institution.  

 I will adopt purposive sampling in my selection of student participants. As stated in Cohen et al. 

(2007), purposive sampling is an appropriate approach when “most of the random sample may be largely 

ignorant of particular issues and unable to comment on matters of interest to the research” (p. 115). I plan 

to select first-year post-secondary students as participants. These first-year students have just passed 

through one key stage in their academic career and should be able to recount their English learning 

experiences during their secondary and post-secondary education. The selection of participants will also 

be based on the language stream in which students pursued their secondary education. This will enable 

me to draw comparisons between students from different language streams (Chinese- vs. 

English-medium).  

 

Data collection techniques 

i) Questionnaire 

A questionnaire will be developed to gather background information of the self-selected first-year 
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students. The main purpose of the questionnaire is to find out who the students are, in order to identity 

prospective students for interviews and class observations. The questionnaire will cover the following 

areas: students’ biographical information, their prior English learning experiences; their perception of 

English learning and themselves as English learners.  

 

ii) Interviews 

Three rounds of open-ended and semi-structured interviews will be conducted with the selected 

student participants. The interviews will be scheduled at the beginning, the middle and the end of 

students’ first academic year. Participants can choose to use Cantonese or English during the interviews. 

Each interview will take approximately one hour and will be audio-taped. For the first interview, 

participants will be asked to answer questions which aim to provide the student participants with 

opportunities to clarify or elaborate the responses they gave in the questionnaire. The two subsequent 

interviews will be allowed to develop in their own way as the student participants will be encouraged to 

share and elaborate on the most significant stories during the course of their English learning. 

 

ii) Post-interview English class observations 

Observation helps supplement and clarify data derived from interviews (Polkinghorne, 2005). An 

English class observation will be conducted after each interview. I will be a non-participant observer in 

the student participants’ English classes. I will take notes of the L2 classroom settings, and the 

participants’ L2 communication (both verbal and nonverbal) with their peers and the teacher. I will also 

take notes of my own feelings and reactions to the experiences that have been observed (Patton, 2002). 

 

Data analysis 

 

 The collected data will be analyzed using multiple methods: narrative analysis, thematic analysis, 

and constant comparative analysis.  

 

i) Narrative analysis 

Narrative analysis pulls together the happenings or events that researchers gathered from an 

individual’s experiences and constructs “a coherent story that provides a new understanding of a 

particular situation” (Bailey & Jackson, 2003, p. 59). The data collected from the interviews and class 

observations will be used to develop a narrative of each student’s English learning experiences. Drawing 

upon Ollerenshaw and Creswell’s (2002) notion of "restorying," I will analyze students’ learning stories 

for key elements (e.g. time, place, plot and scene) and rewrite their stories in a chronological order – 

having a beginning, a middle, and an end. The writing up of each participant’s narrative allows me to: i) 

focus on the connections, if any, among the various stories told by each participant; ii) listen to (or 

interpret) the complexity and multiplicity within each participant’s voice as well as the diversity among 
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all participants’ voices; and iii) explore how the participants construct and position their self in each of 

the stories they tell during the interviews. The narratives of each participant will be the first outputs of 

the analytic process. 

 

ii) Thematic analysis  

In order to draw comparisons across student participants, I will thematically analyze the interview 

transcripts, observation field notes and participant narratives. I will first read through the data to develop 

the coding categories or classification system. Next, I will re-read the data and start the formal coding in 

a systematic way. After the data has been coded thematically, I can extract and categorize the interview 

dialogues/field notes under different themes. By doing so, I will be able to draw comparisons between 

student participants from each of the language streams (Chinese- vs. English-medium), showing the 

communal and idiosyncratic features of students’ English learning. 

 

iii) Constant comparative analysis 

Mills (2008) states that “comparison is at the heart of most social sciences research” (p. 100) and 

Glaser and Strauss’ (1967) constant comparative analysis is one prominent strand of comparative 

analysis. In constant comparative analysis, researchers compare “newly acquired data with existing data 

and categories and theories that have been devised and which are emerging, in order to achieve a perfect 

fit between these and the data” (Cohen et al., 2007, p. 473). Such a comparison will continue “until no 

more variation occurs’ (p. 493). Drawing upon Glaser and Strauss’ (1967) notion of constant comparison, 

I will take the view that the data analysis in my research is a cyclical process, which requires me to 

return to the data with a different perspective when new insights are developed. 

 

Educational implications 

A number of educational implications are expected to be drawn from the study. The present study 

will benefit the research participants as well as other English learners and teachers of English in Hong 

Kong directly. First, this study provides the participants the opportunity to reflect upon the critical 

moments along their learning trajectories that they may not have fully processed in the past. While 

recounting their prior English learning experiences, the participants will gain new understandings of their 

past events. Second, little scholarly attention has been given to the English learners in Hong Kong’s 

post-secondary institutions. This study will help contribute knowledge on secondary students’ adjustment 

to the English classroom at the post-secondary level. The findings will inform educators to develop an 

appropriate post-secondary English curriculum to accommodate students from different language 

backgrounds. Third, the findings of this research will also lead us to a better understanding of 

post-secondary students’ worlds and the resources that they bring to their English learning. And thus, 

educators will be able to construct learning opportunities that draw upon students’ prior English learning 

experiences, both inside and outside of the school context. Moreover, the findings of the proposed study 
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can also be compared with those of other studies looking at language learning and identity in 

English-speaking countries (e.g. the United States and Canada) and also in other post-colonial contexts 

(e.g. Singapore and India). Such comparison would contribute to a fuller picture of the relationship 

between second language learning and the formation of language learner identities. 

 

Concluding remarks 

 My doctoral research aims to document students’ lived English learning experiences in Hong Kong 

post-secondary English classrooms. This paper presents the purpose, the theoretical frameworks and the 

methodology of the study. One possible limitation of this study may be the small number of participants 

involved in the interviews. The collected data is not intended to provide a comprehensive picture of 

Hong Kong post-secondary students’ English learning experiences. Narrative researchers devote “much 

more space in their written work to fewer individuals” (Chase, 2005, p. 666) and they aim to highlight 

the particularity rather than the generalizability of each narrative. Moreover, narrative inquiry focuses on 

the significance of each human action and event. While focusing my attention on a small number of 

participants, I will be able to explore their learning stories in an in-depth manner. Though the 

aforementioned limitation may emerge during the course of the study, the findings will provide valuable 

insights about Hong Kong post-secondary students’ English learning experiences and serve as a base for 

any cross-cultural studies that may follow. 
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ABSTRACT 
 

The objectives of this research were: 1) to study level of administrative factors in 
small sized schools under jurisdiction of the Office of Nongbua Lamphu Primary Educational 
Service Area 1, 2) to study level of implementation in Internal Quality Assurance in small 
sized schools under jurisdiction of the Office of Nongbua Lamphu Primary Educational 
Service Area 1, 3) to study relationship between levels of administrative factors in the 
administrator level as well as administrative factors in the teacher level, and level of 
operation in Internal Quality Assurance of small sized schools under jurisdiction of the Office 
of Nongbua Lamphu Primary Educational Service Area 1, and 4) to study level of 
administrative factors in administrator level as well as teacher level affecting the practice 
level based on Internal Quality Assurance in teachers in small sized schools under 
jurisdiction of the Office of Nongbua Lamphu Educational Service Area 1. The samples 
using in this study included 100 school administrators, and 300 teachers.  The instruments 
using in this study was the 5 Level Rating Scale. Data were analyzed by using SPSS for 
Window version 16.0 to find the Descriptive statistic and inferential statistic as well as HLM:  
Hierarchical Linear Model. 

 
The research findings found that: 
1) For level of administrative factors in school administrator level, every aspect was 

in “High” level by ranking in order from high to low as follows: the leadership. The second 
order included motivation, organizational structure, and communication. For level of 
administrative factors in teacher level, every aspect was in “High” level by ranking in order 
from high to low as follows: the team working. The second order included the organizational 
culture, staffs’ characteristics, and organizational environment respectively. 
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2) For level of operation in Internal Quality Assurance in schools every aspect was in 
“High” level for the first 3 orders as: the determination of Educational Standard of schools.  
The second order included the establishment of Educational Management Plan of schools 
focusing on quality based on Educational Standard of schools and administrative system 
management and information technology. 

3) For relationship between administrative factors in administrator level as well as 
administrative factors in teacher level, and level of operation in Internal Quality Assurance of 
small sized schools  there was significant relationship in every factor at 0.01 level. 

4) For analytic findings of Multiple Regression, found that the predictive variables 
which could predict level of operation in Internal Quality Assurance in schools at 0.05 level, 
including: the organizational  structure, organizational culture, communication, staffs’ characteristics, organizational 
environment, team working, and motivation. The predictive power was 75.70%. 

5)  For administrative factors in teacher level, it affected and led to practice level 
based on Internal Quality Assurance in schools by ranking in order of significance including:  
the organizational culture, team working, and organizational environment at 0.05 level.  In 
addition, administrative factors in administrator level affecting administrative factors in 
teacher level, affected practice level based on Internal Quality Assurance at 0.05 including:  
the organizational structure affecting the organizational environment, and motivation 
affecting the organizational environment.  The independent variables in administrator level, 
could explain variation in Multiple Regression Coefficient of practice level based on Internal 
Quality Assurance System in schools for 74.51%. 
 
Keywords :  Administrative factors, Internal Quality Assurance, Small Sized School 
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Background and Significance of Problem 
According to rationale of Constitution of Thailand 2007, it stated development of 

Efficient Educational System.  So, it was determined as National Educational Act 1999, and 
Revised Issue (the Second Issue) 2002, Section 6, stated the Educational Objective and 
Management that “the Educational Management had to be performed for Thai People to be 
perfect including their physical, intellectual, knowledge, and virtue including  morality as 
well as culture in livelihood, and being able to live with the others happily,” indicating the 
intention of Educational Management as to provide training for native people in any gender 
and age to obtain knowledge and competency as quality persons including ethics and virtue 
for maintaining the growth of country peacefully and freedom. 

According to the former operation, although every work unit involving in Educational 
Management trying to implement for learning reform according  to National Educational Act 
1999, and Revised Issue (the Second Issue) 2002 continuously by determining strategy as 
well as teacher developmental plan, in overall found that the students’ quality were not 
successful as seen in the findings of evaluation as well as testing by many organizations and 
work units both of in the country and foreign countries, indicated that the students’ quality 
was in low level as well as inferior to international countries especially according to the first 
round of external quality assessment of schools in Basic School Level (2001-2005), 
approximate 1 out of 3, and 2 out of 3 (more than 20,000 places)  were not standardized.  
There were lacks of teachers in both of quantity and quality. There was standard only in the 
teachers’ educational degree.  But, the teaching style as student-centered wasn’t standardized. 
Most of students had low achievement based on curriculum. (The Office of Secretariat in 
Educational Council, Ministry of Education, 2010), and the second round of assessment 
during 2006-2010 budget year, there were 4,564 schools or 20.33% of total number of 
schools didn’t pass the accreditation of standard especially in schools under jurisdiction of 
Basic School Commission, there were 4,384 schools or 21.35% of total of them, were not 
accredited.   

According to rationales and framework of guidelines for National Educational Act 
1999, and Revised Issue (the Second Issue) 2002, specified in Division 6; Standard and 
Educational Quality Assurance, Section 47, the Educational Quality Assurance System 
needed to be performed for developing the Educational Quality and Standard in every level 
including Internal Quality Assurance System, External Quality Assurance System, rationales 
and techniques in Educational Quality Assurance to be as specified in Ministry Rules, Section 
48, the work units as original affiliation and schools organized Internal Quality Assurance 
System as one part of Educational Administrative Process had to be continuously 
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implemented by organizing the annual report presenting work units as original affiliation, 
related work units, and opened to public for leading to development of Educational Quality 
and Standard, and accredited External Quality Assurance, Section 49, to set up the Office of 
Accreditation in Educational Standard and Quality Assurance as the Mass Organization being 
responsible for criterion development, techniques of External Quality Assessment, and 
implemented in evaluating the Educational Management of the findings in order to 
investigate the school quality by considering the aim, rationales, and guidelines for 
Educational Management in each level as specified in this Act, to include the External 
Quality Assessment in every school at least once in 5 years from the last assessment, and 
presented the findings to related work units and public. 

Consequently, the Internal Quality Assurance was a mechanism for moving the 
schools forward continuously based on rationales of community participation as well as 
developing responsibility in Educational Management as regular system leading to 
potentiality development in Educational Management so that the society would be certain that 
every student would have knowledge, competency, personality, and qualification as specified 
in curriculum truly. The original affiliation had responsibility in taking care of those schools 
by every one in schools including the administrators, teachers, and other school staffs such as 
students, community, Educational Service Area, or work units monitoring by participation in 
determining goal, planning, following up and evaluation, developing and improving, 
collaborating in thinking and doing, moving the schools with quality so that the students 
would have good education, quality as parents’ needs of parents, society, and country.  (The 
Office of Accreditation of Standard and Educational Quality Assessment, 2010)  According 
to research findings in Educational Quality Assurance, were supported the research grant 
from OSE in development of causal model of effectiveness for Internal Quality Assurance in 
Basic School Level, the application of multi structure model. (Supatra Sapsatien, 2004), 
found that based on analysis of causal model, found that the effectiveness of Internal Quality 
Assurance in Basic School Level, was influenced by factor of administrative policy and 
practice most.  The second order consisted of characteristics staffs, school, and environment. 
The implementation on Internal Quality Assurance would achieve the effectiveness caused by 
the administrative policy factor.  If the schools had good administration, work practices 
aiming to accomplish goal of Educational Quality Assurance, and collaborating by every 
sector including the school staffs, or other work units outside schools every school would 
achieve effectiveness in Internal Quality Assurance of school. 

The Office of Nongbua Lamphu Primary Educational Service Area 1, was an 
organization with responsibility as well as support for Educational Management.  According 
to the second round of External Quality Assurance by the Office of Accreditation of Standard 
and Educational Quality Assurance during 2006-2008, there were 110 schools being assessed 
9from total of 220 schools), 91 schools or 82.73%, were certified their standard.  There were 
19 schools or 17.27%, were not certified. According to the above information, found that the 
Office of Nongbua Lamphu Primary Educational Service Area 1, including the uncertified 
schools from External Quality Assurance by the Office of Accreditation of Standard and 
Educational Quality Assurance (Mass Organization) from many reasons as the above.  
Therefore, the researcher was interested in studying the factors affecting operation in Internal 
Quality Assurance of small sized schools under jurisdiction of the Office of Nongbua 
Lamphu Primary Educational Service Area 1, the research findings would be used as basic 
information for planning, direction of vision determining, and strategy in developing the 
administrative factors as well as Educational Quality Assurance System of small sized 
schools being under, to be efficient, by the Office of Nongbua Lamphu Primary Educational 
Service Area 1, as well as schools.  Furthermore, the teachers and educational staffs would be 
able to use the findings as guidelines for developing and improving the Educational 
Administration and Management of schools so that the implementation in Internal Quality 
assurance would be efficient for serving the third round of Educational Quality assessment 
further. 
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Research Questions 
1.1  What was the level of the administrative factors of small sized school under 

jurisdiction of the Office of Nongbua Lamphu Primary Educational Service Area 1? 
1.2  What was the level of the operation of the Internal Quality Assurance in small sized 

school under jurisdiction of the Office of Nonbualampoo Primary Educational Service Area 
1? 

1.3  Was there a relationship in the level of the management factors in school 
administrators and teachers, and level of operation in Internal Quality Assurance in small 
sized schools under jurisdiction of the Office of Nongbua Lamphu Primary Educational 
Service Area 1? 

1.4  Which administrative factor in the administrators and teachers level affects the 
practices based on the Internal Quality Assurance of teachers in small sized schools under 
jurisdiction of the Office of Nongbua Lamphu Primary Educational Service Area 1?   
 

 
 
 
 

Research Objectives 
1.1  To study the level of administrative factors in small sized schools under jurisdiction 

of  the Office of Nongbua Lamphu Primary Educational Service Area 1. 
1.2  To study the level of operation in small sized schools under jurisdiction of the Office 

of Nongbua Lamphu Primary Educational Service Area 1. 
1.3  To study  the  relationship of  levels in administrative  factors, level of school administrators and 

teacher, and level of implementation on Internal Quality Assurance of small sized schools 
under jurisdiction of the Office of Nongbua Lamphu Primary Educational Service Area 1. 

1.4 To study the levels of administrative factors in the school administrators, and factors 
in teacher level affecting practice based on level of Internal Quality Assurance in teachers of 
small sized schools under jurisdiction of the Office of Nongbua Lamphu Primary Educational 
Service Area 1. 
 
Research Hypothesis 

1.1 There was a positive relationship between administrative factors and level of 
operation in Internal Quality Assurance of small sized schools  under the jurisdiction of the 
Office of  Nongbua Lamphu Primary Educational Service Area 1. 
      1.2  The administrative factor in level of school administrators and teachers every factor 
affecting the practices based on Internal Quality Assurance of small sized schools under 
jurisdiction of the Office of Nongbua Lamphu Primary Educational Service Area 1.    
 

Research Methodology 
This research was 2 levels of multi level research by using HLM: Hierarchical Linear 

Model. 
 
1.1 Population and samples 

1)  Population using in this study included 114 school administrators, and 621 
teachers in small sized schools under jurisdiction of the Office of Nongbua Lamphu Primary 
Educational Service Area 1. 

2)  Samples using in this study, since the studied population had characteristics in the 
larger units as 2 levels of hierarchy as Macro Level Data, and Micro Level Data.  In this 
study, HLM: Hierarchical Linear Model was administered so that the findings would be the 
most reliable.  Therefore, the researcher selected the Multi-stage Sampling which was 
appropriate with multi level analysis.  (Siricahi Kanjanawasee, 2007)  The samples involved 
100 school administrators and 300 teachers  and with  a  total of 400 persons.  



 6

1.2 Variables in this study 
The researcher synthesized academic documents and research studies as Document 

Analysis relating to management factors affecting the Internal Quality Assurance of schools 
which were used as dependent variables of this study. The variables of school administrator 
level consisted of: 1) the organizational structure, 2) leadership, 3) motivation, and                
4) communication. The variables of teacher level consisted of: 1) the organizational 
environment, 2) staff characteristics, 3) team working, and 4) organizational culture. 
 The dependent variables included the level of operation in Internal Quality Assurance 
in schools based on rules of Ministry of Education in terms  of : to systems, rationales, and 
techniques of Educational Quality Assurance, Section 2, the Internal Quality Assurance of 
schools Part 1:  Basic Education 2010, item 14. (Ministry of Education, 2010) 
 

1.3 Instruments used for data collection 
1) The instruments used for the data collection consisted of two issues including the 

Questionnaire for school administrators and Questionnaire for teachers as the 5 Level Rating 
Scale. 

2) The reliability of the issue of Questionnaire Cronbach’s Alpha Coefficient (1960) 
was administered.  The reliability coefficient was 0.975. 

3) For Content Validity of the research instrument, it was investigated by using 
Questionnaire asking 3 experts’ opinion were asked for the congruence of the operational 
definition, and items of each variable. Then, the findings were calculated for Index of Item 
Objective Congruence: IOC. Every issue of Questionnaire used in this study included IOC 
from 0.50 and up. 

4) For an investigation for Construct Validity of research instruments by using 
LISREL Program to examine the validity of model in analyzing the Construct Validity with 
empirical data in order to analyze model measuring each intervening variable for being 
certain that the observable variable from each group was appropriate with specified variable.  
The analysis findings in confirmative factors of model showing the management factors in 
school administrator level as well as teacher level, and model in level of Internal Quality 
Assurance in schools found that the IOC of model was congruent and empirical data was 
congruent with the empirical data. 

 
1.4 Data analysis 

 Data were analyzed by using LISREL for Window version 16.0 in order to search for 
Descriptive statistical value as well as inferential statistic, and HLM:  Hierarchical Linear and 
Nonlinear Model in analyzing the hierarchical linear model. 

 
Conclusions and Discussions  

Conclusions 
1) For every aspect of school administrators’ level of administrative factors, it was in 

“High” level ranking in order from high to low as follows:  the leadership. The second order 
included the motivation, organizational structure, and communication aspects.  For every 
aspect of teachers’ level of management factors, it was in “High” level by ranking in order 
from high to low as: the team working. The second order included the organizational culture, 
staffs’ characteristics, and organizational environment respectively. 

2) For level of operation in Internal Quality Assurance of school, it was in “High” level 
every aspect by ranking in order from high to low for the first 3 orders as follows: 1) the 
determination of Educational standard of school. The second order consisted of the establishment of 
developmental plan for Educational management of schools focusing on quality based on 
Educational standard of schools and management system organization and information 
technology. 
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3) For relationship between administrative factors in level of school administrators as 
well as teachers, and level of operation in Internal Quality Assurance of small sized schools 
there was a significant relationship in every factor at 0.01 level of significant. 

4) In the findings of Multiple Regression Analysis was found that there were predictive 
variable that could predict the Internal Quality Assurance at 0.05 level, including: the 
organizational structure, organizational culture, communication, staffs’ characteristics, 
organizational environment, team working, and motivation and the predictive value was 
75.70%. 

5) The administrative factors in teacher level, affected  and led to practice level based on 
the Internal Quality Assurance System in schools by ranking in order of significance 
including: the organizational culture, team working, and  organizational environment, at 0.05 
level. In addition, the school administrators’ administrative factors affecting the administrative factors in teacher 
level, led to practice level based on Internal Quality Assurance of school at 0.05 level, 
including: the organizational structure affecting the organizational environment, and the 
motivation affecting the organizational environment. The independent variables in school 
administrator level could explain variation in Regression Coefficient of practice level based 
on Internal Quality Assurance System for 74.51%.   
 
Discussions 

According to finding analysis, the researcher proposed the found major issues for 
discussing the findings in 2 issues as follows: 

1) According to finding analysis in correlation coefficient between administrative 
factors, there was high level of relationship with level of operation in Internal Quality 
Assurance, the values of correlation coefficient were between 0.517-0.862, and there was 
significant relationship in every aspect at 0.01 level. Considering direction of relationship 
from the calculated correlation coefficient, the correlation coefficient was in positive 
direction every aspect, showed that there was relationship as similarity in both of variables 
which meant that the small sized schools needed to give an importance to every management 
factor since the findings reflected that every administrative factor had high relationship with 
level of operation in Internal Quality Assurance of schools which was important part in 
enhancing the level of implementation in Internal Quality Assurance in schools with quality 
as well as efficiency. 

2) According to analysis findings from Multiple Regression, found that there were 
variables which could predict level of operation in Internal Quality Assurance, at 0.05 level, 
including: the organizational structure, organizational culture, communication, staffs’ 
characteristics, organizational environment, team working, and motivation, the predictive 
coefficient (R2) 75.70%. The research findings reflected that small sized schools had to 
consider the administrative factor as the first one as the organizational structure. For 
administrative factors which didn’t affect practice level based on Internal Quality Assurance 
of small sized schools under jurisdiction of the Office of Nongbua Lamphu Primary 
Educational Service Area 1, the management of organizational structure of small sized 
schools also affected the persons responsible in Internal Quality Assurance of schools were 
the teachers mostly.  The organizational structure specified role and function clearly. In 
addition, there were rules and regulations in process of different work practices which already 
determined the teachers’ role in work unit levels of super-ordinates or Ministry Rule Levels. 
As a result, management factors in leadership in small sized schools shouldn’t overlook the 
administrative factors in leadership since implementation in Internal Quality Assurance didn’t 
have clear role as it should be in Internal Quality Assurance in schools.  But, it might have 
indirect impact on work practices of teachers in practicing in other parts in school instead.  
Therefore, small sized schools shouldn’t ignore management factors in leadership since the 
operation in Internal Quality Assurance of schools could achieve goal by starting from school 
administrators first since they would be leaders leading to efficient Educational Quality 
Development.  
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 The analysis findings by HLM, found that administrative factors in teacher level 
affecting and impacting the practice level based on Internal Quality Assurance of schools by 
ranking in order of significance including:  the organizational structure, team working, and 
organizational environment, at 0.05 level.  Furthermore, management factors in administrator 
level affecting the management factors in teacher level, affected practice level based on 
Internal Quality Assurance in schools at 0.05 level including:  the organizational structure 
affecting the organizational environment. The independent variables in administrator level 
could explain variation of Multiple Regression Coefficient of practice level based on Internal 
Quality Assurance in schools for 74.51%, namely if the small sized schools had high level of 
organizational structure, it would affect administrative factors in organizational environmental as well. 
Consequently, he work practices of small sized schools would alleviate. According to the 
findings, could be discussed that in small sized schools under jurisdiction of the Office of 
Nongbua Lamphu Primary Educational Service Area 1, consisted very few number of 
teachers. The more classifications in the organizational environmental management, the 
lower number of those with responsibility in work based on organizational structure. For 
organizational structure affecting the Internal Quality Assurance, it was necessary to depend 
on a group of people with appropriate number and size.  Moreover, the research findings 
found that the administrative factors in administrator level regarding to the motivation aspect, 
showed positive influence on management factors in teacher level regarding to organizational 
environment, namely if administrators in small sized schools under jurisdiction of the  Office 
of Noingbualampoo Primary Educational Service Area 1, used high level of motivation in 
work practice, it would lead to organizational environmental management facilitating the 
Internal Quality Assurance in schools in high level as well.  Therefore, the administrators 
were key persons. 
 
Recommendations 

1) Recommendations from research findings 
    1.1) For the Educational Quality Assurance of small sized schools the appropriate 

organizational structure should be performed.  In addition, the administrators should use 
motivation in work practices so that the Educational Quality Assurance of small sized schools 
would be efficient. 

1.2)  For the operation in Internal Quality Assurance of small sized schools the 
influence of level in administrative factors of school administrators on the administrative 
factors in teacher level that made the Internal Quality Assurance in small sized schools be 
successful. 

1.3) For the operation of Internal Quality Assurance, every teacher should be 
encouraged to understand one’s role and function, common goal and responsibility by 
considering that the Internal Quality Assurance should individually be participateg in 
administration. Moreover, the development of quality in Internal Quality assurance of schools 
should be continuously implemented. 

2)  Recommendations for future research 
2.1) Qualitative research regarding to administrative factors affecting the operation of 

Internal Quality Assurance, should be conducted more since the different or similar findings 
would be found.  But, it might included the more intensive information leading to better 
knowledge and comprehension in context of small sized schools.  Then, the research findings 
in both of techniques to construct overall finding conclusions.  Besides, they would be 
applied as a practice guideline more correctly. 

2.2) Administrative factors affecting the operation of Internal Quality Assurance in 
schools  including small sized school, medium sized school, and large sized school, as well as 
context of the other Office of Educational Service Areas for comparing the findings as 
similarity or difference.  If there were differences, the different causes would be considered.  
If there were similarities, the confirmation of findings would be occurred which the findings 
would be more reliable. 
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2.3) Research studies relating to the improvement of operation in Internal Quality 
Assurance of schools should be conducted.  The multi level research with information more 
than 2 levels, should be conducted since the school as an organization in structure with 
characteristics in larger units as hierarchy in levels of school teacher, school administrator, 
Office of Educational Service Area, Office of Basic School Commission etc.  The research 
findings would be more useful for related work units on improvement of implementation in 
Internal Quality Assurance in schools.   
 2.4) This kind of research studies should be conducted by using other analytic 
techniques such as Path Analysis in order to discover the causal factors in both of direct and 
indirect ways affecting the operation in Internal Quality Assurance in schools.  The research 
studies using LISREL Model including intervening variables which could discover influence 
of intervening variables in each factor which would find various findings and be useful for 
applying the findings more, should be conducted.   
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ABSTRACT 

College students from poorer backgrounds in Taiwan were likely to be more 

depressed. Enabling disadvantaged students to thrive is one of the greatest challenges 

to higher education. The purpose of this study was to take a more mircoanalytic 

approach to studying the experience quality of social interactions in a sample of 

economically disadvantaged college students and to examine their associations with 

daily mood and life satisfaction. The design of the study involved an experience 

sampling methodology; 101 economically disadvantaged college students completed 

experience surveys at six times during the day for a period of one week. The 

experience surveys measure daily variations in positive and negative affect and 

feelings about social interactions. Results from hierarchical linear modeling analyses 

showed that positive and negative social interactions were related to positive mood 

and negative mood. However, positive, but not negative, social interactions were 

associated with life satisfaction. The more potent effects of positive social interactions 

on emotional well-being have important implications for theory and interventions. 

 

INTRODUCTION 

Income inequality in Taiwan has gotten worse in recent years. Based on data from 

17,348 university students of 23 countries, Steptoe, Tsuda, Tanaka, and Wardle (2007) 

found that greater income inequality was associated with elevated depression. 

According to the study, the highest prevalence of depression symptoms was reported 

in Taiwan. College students from poorer backgrounds in Taiwan were likely to be 

more depressed. The problem in students may be seriously disruptive to their 

emotional development and affect academic performance. Enabling disadvantaged 

students to thrive is one of the greatest challenges to higher education.  

The purpose of this study was to take a more mircoanalytic approach to studying the 

emotional well-being that economically disadvantaged students experience in the 

course of their daily college lives. Emotional well-being is inextricably tied to the 

quality of people’s social relationship. Evidence has indicated that interpersonal 

experiences play an important role in boosting or deflating daily mood (Clark & 
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Watson, 1988). To date, however, very little research has examined the relationship 

between social interactions and mood in everyday contexts. This study used an 

experience sampling method (ESM) to assess the experience quality of social 

interactions in a sample of economically disadvantaged college students and to 

examine their associations with daily mood and life satisfaction.   

THEORETICAL BACKGROUND 

Research suggests that there may be separate positive and negative domains of affect 

(Watson, Weise, Vaiday, & Tellegen, 1999), with emotional health construed as more 

than the mere absence of distress. Proponents of two-factor theories of well-being 

have further argued that positive and negative dimensions of emotional health may be 

affected by different causal factors (Reich, Zautra, & Hill, 1987; Zautra & Reich, 

1983). Based on these theories, some researchers have extrapolated positive social 

interactions predicting positive affect and negative social interactions predicting 

negative affect. Others have sought to determine whether positive or negative social 

interactions are more important for people’s well-being.  

In many studies sampling from a range of populations and measuring several aspects 

of social relationships, indicators of negative interaction have been found to being 

more strongly related to emotional well-being than have indicators of positive 

interaction. In one daily diary studies, Rook (2001) found that positive social 

exchanges experienced during the course of the day were related to greater positive 

mood but were unrelated to negative mood, whereas negative social exchanges 

appeared both to arouse negative mood and to dampen positive mood. More recently, 

Hawkley, Preacher, and Cacioppo (2007) showed that positive interaction quality 

predicted higher positive and lower negative affect; negative interaction quality 

predicted lower positive and higher negative affect. There was a strong concurrent 

relationship between affect and interaction quality, but negative aspects of social 

interactions had a particularly long-lasting influence on negative affect. Similarly, 

Newsom, Nishishiba, Morgan, and Rook (2003) suggested that positive social 

interactions may have an immediate impact on positive feelings, but negative social 

interactions have a longer-lasting impact. The results of previous studies yielded 

evidence of an asymmetrical rather than symmetrical effect and pointed to the potency 

of negative social interactions.  

In this study, the researcher sought not only to examine positive and negative daily 

social interactions in relation to daily mood, but also in relation to a more global 

dimension of well-being, life satisfaction. Although Larson, Zuzanek, and Mannell 

(1985) found that the mood-elevating effects of day-to-day social contacts were not 
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significantly related to life satisfaction, evidence from other lines of research provides 

a basis for expecting positive and negative social interactions to have implications for 

broader dimension of well-being beyond daily mood. For example, Finch, Okun, 

Barrera, Zautra, and Reich (1989) showed that number of positive and negative social 

ties were associated with perceived quality of life. These inconsistencies of foregoing 

results highlight the need for further research. 

METHOD 

The design of this study involved an experience sampling methodology (Hektner, 

Schmidt, & Csikszentmihalyi, 2007). 101 economically disadvantaged college 

students (17 male, 84 female) were screened and recruited to complete experience 

surveys. The experience surveys measure daily variations in positive and negative 

mood and feelings about social interactions. Participants were required to complete 

experience sampling forms when prompted by the text reminders of the cell phone six 

times daily (randomly scheduled) for a period of one week. Positive and negative 

mood were assessed with 10 positive and 10 negative items from the Positive and 

Negative Affect Schedule (PANAS; Watson, Clark, & Tellegen, 1988). If participants 

were interacting with someone when they were prompted to report, they were asked to 

response items of 8 positive adjectives (i.e., comfortable) and 8 negative adjectives 

(i.e., conflicted) to rate the social interactions (see Hawkley et al., 2007). In addition, 

this study also measured life satisfaction with 5 items from The Satisfaction with Life 

Scale (SWLS; Diener, Emmons, Larsen, & Griffin, 1985).  

Since ESM provides repeated self-reports, the daily data were analyzed using 

hierarchical linear modeling (HLM; Bryk, & Raudenbush, 1992), which computed 

estimates for each participant of the association between daily positive and negative 

interactions and daily positive and negative mood. In addition, a set of hierarchical 

regression analyses was conducted to examine the significance of positive versus 

negative social interactions (summed over one week period) for life satisfaction.  

RESULTS AND DISCUSSION 

Results from hierarchical linear modeling analyses showed that positive mood was 

predicted by positive social interactions (β=.40, p<.001) and negative social 

interactions (β=.19, p<.001). The interaction quality accounted for 29.34% of the 

within-subject variance in positive mood. This finding showed a crossover effect of 

the negative into the positive domain, although the effect of negative interactions in 

positive mood was about one half the size of the effect size for positive interactions. 

Results also showed that negative mood was predicted by positive social interactions 

(β=.08, p<.001) and negative social interactions (β=.43, p<.001). The interaction 



5 

quality accounted for 29.49% of the within-subject variance in negative mood. There 

is a strong concurrent relationship between social interaction quality and daily mood, 

but positive social interactions have a much smaller effect size in negative mood 

when compared with negative social interactions.  

For life satisfaction, a hierarchical regression analyses was conducted that included 

the demographic variables in the first step, and the measures of positive and negative 

social interactions in the second step. The results of this analysis showed that positive, 

but not negative, social interactions were associated with life satisfaction (β=.27, 

p<.01). Participants who reported more positive social interactions in the course of 

their daily lives were significantly more satisfied with life than were participants who 

reported fewer positive interactions. The results suggest that positive social 

interactions have implications for transient as well as less transient aspects of 

emotional well-being. 

CONCLUSION AND IMPLICATION 

In this study, the results suggest that concurrent affect and interaction quality were 

asymmetrically related across valence domains. The most important conclusion to be 

drawn from this study is that negative social interactions may contribute to positive 

and negative mood, but the positive social interactions have a more significant 

influence on life satisfaction. These findings may have some implications for the 

interventions of improving emotional well-being among economically disadvantaged 

college students. Efforts to enhance the quality of their social interactions by 

attempting to augment support may yield greater gains than efforts to deal with 

recurring interpersonal tensions or problems. 
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Abstract 

Mathematics is a subject that every pre-service teacher at the elementary school level is 
assigned to teach on practicum. In math education classes at the University of  

British Columbia Okanagan, pre-service teachers explore how children learn math and 
how teachers teach math, but traditionally they don’t have much genuine practice with 

either before their practicum. 
This paper explores how a unique field experience (the RLE Project) within the pre-
service math education course can be used to provide this practice and to empower  
pre-service teachers. Using action research and the data collected from pre-service 

teachers’ online postings and journal entries, and the researcher‘s own observations and 
reflections, decisions have been made about the benefit of this project as well as the 

merits of utilizing asynchronous discussion throughout. Results show that this unique 
field experience and accompanying asynchronous dialogue has a positive impact on pre-

service teachers’ attitude towards and confidence in teaching math as well as their 
knowledge of instructional strategies and resources available for teaching math. 

 
1. Introduction.  

Pre-service teachers often lack the knowledge, experience, and professional 
development to make informed decisions about teaching and learning mathematics in 
elementary school. Practicums, or field experiences, are the mandatory component of 
teacher education programs that provide pre-service teachers with this opportunity to 
learn first-hand. “Teacher education programs have long recognized that in order to 
develop their pedagogical capacity, pre-service teachers must have teaching experience 
and interactions with students during their program of preparation” (Doering et.al, 2003, 
p. 52). However, in many cases, pre-service teachers do not get enough time to “practice” 
teaching math in their scheduled practicums. In some cases, these pre-service teachers are 
placed in situations such as the following related specifically to teaching math: 

 It is expected that the type of instruction including delivery, assignments and 
assessments should mirror the mentor teacher’s style. If this is done, the  
pre-service teacher becomes a successful clone of the mentor teacher.  The 
question remains about whether the actual approach is a successful one in 
teaching/learning math. 

 The pre-service teacher is placed in an evaluative situation from the start and feels 
there is no room to explore, experiment with, and/or take risks with the approach 
to teaching math. 

 The pre-service teacher is not allowed to teach math; the mentor teacher has 
claimed this subject for herself. 



 
2. Background 
The RLE Project. A project was designed to provide pre-service teachers with a better 
background and more experience in teaching math to enable them to begin making 
informed decisions. The Rutland Elementary (RLE) Project allows for this very important 
practice. During their second year of the teacher education program, for six of the twelve 
compulsory mathematics education classes, pre-service teachers are involved in a project 
at an elementary school nearby the university. They are paired with each other, as well as 
paired individually with a Grade 4 or 5 student for six weeks. The pre-service teachers 
plan lessons that incorporate manipulatives, games and engaging activities with 
accompanying assessment tasks that promote understanding for each individual 
elementary student. These written plans are submitted weekly as part of the overall 
project course assignment. In addition, pre-service teachers are required to submit a 
written weekly journal reflection. 
 
 Collaboration and reflection among the pre-service teachers was an important 
component of the project. The underlying hypotheses for the project was that, by 
participating in this project, pre-service teachers would improve their instructional 
strategies and their knowledge of resources for teaching math; and that their attitude 
toward and confidence in teaching math would improve. They would also realize the 
advantages of working with a teaching partner and benefit from all of their classmates’ 
ideas and suggestions. Throughout the entire six week project an online site with 
discussions was utilized empowering pre-service teachers throughout the project with 
access to asynchronous dialogue. Pre-service teachers were required to participate with a 
minimal assigned number of postings.   
 
Project Organization. In their practicums pre-service teachers will be faced with 
teaching math to an entire class, usually ranging somewhere between 25 and 35 students 
and the foci are not simply how students learn math and how teachers teach math, but 
there are many more factors involved. The sheer number and nature of the connections 
we ask pre-service teachers to make can be overwhelming. They are required to make 
connections between theory and practice, prescribed curricular outcomes and lesson 
objectives, planning and delivery, outcomes and assessment and on and on. The teacher 
educator determined that one flexible variant in this long list of connections in the 
teaching experience is class size. It was thought that if pre-service teachers could 
experience teaching with all the related connections with one student at a time that many 
of the results could consequentially transfer to teaching a whole class. This, of course, 
was only a conjecture and not analyzed as part of the present research study, but it did 
underlie the decision to have pre-service teachers work one-on-one with an elementary 
student.  
 
 There are two sections of the university mathematics methods class. Each section, of 
approximately 30 students, was linked with a grade 4 or 5 class at an elementary school 
nearby the university. The visits to the elementary school were about two hours one day 
per week. The teacher educator met with the pre-service teachers at the elementary school 
approximately a half hour before the lessons started, a time that affectionately became 



known as the pre-game show. Likewise, our gathering after the lessons became known as 
the post-game show. 
 
 Pre-service teachers were paired with a classmate. (A/B). Each pre-service teacher 
was assigned one RLE elementary student (a/b). After the half hour pre-game show, pre-
service teachers taught a prepared lesson to their individual elementary students. In the 
first half of the one-hour session, pre-service teacher A taught student a.  Pre-service 
teacher B observed and participated but was not responsible for teaching. In the second 
half hour, pre-service teacher B taught student b while Pre-service teacher A observed. 
The pairing of the pre-service teachers was an important component as they could help 
each other plan ahead of time, but more importantly afterwards they could reflect and 
share their observations and constructive suggestions of the teaching sessions. The post-
game show and online discussion between school visits were used to share, ask about and 
reflect on issues that emerged from the teaching sessions. 
 
 Topics for the lessons focused on place value for the entire six week duration of the 
RLE Project. The learning outcomes and achievement indicators from the current British 
Columbia Math K-7 IRP 2007 (British Columbia Ministry of Education, 2007) formed 
the lesson plan outcomes but were personalized to meet the needs of the individual 
students. The topic of place value was decided upon among the RLE elementary school 
teachers involved in the project and the university teacher educator. Place value was 
deemed to be appropriate for the time of year at which the RLE project took place. 
 
Learning “through” teaching math versus learning “about” teaching math. In many 
ways the RLE project and accompanying asynchronous dialogue mirrors the philosophy 
underlying the teaching of problem solving in math. In the early 1980s it was deemed 
important that students learn how to problem solve in math. So the pedagogy focused on 
teaching a variety of problem solving strategies - such as make a chart, look for a pattern, 
or work backwards – teaching them in isolation and then having students apply them to 
given appropriate problems. i.e. teaching “about” how to solve problems. Just over two 
decades later, the philosophy has changed to teaching “through” problem solving. 
Students are challenged with engaging, rich problems and are given time to work out not 
only a solution, but to determine for themselves what processes are, for example, best or 
most efficient or most generalizable for the problem.  
 
 This same “through” versus “about” philosophy can be applied to the RLE project 
and the asynchronous dialogue that paralleled it for six weeks. Rather than teach “about” 
how to teach math, pre-service teachers learned how to teach math “through” teaching 
math. A simple but obvious distinction, this perspective is often overlooked in 
methodology courses in teacher education programs. 
 
 Critical thinking became evident through the asynchronous dialogue postings where 
reasonable judgments and criteria were articulated. For example, a variation of this 
question appeared frequently in the online postings: 
 
 My student doesn’t seem interested/is pre-occupied/is tired/can’t concentrate.   



 Any suggestions for what to do? 
 
Firstly, in a regular university classroom setting, pre-service teachers would not 
experience such a scenario (unless it involved themselves!). Secondly, pre-service 
teachers may not feel comfortable taking the risk of sharing what may appear to be a fault 
or gap in their own teaching strategies or approach. By posting the query online, pre-
service teachers are really placing the focus on the learner – their elementary student – 
and asking for help, not necessarily for themselves, but for their learner i.e.What can be 
done to facilitate a learner in this situation? Finally, pre-service teachers were not looking 
for the “ultimate answer” from their perceived figure of authority, the course teacher 
educator. Instead, they were looking to their classmates for suggestions. 
 
Math Education Course Content. Who determines the content of a mathematics 
education course for pre-service teachers? Unlike elementary and secondary school 
curriculum where the content is mandated, usually at the provincial level, there is no such 
governing authority for university courses. Course content is generally determined at the 
instructor or perhaps department level and can vary incredibly from institution to 
institution. 
 
 The course content during the RLE Project was driven by the pre-service teachers.  
This constructivist approach was supported by the asynchronous dialogue postings as 
well as the queries that came out each week. All course content during this six week 
period was derived from the experience. 
 
 The question that has been asked only a few times over the five years of doing this 
project is, “What are we missing by not having these six classes at the university?”  The 
answer is immediate…nothing. That is not to say that pre-service teachers would be 
learning nothing in those classes, but a better answer would be “Nothing in comparison to 
what you are learning here!” 
 
3. Methodology 
 The methodology employed was action research, in which the teacher (in this case, 
the university mathematics education course teacher educator) as researcher identified an 
area that can be improved in the course. The teacher developed a plan to address the 
issue, and applied that plan, which is, in effect, the method aspect of the research. The 
plan was the RLE Project and the research data consisted of pre- and post-surveys, pre-
service teachers’ online postings and journal entries, and observations and reflections of 
the teacher educator. The teacher then used data collected to evaluate the application, 
deciding how successful the application was and what could be altered to continue the 
improvement. The study is based on a phenomenon the teacher educator observed in her 
classes over decades of teaching math education - a nervousness and lack of confidence 
pre-service teachers have in teaching math. 

 
 The findings from the pre- and post-surveys were reported upon earlier (Klassen, 
2010) and will not be discussed here. Qualitative data was collected from 56 pre-service 
teachers through these surveys, the data was then analyzed using inductive thematic 



analysis looking for emerging patterns and themes and then was reported as a case study.  
The action research reported here centers around the comments and discussions within 
the asynchronous dialogue and the journal entries and researcher observations and 
reflections. 
 
4. Findings 
Online Discussions/Asynchronous Dialogue. The online discussions or asynchronous 
dialogue became a time for telling details: for pre-service teachers to share and respond to 
individual representations of their math teaching experiences. 
 
 Three “Discussion Topics” were posted, on a class online site, by the teacher 
educator/research at the start of the RLE Project. As part of the RLE Project assignment, 
students were required to post three original postings and three responses during the six 
week project. Since the term when the second year students take mathematics education 
is especially busy, it was decided to keep the number of online postings to a minimum.  
Some students posted only the minimal required number, but most posted many beyond 
the minimum. Following are the three “Discussion Topics”, their online descriptions and 
some discussion. 
 
a) Musings/Reflections.  These posts DO NOT replace your individual journal 
reflections. However, you certainly could write a thought or idea in both places. By 
placing it in this discussion folder, you are inviting your classmates’ thoughts about it. 
e.g. Rachel suggested today that the teacher might be a big influence in a student’s 
attitude (and ability?) in math.  What do you think?” or “I had a real light bulb moment 
with my student today when…” 
 
 The postings in this discussion were wide open. Pre-service teachers were encouraged 
to write about something on their mind or something that came up in the post-game show 
that they perhaps wanted to talk about longer than we had time during face-to-face 
discussions. They were encouraged to create postings that advanced the thinking of the 
group. 
 
 The postings in the “Musings/Reflections” discussion were fascinating. Topics came 
up that the teacher educator had never included or thought to include in a course outline 
for a mathematics methods course. For example, after one pre-service teacher had 
unwittingly given her young student a candy after completing a task; the issue came up 
anonymously in the online discussion and quickly expanded to the discussion of the 
appropriateness of giving rewards in a classroom and what constituted a reward and 
further, the concern regarding how learning should be for the sake of learning etc. The 
discussion continued for weeks and was supported by student-suggested readings such as 
the Ron Brandt interview in Educational Leadership, “Punished by Rewards?” (Brandt, 
R., 1995) or Kohn’s book, Punished by Rewards:The Trouble with Gold Stars, Incentive 
Plans, A’s, Praise, and Other Bribes (Kohn, A., 1993/1999). 
 
 This topic named above is not one that is limited to mathematics education. It was 
interesting how a specific practical example that came up within the RLE Project could 



be expanded to such a theoretical discussion. Other topics that arose in this discussion 
board included, but were not limited to, “Does confidence affect your smarts?”, “The 
importance of wait time”, “Miracle with Physical Activity”, “Better Understanding” and 
many more. It is important to note that it was not the teacher educator who dictated the 
topics or initiated the discussion; rather, these queries and thoughts came from the real 
experiences, dilemmas and challenges the pre-service teachers faced in the RLE Project.  
This was true for all three online discussion forums. 
 
b) Place Value Resources.  Resources can take many forms…materials (commercial 
AND homemade), people, websites, games, activities, songs, children’s literature etc. 
e.g. Adam could post directions on how he made his amazing dice? And then tell what he 
did with them. This site should not only include direct entries about resources, but also 
reactions to and experiences with using the resources (yours and others). For the 
purposes of the discussion, let’s keep our resources focused on place value. 
 
 The intent behind having a discussion thread based on resources was twofold.  Here 
was an opportunity for those students who were creative or had an activity or taught a 
lesson they felt was particularly effective to share this with their classmates. Secondly, 
because these pre-service teachers took a number of different courses throughout the 
term, they didn’t have or wouldn’t take the time to do thorough library or web-based 
searches for ideas and resources. It was made clear in this project that the pre-service 
teachers were not required to create everything from scratch. However; it was imperative 
that whatever resource or teaching strategy they used had to be adapted to suit the needs 
of their individual elementary student.   
 
 Students found the online discussion extremely helpful. On the actual teaching days, 
many pre-service teachers used and adapted their classmates’ ideas. Helpful feedback 
was given in the discussion about the use of resources afterwards. The posts in this 
discussion forum focused on place value. However, when the RLE project came to a 
close, students asked if the online class site could remain open so they could share their 
ideas and resources as they planned for and throughout their final eight-week practicum. 
 
c) Need Help?  Maybe you have a question about place value or about your student or 
about your teaching.  E.g. My student still doesn’t get how to get from 999 to the 
thousands.  I’ve tried ___.  Any ideas?  DO NOT use this discussion for asking if, for 
example, anyone has dice you can borrow. 
 
 The intent of this discussion forum was to reinforce that pre-service teachers can 
learn from one another. Many times they had similar challenges with teaching their 
individual students but were unaware that others were having the same problem. Pre-
service teachers were also encouraged to give suggestions not only from their personal 
experience but from teachers they had observed or worked with as well as from research 
and other readings. The postings in this forum were particularly insightful in both amount 
and type of postings and responses. Pre-service teachers tended to be much more 
“helpful” and supportive and collaborative than is usually observed in a face-to-face 
class. 



 
Collaboration versus Competition. In a university education methods class, whether the 
assignments are individual or group-based, competition (overt and other) is a common 
occurrence. In the RLE Project there was a much more collegial atmosphere, not only on 
the elementary school day visits, but apparent in the asynchronous dialogue occurring 
between visits. Pre-service teachers took ownership not only for the learning of their 
assigned elementary student, but also cared and were concerned about their pre-service 
teacher partner’s young student. This was evident in the types of questions and answers 
that appeared in the asynchronous dialogue as well as the supportive discussions held in 
our pre- and post-game shows. Here is an example of a portion of a response to a fellow 
pre-service teacher who was having difficulty with a moody student. After providing 
some helpful suggestions the pre-service teacher respondent says: 
 
 “…Now, do these strategies always work? No they don't. But  

sometimes just being there is enough. I would imagine deep down inside underneath 
all that attitude, your student really enjoys working with you but doesn't know how or 
want to show it. Does that make sense?”(Kober, N., online discussion post, Oct 2010) 

 
 It simply isn’t about one pre-service teacher striving to do a better job than another. It 
is about working collaboratively to ensure the best learning environment for all involved. 
 
5. Further Studies 
 The most imminent direction for further studies is to explore the stories behind the 
online posts and the journal entries. If pre-service teachers are not confident or nervous 
about teaching elementary math, why is that? Is there a gap in their own subject content 
knowledge? Is their attitude linked to their own experiences learning math and or with 
particular ways of being taught math? Are there gender differences in the stated 
confidence level for pre-service teachers about teaching math? 
 The intent for the next step in this research is to conduct individual interviews to 
gather such information in order to better inform not only the continuation of projects 
such as the RLE one, but to re-evaluate and contemplate how and what is being taught in 
math education classes for pre-service teachers. How can we better prepare pre-service 
teachers to teach math? 
 
6. Conclusion 
 Participation in the RLE Project helped pre-service teachers to learn by doing. They 
experienced firsthand what it meant to teach math and gained insight into how students 
learn math. Because each pre-service teacher had the opportunity to experience and 
reflect upon his/her own teaching of elementary math in a comfortable one-on-one 
setting, the focus was totally learner centered; for both the pre-service teacher and the 
elementary student. By participating in online discussion throughout the project, pre-
service teachers were continually encouraged to discover and practice inquiry about 
mathematics education. Through this project, it was difficult to determine who learned 
more…the elementary students or the pre-service teachers! 

 



 Here is a common reflection from a pre-service teacher upon completion of the six 
week project: 
 
 Where do I begin? I went into this project not fully realizing how  

beneficial it was going to be for me as an individual becoming a future teacher. I 
thought I was going to be the one who was in the role of 'teacher' but coming out of 
the experience I now realize that I learned a lot from the students I had the privilege 
of working with. I learned that the relationship between a teacher and his or her 
students is incredibly important. That one of the very most important things about 
teaching is getting to know your students as individuals so that you can meet their 
individual needs. I was able to see the level of math understanding my student had, 
the learning style that was best suited for her, and I was able to put FUN in Math! 
Making the material relevant and interesting engaged this student and made her 
excited about math. I went into this project with very little confidence in my ability to 
teach mathematics (something that hadn't been my strength in school). When I came 
away from this project I can honestly tell anyone that I now feel totally confident to 
teach math at any grade level. (Dolgopol, T., personal communication, Nov 2010) 

 
   This project afforded pre-service teachers the opportunity to learn about teaching 
math not by being taught, but by teaching math. By participating in this project, pre-
service teachers advanced their instructional strategies and their knowledge of resources 
for teaching math; and their attitude toward and confidence in teaching math improved. 
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Accommodating Different Learning Styles in Multicultural Classes 
—How the Educational Philosophies of Confucius and Socrates  

Possibly Affect Later Generations? 

Abstract: 
This paper is an attempt to examine the possible influence of the ancient educational 

philosophies of Confucius and Socrates on later generations’ learning habits. It first 

compares the different learning styles exhibited by Chinese and Western students, tracing the 

possible reason for their distinctions back to Confucius’ and Socrates’ philosophical notions 

on education. Then it provides constructive suggestions for the teacher on how to 

accommodate different learning styles in a multicultural class. The questions raised in the 

paper are addressed in a macro educational context, and further inquiries are brought forth 

in the end.  

 

Key words: Confucius’ philosophy, Socrates’ philosophy, learning styles,  

multicultural classes 

 

I. Introduction 
My observations in my experience of teaching Chinese and Western students and of 

being a student in multicultural classes reveal that there are conspicuous differences in 

learning styles between Chinese students and Western students. The former appear reticent, 

shy, and obedient in class, while the latter are proactive, vocal, and critical. What results in 

these distinctions? Which learning style is better? How is the teacher able to manage a class 

made up of students from different cultures?  

A number of theories can be drawn on to tackle these questions, but my paper will 

mainly investigate the possible influence of the philosophical notions about education from 

Confucius and Socrates upon the different learning styles of Chinese and Western students. 

Learning style can be interpreted as “a consistent way of functioning which reflects cultural 

behavior patterns and, like other behaviors, influenced by cultural experiences.”1 Philosophy 

is part of culture, which has a bearing on conventions practiced by a nation or a community. 

Students from diverse cultural backgrounds bring to the class their unique learning habits that 

find roots in their own educational philosophies, which see a fundamental discrepancy 

between China and Western world. Chinese education stresses dictation whereas Western 

education accentuates illumination.2 A scrutiny of the philosophical works of Confucius and 

Plato throws light on the reason for this difference. It might help the teacher who orchestrates 

                                                        
1 Zhenhui Rao, “Matching Teaching Styles with Learning Styles in East Asian Contexts,” The Internet TESL Journal 7, no. 
7 (2001), http://iteslj.org/Techniques/Zhenhui-TeachingStyles.html. 
2 Zhenning Yang, “Chinese Culture and Modern Science,” Tsinghua News, (2006), http://news.tsinghua.edu.cn. 
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a multicultural class gain a deeper insight into his/her students’ preferred learning styles and 

figure out effective teaching strategies to get all the students actively involved in the learning 

process for the sake of optimum outcomes. As Confucius claims, a good teacher should be 

one who “teaches according to the student’s ability”.3 

 

II. Confucius’ philosophy and Chinese students 
The Analects of Confucius are replete with Confucius’ admonitions to his disciples. 

Reading the book inclined me to envisage such a picture: Confucius dominated the center of 

the class with his students listening to him in deference. The Master said, “When a youth is at 

home let him be filial, when abroad respectful to his elders; let him be circumspect and 

truthful.”4 Though he held discussions with his disciples sometimes, Confucius objected to 

the pursuit of argument and eloquence by claiming “Plausible words confound morals”5, 

which indicates that it is immoral of a person to have a silver tongue. This corresponds to 

another Chinese saying “Still water runs deep”, furthering Chinese traditional perception of 

virtue and wisdom. Therefore, Chinese classrooms are found to be more structured and 

authoritarian than classrooms in the West. Chinese students tend to privilege listening over 

speaking, introverted learning being typical of their learning styles. Most of them conceive 

knowledge as something to be transmitted by the teacher rather than discovered by 

themselves. The teacher is the respectable authority in class, whose instructions are not 

expected to be disturbed or publicly questioned. Students prefer orderly classrooms, a set of 

routine and firm standards of behavior, and find it normal to engage in modes of learning 

which are teacher-centered and in which they absorb knowledge rather than interpret it. In a 

multicultural class the Chinese students usually take significantly fewer speaking turns than 

do their western classmates. The former are reluctant to “stand out” by airing their views or 

raising questions, for this might be perceived as expressing public disagreement and defiance 

toward their teacher.  

Apart from showing respect to the authority, there is another reason why Chinese 

students are prone to be quiet in class. Again, the Master said, “Learning without thinking is 

useless. Thinking without learning is dangerous.” 6  Chinese students adopt a 

thinking-oriented and reflective learning style. They want and need time to reflect on what 

the teacher says, and typically base judgment on logic and analysis rather than on the 

emotional climate and interpersonal values.7 Arriving at precision is their concern, so they 

                                                        
3 Anne Liu Shu Yu, “A Comparative Study on China and Western Education Model,” Raffles-Articles, (2006), 
http://rafflesarticles.edublogs.org/. 
4 Lady Hosie and M. A. Cantab, eds., The Analects or The Conversations of Confucius with His Disciples and Certain 
Others, trans. William Edward Soothill (UK: Oxford University Press, 1941), 3. 
5 Ibid., 170. 
6 Ibid., 12. 
7 Rao, The Internet TESL Journal. 
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seldom take a quick risk in conversation, which is supported by Confucius’ suggestion to be 

“guarded in his [scholar’s] speech”.8 This also leads to Chinese students’ inclination to work 

alone better than as a part of a team. The teacher-centered classroom teaching nurtures 

closure-oriented learners, who do not feel comfortable with ambiguity, uncertainty, or 

fuzziness. Sometimes they may even jump to hasty conclusions about rules. They are eager to 

obtain right answers from the teacher.  Thus, Confucius’ educational philosophy left some 

sort of trace on the common characteristics of Chinese learners such as respectful attention to 

teachers, prudent thinking, answer seeking, etc. 

 

III. Socrates’ philosophy and Western students 
In contrast, Western students’ active interaction with the teacher finds rich expressions in 

the way Socrates guided young people, which is shown in Plato’s works, e.g. Meno. Socrates 

was famous for his dialogic pedagogy. His usual style was to profess ignorance in a humble 

manner, namely, a typical way of illumination, "I do not know. Can you tell me?" For 

example, questioned by Meno what virtue is, he said he had no idea but asked for Meno's 

answer, open to challenges and debate. After giving some hypotheses, he added, "I shall be 

truly delighted to find that I have been mistaken."9 At this point, Socrates created an 

equitable atmosphere for learning to take place, which was unlike the hierarchical 

relationship between Confucius and his disciples. When Meno failed to offer a reasonable 

definition of virtue, Socrates invited Meno to join him in an enquiry into the nature of virtue. 

The whole process was going from one point to another through argumentation. Till the end 

we do not get the definite answer to “what virtue is”, but in my ears reverberate Socrates’ 

words “We ought to inquire”.10 Obviously, what he cares about is the dialectic process of 

seeking the answer rather than the answer itself. In Socrates’ spirit, Western schools try to 

encourage critical thinking skills and student interaction with teachers. Western students are 

trained to be doubtful of and question the knowledge imparted by their teachers. Socrates also 

suggests that all acquisition of knowledge is in fact a matter of recollection. We already 

possess knowledge and only need a reminder.11 So the teacher’s task is to remind, not to 

‘teach’ students. Students are expected to discover the new things by themselves under the 

teachers’ guidance rather than wait to receive information from them. Compared with their 

Chinese peers, who are organized and thinking-oriented learners, Western students seem to be 

more interested in the use of their imagination and in flexible routines, which are conducive 

to creative work. This ‘imaginative’ style stresses discussion of ideas and possibilities, thus 

                                                        
8 Hoise, Analects, 6. 
9 Plato, Meno, trans. Benjamin Jowett (New York: Macmillan Publishing Company, 1949), 24.  
10 Ibid., 44. 
11 Wikipedia the Free Encyclopedia, s.v. “Meno,” http://en.wikipedia.org/wiki/Meno (accessed Sept. 20, 2006). 
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bringing about cooperation and group work.12 Perhaps it is because of this style, I assume, 

that Hollywood has been producing a good many science fiction blockbusters that speculate 

about our future.  

 

IV. Accommodating different learning styles 
In a multicultural class, particularly mixed with Chinese and Western students, the 

teacher ought to be aware of, understand, and respect the individual students’ learning style 

preferences. An effective means of accommodating these learning styles is for teachers to 

furnish a variety of activities to meet the needs of different types of learners so that all 

students will have at least some activities that appeal to them based on their learning styles, 

and thus are more likely to be successful in class. For example, the teacher can divide the 

students into groups by learning styles and assign the same-style learners to the team 

activities. Probably they would enjoy working together and yield better results. Nevertheless, 

the teacher can also use style-varied groups for generating greater flexibility of styles and 

behaviors. It is often helpful to include extroverted students and introverted students in the 

same group. The former will add vigor and fun to the learning process, while the latter will 

ensure that the task is done in a timely fashion and in a good order. As a learning style 

preference is not fixed, but subjected to change and diversification when impacted on by 

another preference, grouping the style-varied learners helps promote reconciliation between 

learners and encourages them to learn from each other, which, presumably, leads them to the 

formation of a new learning style. In effect, a student who studies abroad needs to adjust 

his/her learning style in order to adapt to the local academic environment. Moreover, it is 

advisable that the teacher make a conscious effort to encompass various learning styles in 

daily lesson plan by invoking a coding system, e.g. I for individual, P for pair, G for group 

and the like. This will serve as a reminder of which setting or activity to organize so that all 

learners can find some portion of the class that particularly appeals to them.13  

Learning styles are the characteristic ways an individual acquires, perceives, and 

processes information. There are no right or wrong, or good or bad learning styles, just 

preferred styles, which are selected by the learners at will. Helping students understand their 

learning style preferences can assist them in achieving academic success. It provides a 

significant dimension of self-discovery and personal growth. Chinese and Western 

educational models have an impact on these varied learning styles. They are the result of their 

respective philosophies and built on their own national conditions to meet their own needs. 

We should not overgeneralize which model is better. The different learning styles employed 

                                                        
12 Fla. Gainesville, “UF Study: Contrasting Teaching Styles in U.S.-China Classrooms May Influence Students’ Learning 

Preferences,” Education Research, (2006), http://news.ufl.edu/. 
13 Rao, The Internet TESL Journal. 
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by Chinese and Western students reveal the possibility that Chinese education is apt to 

produce talents in batches whereas Western education is better at creating elites.14 The ideal 

solution is the two models draw the strong points from each other to offset their individual 

weaknesses, combined properly to foster learners with both organized and creative minds.  

 

V. Conclusion 
In this paper, ancient Chinese and Western educational philosophies have been analyzed 

to examine the different learning styles of Chinese and Western students. Confucius’ 

emphasis on teacher authority tends to generate introverted, thinking-oriented and 

closure-oriented learners, while Socrates’ encouragement of persistent inquiry is seen to beget 

imaginative, critical, and creative learners. Only with full awareness of these different 

learning styles and their possible philosophical causes can the teacher in a multicultural class, 

for the sake of the accommodation of learners’ diverse needs, consciously make efforts to 

invoke appropriate teaching strategies, arranging classroom activities in groups of same-style 

or style-varied learners and using a coding system in daily lesson plan. Nonetheless, it merits 

attention that there is no advantage of one learning style over the other. Both are influenced 

by their respective educational models. Chinese and Western educational models should draw 

strength from each other to cultivate successful learners.  

Though individuals within a culture tend to have a common pattern of learning and 

perception as opposed to members of another culture15, their varied learning styles can be 

affected by other factors besides cultural component, such as learners’ temperament, 

personality, experiences, family background, and learning environment. For some learners, 

their learning habits might have been formed before schooling. Given pressure or freedom, 

students might display different learning styles under different conditions. I am, therefore, 

uncertain if the varied learning styles result from cultural difference or individual difference. 

In addition, I find it difficult to avoid oversimplification when comparing two cultures. There 

are even disparities within one culture. For example, “Western culture” is a big concept since 

the US, Canada, the UK, and other European countries are different in many regards. 

Students from the same so-called “Western culture” might have very different behaviors. 

Clarification of these inquiries resulting from my further exploration is likely to contribute to 

teaching and learning effectiveness.  

 

                                                        
14 Yang, Tsinghua News.  
15 Rao, The Internet TESL Journal. 
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Meeting the Instructional Needs of Digital Learners and the  

Expectations of 21st Century Skills  

Abstract 

In the summer of 2011, a North Texas High School offered summer school using online 

delivery and multiple online providers.  The attempt to utilize an online medium to reach a 

generation of digital natives presented multiple complications concentrated in two areas:  1) 

existence of a knowledge gap between digital immigrants and digital natives; and 2) emphasis on 

content verses process. This paper outlines instructional processes for secondary schools that 

addresses the needs of digital learners and meets the expectations of the 21st Century Skills.  The 

instructional processes focus on teaching content through processes. 
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 Meeting the Instructional Needs of Digital Learners and the  

Expectations of 21st Century Skills 

In the summer of 2011, a North Texas High School offered summer school using online 

delivery and multiple online providers.  The attempt to utilize an online medium to reach a 

generation of digital natives presented multiple complications concentrated in two areas:  1) 

existence of a knowledge gap between digital immigrants and digital natives; and 2) emphasis on 

content verses process. This paper outlines instructional processes for secondary schools that 

addresses the needs of digital learners and meets the expectations of the 21st Century Skills.  The 

instructional processes focus on teaching content through processes. 

Theoretical Perspective 

A review of theories related to characteristics of 21st Century learners and digital natives, the 

21st Century Skills, and metaphorical adaptation of an established commercial instructional 

model guided the development of these instructional processes. 

Characteristics of 21st Century Learners and Digital Natives 

Unlike previous generations, students today arrive at school with digital brains (Sprenger, 

2009). Even preliterate, preschool-aged children engage in digital games and online 

communication, while slightly older children participate in texting, email, twitter, Skype, often 

multi-tasking several technology devices at one time. Experts in skimming and scanning 

information, Sprenger (2009) suggested the digital brains of today’s students are 

hyperconnected. Effectively teaching hyperconnected students requires changed instructional 

practices.  

As a group, digital natives have experienced different ways of navigating the world since 

birth. As a result, many share common characteristics. More than previous generations, they are 
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consumer and entertainment oriented. Intellectually disengaged in non-digital classes, digital 

natives have difficulty with relationships (skepticism, cynicism, civility) and boundaries (self 

interested, privacy issues). While appearing tolerant, adaptable, and pragmatic they are apt to 

pursue excellence through entitlement, negotiation, and parent advocates (Taylor, 2005). Unlike 

previous generations, it is difficult to specify exact birth year ranges for digital natives, because 

socioeconomics and geographic area might have affected access to technology.  

The culture of the digital world comprises both immigrants and natives (Prensky, 2001). 

Digital immigrants learned to navigate the world without digital tools and have since adopted 

digital tools. In contrast, digital natives have always learned in digital spaces. Today, most 

classroom teachers are digital immigrants, while their students are digital natives. Prensky (2001) 

acknowledged that this difference creates a cultural clash during classroom instruction. 

Technology applications are typically the first choice of digital natives who appear to operate 

effortlessly in digital space, since digital is their native language.  Conversely, digital immigrants 

must substitute their previous tools with digital tools; translating experiences from non-digital to 

digital can be overwhelming. One result is digital immigrants feel more comfortable teaching in 

their first language (non-digital) to students who prefer learning in their first language (digital). 

Hence, instruction and learning are frustrating and less effective for both groups. Compounding 

this friction is a common reluctance by digital immigrants to incorporate any instructional 

technology they have not already mastered.  Ironically, Pensky pointed out that because digital 

natives (students) have grown up translating the digital world to adults (teachers), they expect 

digital immigrants to be less proficient. 
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21st Century Skills 

Tilling and Fadel (2009) outlined the changing goals for education through the Agrarian Age, 

Industrial Age, and Knowledge Age.  In the Agrarian Age the skills focused on learning the 3R’s 

(reading, writing, and arithmetic) and the skills necessary to grow food for survival.  However, in 

the Knowledge Age (the 21st Century) the skills required for existence in the connected world of 

global markets, knowledge, and tele-linked citizens are much different (Trilling and Fadel, 

2009).  The 21st Century Skills focus on processing and include: 

 critical thinking and problem solving, 

 communication and collaboration,  

 creativity and innovation,  

 information literacy, media literacy,  and computing information and technology 

literacy, flexibility and adaptability, 

 innovation and self-direction, 

 social and cross-cultural innovation, 

 productivity and accountability, and 

 leadership and responsibility. 

Whether students acquire content from traditional sources (lecture, library, text books) or 

digital sources (YouTube, e-books, Twitter, news blogs), academic rigor requires that they 

evaluate the quality of the content sources and apply information to solve current, complex 

problems ranging in scale from individual to global (Brady 2008). A fundamental shift is needed 

from what teachers do with course content to what students do with course content.  
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Instructional Metaphor 

Washor, Mojkowski, and Newsom (2009) evoked the Apple Store experience as a 21st 

Century instructional metaphor for reshaping classroom instruction for digital learners. Apple 

Store customers range from novice to expert and differ in their reasons for entering an Apple 

Store: curiosity about product’s applied usefulness, direct application instructional needs, and 

help solving problems.  Recognizing that customer learning was critical to business success, 

effective instruction addresses differences in customer motivation and ability. People are all 

more likely focus on unique skill performance when engaged in problem solving, critical 

thinking, relevant projects, or complex task activities, especially when coupled with interactive 

feedback (specific, multiple modalities, timely, and learner controlled) from expert groups 

(audience). In this respect, 21st century learners are not unlike their instructors; In short, 

providing opportunities for learners to hone skills supported by expert, interactive feedback 

enhances learning. 

Literature Review 

Global Challenges 

Results of the 2010 Programme for International Student Assessment (PISA) released in 

December of 2010 rekindled American’s frustration with the state of U.S. public school 

instruction. While Shanghai, Korea, Hong Kong, Singapore, Finland, Canada, Japan and New 

Zealand ranked in the top seven, the U.S. ranked 25th on an internationally standardized 

assessment of 15-year-old math students (Guria, 2010). PISA rankings take into account 

differences among culture and economic systems, providing benchmarks that measure existing 

differences while providing countries flexibility in setting goals that meet their conditions.  

Among lessons to be learned from these discouraging results, is that America cannot rely on 
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relative economic supremacy to maintain its former public education advantage. As global 

competition intensifies and productivity patterns change, the U.S. will need creative reform of 

attitude and strategies to maintain an edge.  Furthermore, because countries with limited 

resources consistently outperformed U.S. students, more money alone is not the solution. 

In addition to increasing educational competition, the U.S. faces growing international 

competition for jobs. Pink (2006) suggested material abundance has shifted social emphasis from 

survival to a greater emphasis on American’s “self” development in terms of beauty, spirituality, 

emotion. In contrast, Asian countries have focused more directly on economic development. 

Graduating huge numbers of degreed workers willing to work for less income, Asia has rapidly 

absorbed outsourced American jobs. Simultaneously, American white-collar jobs are lost 

through rapid improvements in automation and online technology. 

Economic sustainability is reliant upon a competitive work force. American education still 

remains the best tool for creating future global workers; however, changes in public education 

are necessary to reflect marketable, international skills. To further complicate the challenge of 

remaking a relevant educational system, public schools have the challenge of engaging a most 

“different” type of learner.  

Generation Y (Millennials) 

While the Baby Boomer Generation spanned 20 years, Generation X spanned 15 years while 

the Millennials may have spanned closer to 10 years.  Born between the mid 1980s to the mid 

1990s, Generation Y is larger than Baby Boomer Generation and three times the size of 

Generation X, comprising roughly 26% of the US population. Gen Yers are typically confident, 

optimistic young people who feel valued and wanted. The most diverse generation in history, one 

third were born to single, unwed Gen X mothers, while others may have had middle-aged Baby 
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Boomer moms who postponed childbearing to establish a career (Taylor, 2010). Generation Y is 

also less white and more brown than previous US generations. Gen Y members have come of 

age in a very child-focused world. Taylor suggests they inherited the can-do attitude of the 

Greatest Generation, the teamwork ethic of Boomers, and the technological savvy of Generation 

X. Their preferred learning environment combines teamwork and technology. Gen Y prefer 

assigned tasks and, when completed, enjoy helping others.  

Generation Z (iGeneration) 

Generation Z followed fast on the heels of Generation Y and make up 18% of the world 

population. Born after 1994 and before 2004, Gen Z was born into a world of attainable 

affluence and a new wave of communication tools. Digital technology from birth, structured 

childhoods, and gender equality molded this group. Personalized technology (i- music, i-phone, 

i-computers) differentiates this generation (Rosen, 2010). Very individualistic, they eschew 

traditional family values and may lack interpersonal skills, preferring digital communication. 

The Internet and technology provide members of Gen Z with instant action and satisfaction and 

the expectation of immediate gratification. While they spend less time personally meeting friends 

and developing relationships, they participate in huge impersonal communities online. Verbal 

communication and regard for privacy are less valued than in previous generations. They freely 

express their opinions, and living with others may be considered intrusive. Their survival 

strategies focus on intelligence and technology more than formal education and work.  

Clearly, teaching Generation Y and Z students demands different instructional strategies than 

those used successfully with previous generations; however, visitors to today’s public schools 

should be surprised how little schools have changed.  No matter how unsettling to tradition, 21st 

Century educational expectations can only be met using 21st Century instruction. 
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21st Century Expectations: Changing Educational Practices 

Meeting global and generational challenges may appear overwhelming to current classroom 

teachers; however, teachers already possess the skills required to thrive in the 21st century. 

Reflecting on how they acquired these skills, teachers can develop a platform from which to 

design more relevant instruction. 

Trilling & Fadel (2009) recommend teachers recognize the differences between generations 

and focus instruction on strengths while ameliorating weaknesses. To do this they recommend 

teachers respond reflectively to four questions: 

1. What will the world be like in twenty years? 

2. What skills will students need to be successful in that world?  

3. What contributes to powerful personal learning experiences? 

4. How can instruction be designed around the answers to questions 1-3?  

Skills necessary for success in the 21st century are not unknown to classroom teachers: 

critical thinking and problem solving; creativity and innovation; collaboration, teamwork, and 

leadership; cross-cultural understanding; communication, information, and media literacy; 

computing and information and computing technologies literacy; and career and learning self-

reliance (Trilling & Fadel, 2009). It is important to note, however, that this list does not 

emphasize content mastery. Skills required in the future will focus on processing rather than 

collecting information. Life in the Information Age means content-delivery is no longer the sole 

domain of teachers. Because students can access content without instruction, classes should 

focus on processes that act on content. 
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Instructional Strategies Using Process to Teach the Content 

Clearly, 21st century skills are process, rather than content, oriented. Information Age 

students usually are adept at gathering information from multiple media sources; however, they 

commonly lack practice and experience to successfully use information to navigate life’s 

challenges. Explicit literacy instruction (math, reading, and writing) and opportunities to practice 

21st century processes can meet student education needs at all levels (K-12) and in any content 

area.   

Finally, the Apple Store experience (Washor, Mojkowski, & Newsom, 2009) presented a 21st 

Century instructional metaphor for reshaping classroom instruction for generation Y and Z 

learners. The Apple Store is customer-centered; customers freely explore, based upon personal 

interest. The activity is framed (or confined) to the content opportunities within the store. 

“Geniuses” facilitate individual learning as needed, one-on-one and in small groups. Other 

metaphorical elements include: serving one customer at a time, risk-free problem solving, 

relevance, relationships, rigor and authentic assessment (p.60).  This comparison illustrates many 

aspects of an ideal 21st Century classroom. 

Although reflection and metaphor strategies inspire independent instructional redesign, Table 

1 compares instructional practices that impede or support 21st century skill acquisition among 

digital natives.  

Table 1  

Comparison of Instructional Practices That Impede and Support 21st Century Success 

 

21st Century Skills* 

Instructional Practices That 

 Impede 

21st Century Success 

Instructional Practices That  

Support 

21st Century Success 
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Critical Thinking  

 

and  

 

Problem Solving 

 

 Lecture   

 Teacher directed 

 Passive learning  

 Rote memorization 

 Isolated data 

 Content focus 

 Content centered 

 One-size-fits-all Instruction  

 Assessments tied to content 
standards 

 Activity, project 

 Student directed 

 Active learning 

 Inquiry 

 Contextualized data  

 Application focus (real world) 

 Student learning centered; 
Scientific method implemented 
and assessed 

 Differentiated Instruction 

 Rubric assessment tied to 
content and process standards 

 

Creativity  

and  

Innovation 

 One right answer 

 One way to learn  

 One way to demonstrate 
learning 

 Teacher as expert; student as 
learner 

 Assessments tied to content 
standards 

 Multiple solutions 

 Choice of learning activity 

 Choice of learning assessment 

 Teacher and student are 
learner/experts; teacher 
facilitates learning 

 Rubric assessment tied to 
content, process, creativity 
standards 

 

Collaboration,  

Teamwork,  

and  

Leadership 

 

 Students work in isolation 

 Assessments tied to content 
standards 

 Students work in groups either 
online, face-to-face, and in 
combination. 

 Shared responsibility  

 Alternating leadership  

 Explicit instruction and 
consistent practice of 
meaningful citizenship and 
character development skills 

 Rubric assessment tied to 
content, process, role 
responsibility standards 
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Cross-Cultural 

Understanding 

 

 Students learn about and work 
with students like themselves 

 Assessments tied to content 
standards 

 Students work with people who 
are different than themselves 
online, face-to-face and in 
combination. 

 Discerning similarities and 
differences on a global scale.  

 Explicit instruction and 
consistent practice of 
meaningful global citizenship 
and character development 
skills 

 Rubric assessment tied to 
content and process standards 

 

Communication, 

Information,  

and  

Media Literacy 

 Controlled  content delivery  

 Controlled content sources 

 Controlled content acquisition 
assessment 

 Little/ no instruction in how to 
evaluate  sources 

 Assessments tied to content 
standards 

 Multiple modes of content 
acquisition 

 Multiple content sources 

 Multiple methods to assess 
content acquisition 

 Explicit instruction in how to 
evaluate  sources 

 Rubric assessment tied to 
content and process standards 

 

Information/Computing 

Technologies  

Literacy 

 Controlled technology 
applications to types teacher 
can use 

 Assessments tied to content 
standards 

 Students free to 
explore/experiment with new 
and sophisticated technology 
formats 

 Rubric assessment tied to 
content, process and 
technology standards 
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Career  

and  

Learning  

Self-Reliance 

 Teacher controls what can be 
learned 

 Teacher responsible for 
learning 

 Accountability to teacher 

 Assessments tied to content 
standards 

 Students learn what they do not 
know 

 Clear expectations: learner 
outcomes are articulated 

 Student responsible for 
learning 

 Accountability to authentic 
audience 

 Rubric assessment tied to 
content, process and career 
standards 

*Triling & Fadel’s (2009) 

 

Conclusion 

Without doubt, public schools remain necessary to society; however, most digital native 

students come to school intuitively more technologically adept and technically skilled than many 

digital immigrant teachers. To be effective, educators must continually ask, “What can school 

teach students that students cannot learn on their own?”  In addition to explicit literacy, 

instruction in math, reading, and writing, instructional changes must be implemented to meet 

21st century expectations. While teachers already have the skills to make these changes, 

immigrating to the digital world is rife with insecurity. By blending the boundary between expert 

and learner roles, teachers might reinvigorate classroom instruction and challenge digital natives 

to perform at levels comparable to those of less affluent nations on international tests and in the 

workforce. 
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6.Abstract  

 

The paper aimed to critically analyze the relevancy and effectiveness of the training 

contents and process of the module ‘Research Methods and Skills’ developed by 

Higher Education Commission of Pakistan and conducted by the Islamia University 

of Bahawalpur.  To achieve the objectives eight research questions were established. 

Focus of the questions was to examine the concept of research, research ethics, steps 

of research process, and tools of data collection. Existing and expected role of 

participants towards research, their role as a research supervisor, and application of 

learning research skills as well as usage of various data analysis techniques by them 

was also aimed to explore in research questions. Sample comprised thirty participants 

who were selected to participate in the training from various faculties of colleges and 

universities. The data was collected through pre and post test of the participants. Same 



 2

questions were asked before and after the training process. The data was analyzed 

through qualitative analysis using thematic approach. The findings disclosed the 

participants’ clear concept of research, research ethics, and sources of literature 

review. They were after completion of training, can use various data analysis 

techniques. The findings of post-module concepts of the participants reflect an 

apparent change in their knowledge towards adapting these characteristics as a 

supervisor. The paper recommended several empirical steps to overcome those 

problems faced during the session. Time management was required in the session and 

a need of special workshop on ‘research methodology and skills’ required.   

Keywords: Higher Education Commission; Faculty Development Program; Research  

Skills 

Introduction 

 

Since educative process, the significance of the in-service training in the professional 

development, especially in education (Blackburn & Moisan, 1987) is accepted by all. 

At the backdoor of the classroom the important element of the success is to achieve 

the objectives of a lesson in shaping the students learning something after attaining 

professional expertise. This depends on the creative aptitude of teacher’s ability to 

combine practical knowledge according to its theory. Without practical knowledge 

only theory will not provide significant results in effective teaching. Nor will practice 

without the help of theory provide best results in the teaching learning process. For 

effective teaching, continuous training is essential whereas the teachers are hesitating 

now days to join these sessions. The education system lacks motivational factors that 

persuade teachers to attend in-service training activities (Beduk, 1997; Taymaz et al, 

1997; Ozer, 2001).  Significant in this practice is the teacher's familiarity of the 

subject matter, and his/her ability to execute new strategies, to expand effectiveness in 

performance and responsibilities, to develop suitable assessment and evaluation tools 

and to deal with the different styles of student’s achievements. So effective teaching 
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involves the practical implementation of new research/theory through in service 

training of teachers to improve learning environment of classrooms.  

The university teacher provided by personal conducted research, theoretical 

knowledge as well as practical experience, and content based knowledge is capable to 

deliver lectures in the well-organized way. In a laboratory, scientific methods, 

experiments, experiences, demonstrations, use of audio visual aids and contribution in 

research is involved. In general the association of research with theory and teaching 

with practice is essential for effective learning of the students. Hence, as viewed by 

Ozer (2004) to make teachers interested in continuous professional development and 

increase effectiveness of theory and practice at in-service training, some motivating 

elements should be added to the system. 

The role of research in higher education has now days given preference with the 

policies of higher education of government's on higher education discussing the role 

of research which should be played in a good university. Majority would accept that 

research is a critical element for a comprehensive academic culture in a higher 

education institution and universities. It contributes to knowledge base information 

and is good for the researcher’s work satisfaction’ career development and his/her 

profile. Conducting of research enhance our ability to teach our students as well as it 

also help us to increase our knowledge in our subject competency. 

In all over the world the changes are taking place very rapidly in the field of research 

not only at universities level but also at all the institutions under the jurisdiction of 

higher education. In the consequence our government is now seems very serious in 

term of training the teachers of higher education level to meet the international 

standards of education. So we can hope our best future to meet updated standard in 

the quality of education at colleges and universities. 
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This research methods and skills module is written primarily for the teachers training 

of higher education department i.e. colleges as well as universities to teach the 

students of graduate and post graduate.  It is expected in this regard that at this level 

they maybe for the first time are participating in a formal training in research work.   

In this module first of all, introduction is given about the concept of research along 

with definitions and the reasons for conducting research, where it is conducted and 

how it is done and by whom followed by why research and the attributes of a quality 

research.  Furthermore it is designed to put an overview of the kinds of research under 

the qualitative and quantitative paradigm.   

This module deals with the research process to adhere to some ethics that the trainees 

of the training have to keep in their minds. They learn through research about giving 

the various citation and reference methods. After the procedure of data collection 

using SPSS data analysis is made and finally research tells us how to perform the role 

of a supervisor.   

Higher Education Commission (HEC) Pakistan has enhanced and improved the 

process of teacher training for the teachers of college and universities. In result of 

these enhancement one of the evidence of this improvement is the commencement of 

professional capacity building of the teachers from the colleges and universities for 

twenty four days under the supervision of well qualified universities teachers. 

Research in one the core module of their capacity building program, with an objective 

to expose university and college teachers to its importance in their practices.  

The propose of this module were: 

 Value the teaching profession and its significance in 21st century 

 Understand their expected contribution in educational institutions as well as in 

the society. 
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 Observe professional ethics and develop balanced personality 

 Understand and practice their role as an intellectual of society 

 Develop ability to live with and among differences developing a positive 

attitude toward peace and harmony. 

  Sensitize themselves about their role as an agent of social change  

 Share researches and best practices with colleagues in conferences/workshops 

and develop academic network. 

Objectives of the Study 

The main objectives of the study were to: 

1. Critically analyze the relevancy and effectiveness of the training contents and 

process of the module ‘Research Methods and Skills’  

2. Assessing training needs of university and college teachers in terms of 

conceptualizing new meanings and importance of research processes. 

3. Know their skills, role of teacher as a competent researcher as well as supervisor. 
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Research Questions  

The research purpose was the analysis of the process of training module ‘research 

skills’ of HEC faculty development program of higher education teachers organized at 

the Islamia University of Bahawalpur, Pakistan. It was essential to ponder the study 

on research objectives and give attention to search out the intellectual capacity of 

training participants of various faculties in this regard. To get the understanding of 

participants of training towards research skills, the study attempted to respond the 

following research questions.  

1. What is the concept of research? 

2. Please mention some research ethics? 

3. What are the sources of literature review? 

4. Write down the steps of research process? 

5. Pen down the tools of data collection? 

6. What is your role as a research supervisor? 

7. What are the techniques you use for data analysis? 

8. In your opinion, what are the applications of research skills in educative process? 

 

Methodology 

Creswell (2003) and Bernard (2000) recommend qualitative method of inquiry to 

achieve the qualitative results from the investigation. The task was to investigate the 

achievement level about research methods and skills before and after the training 

program to extract subject’s achievements.  

Sample  

In this study, all the participants (i.e. thirty participants) of the training program were 

selected and considered as the sample of the study. Fifteen participants (male and 
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female) was the faculty members of various departments of the Islamia University of 

Bahawalpur and fifteen participants (male and female) were from various post 

graduate colleges of the division of Bahawalpur (Southern Punjab).  

 

Data Collection  

To extract the valid and accurate findings from the study, the data was gathered from 

all (thirty) participants of the training session. The participants were from the various 

university faculties and departments of colleges located in the area of southern 

Punjab.   

Data was collected in two stages. In first stage, a pre test was conducted before the 

session to obtain the perception level about the module. In second stage, after the 

completion of three days session on module ‘ research method and skills’ a post test 

was conducted to find out the achievement level about the module contents which 

were taught them by various instructors. In the whole process the researcher was also 

the part of training as observer. While tea breaks, an unstructured interview were also 

conducted to the subjects to get their points of view on each learning activity. Main 

points during the interview from the participants were noted.  

 

Data Analysis  

Data collected through pre and post test from the participants in questionnaire form 

and unstructured interview was written in the form of transcripts. Data was analyzed 

using thematic approach as Jodi (1994) is in the view that from the conversations that 

takes place in a session or for researching a process, thoughts appears that can be 

better understood under the control of a thematic analysis.  
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The data was analysed according to the viewpoint of Rudolph (2006) who says that 

thematic analyses are often used in the same project, with the researcher moving 

backwards and forwards between transcripts, memos, notes and the research 

literature.  He further added in this perspective that using this method, data from 

different people is compared and contrasted and the process continues until the 

researcher is satisfied that no new issues are arising. So, this provide chance to create 

association among various opinions and interpret the data accordingly. Conclusions 

were drawn and recommendations were provided to improve the module. 

 

Findings 

1.1 Concept of research 

Before starting this module trainee teachers expressed their needs to learn 

about research were attaining the new knowledge according to the majority of the 

participants. Some participants were seeking to learn about how to conduct a research 

effectively. They shared their understanding that research should be scientific and it 

must focus on the solution of various problems which we observed during the 

learning activities. They expressed their ideas that we need research to make our 

teaching effective. They were in the idea that research is knowledge of new theories, 

increase knowledge about using various techniques, to know the implementation of 

ethics, it’s a process of self improvement and through research we come to know to 

analyse the collected data. A small number of participants were unaware to explain 

the concept of research. 

In the end of this module the perception level of the participants were changed. Now 

they were able to describe the definition of research that what research actually is? 

They now understand its clear concept and felt that research is a serious activity. 
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Majority of participants have equal perception to describe its proper definition and 

more clear concepts. Few of them were in view that research is a systematic process 

of searching the truth. Some also learn new methods of research especially qualitative 

and quantitative research methods.  

This seems the effect of introduced meaning of the concept of research during the 

workshop, which has changed the trainee’s concept. During the session they were 

given various activities and asked to describe and then they were given the original 

concepts by the facilitator which mold their wrong ideas into correct one. 

1.2 Research ethics 

Before the start of the training, majority of the trainees were in the opinion of 

unbiased and fair conduct of research. Some stated their views that participants of 

research feel safety in the process of research and during this process collected data 

should be confidential. They opined that some research characteristics i.e. validity, 

objectivity, originality, authenticity and time management must be observed during 

the conduct of research. Some of them respond irrelevantly and they depict those 

ideas which were not related with the research ethics. It means some of them was 

unaware or had no idea about research ethics. 

After attending this session, majority of the participants stressed upon the fair and 

unbiased research must be conducted by proving a proper guidance to the researcher. 

There was a significant change in their perception to develop a program for the 

students in account of research ethics with proper implementation. Now they became 

to know about plagiarism in research and research oriented behaviour of researchers. 

During the workshop the facilitator has introduced variety of activities and invited the 

participants for discussions to make them better understand research ethics and how it 

is important to practice in our research projects. 
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1.3 Sources of literature review 

Before the initiation of the module, participants have a sound knowledge about the 

sources of literature review. Majority of them considered the internet, research report 

and research journals as a big source of review literature. Some of them were 

considered library, books and newspapers as significant sources. Some considered 

government documents, software, interviews, encyclopedias, dictionaries, and 

magazines as the effective sources of literature review.  

During the learning process of the concept participants were asked to prepare a list of 

these resources. They worked in groups and peers and developed a long list of 

resources, which were very essential for the teachers to inspire their students towards 

their learning activities.  

After completion of the module, participants seem confident towards their knowledge 

to describe various sources of review literature. The facilitator also explained all the 

sources of review and in the consequence participants were now able to discriminate 

the primary and secondary sources. Majority of the participants was now able to 

explain these two kinds of sources with some examples now they were able to extend 

their knowledge as they concluded some other sources i.e. publications, background 

of researches, published material, etc. Few of them was in a confuse state and they 

had their concepts not very much clear but to some extent. The main reason in this 

context was their uninteresting or non serious behaviour towards their learning 

activities. 

1.4 Steps of research process 

In response to their prior concepts of versatility and knowledge about different steps 

of research process, majority of the training participants were holding the wrong 
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concept. They were using irrelevant answers, wrong answers or skip the item which 

depicts their little knowledge in account of explaining the steps in an appropriate 

order. Some of them were able to explain the proper steps of research process whereas 

few of them were describing their concept to some extent.  

During the learning process of the concept participants were introduced the complete 

steps of research process in detail. They were asked to explain their own concept of 

research process while giving an activity to write down the steps on a card.  Then 

resource person described the steps in detail one by one. They worked in groups and 

developed a list of steps, which are very essential for the teachers to inspire their 

students towards their learning activities. When asked the same question at the end of 

the module, they came up reasonably with a changed and new understanding of the 

steps of research process. Now the majority of the participants sensitized with the idea 

that they can easily define steps with in a proper order.   

The data shows that the participants have significantly changed behaviour in their 

knowledge about research process. Almost all participants were now able to define 

these steps in proper order except one or two who were able to define them with a 

little knowledge. But in this session there were a little group who expressed their little 

perception towards this learning. They were seemed in perception to implement these 

steps properly in their fields.  

1.5 Tools of data collection 

In the beginning of this module, participants defined the data collection material with 

a very little concept about the tools. Majority of them were in conception that 

questionnaire, interview, books, libraries and past studies are the tools of data 

collection and material. They further described the tools with mixing them to the 
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source of collecting material for research which shows their little knowledge towards 

the tools of data collection.  

 During the session, they were given some cards to write down the tools of data 

collection. They prepared a list after the discussion in groups and presented their 

prepared list. The resource person presented the detailed importance and use of some 

tools in data collection. 

The findings of post-module concepts of the participants reflect an apparent change in 

their concept towards using of data collection. They now effectively described that 

questionnaire, interview and survey are appropriate tools of data collection according 

to the majority of the participants. It further depicts their understanding and 

realization of the importance of professional. Some of them expressed their views that 

observation, and online data and focused group discussion are also effective tools of 

data collection. 

1.6 Role of research supervisor  

Before starting this module, participants expressed the role of supervisor to give 

proper help according to appropriate methodology and they stressed in proper 

guidance to the researcher. They further described the a supervisor should cooperate 

with the researcher, give access to  various resources, through knowledge sharing, 

help them in data analysis, time management and proper knowledge sharing.  

During the session after giving some knowledge about the role of supervisor they 

were given an activity to enlist the major responsibilities of the supervisors and 

enough time was given to them for this purpose. They were free to discuss with each 

other. After sharing the ideas some group leaders made their presentation on it which 

was a healthy activity to make the participants aware to know their role as a 
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supervisor. In discussion many participants viewed that they were unaware of many 

points of the responsibilities as a supervisor. 

By the conclusion of the module a range of new meanings and improvements were 

apparently occurred in their concepts. Now they were of the impression that role of a 

supervisor is very important aspect for teachers to develop and practice a good 

research activity. They expressed that role of supervisor demands scientific approach, 

knowing various methods of research, positive attitude, patience, practical mind, 

cooperative, facilitation, problem solving, good communication skills, politeness, 

competency, and time management skills.  Majority of them were stressing upon 

proper guidance and expert knowledge of supervisor to perform an effective role as a 

supervisor.  

The findings of post-module concepts of the participants reflect an apparent change in 

their knowledge towards adapting these characteristics as a supervisor. It further 

depicts their understanding and realization of the importance of role as supervisor that 

they are carrying with them to their professional responsibilities and practices.   

1.7 Techniques of data analysis 

Before the inception of the module, participants had very stereotyped concepts of 

techniques of data analysis. They shared their understanding that SPSS is used to 

analyse the data but they were not in the state to analyse the data using SPSS. Some 

participants had the idea internal and external criticism, Annova, chi-square, 

classification, and graphics are used to analyse the data. Few participants shared that 

computer and central tendency are also used for data analysis. Where as some of them 

had no idea of using these techniques. 

During the module, resource person taught various techniques of data analysis i.e. 

measurement of central tendency and especially SPSS. While his teaching some 
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participants were also did practice on variable sheet and data sheet of SPSS while 

practicing various commands of data analysis. They were using various commands 

i.e. average, mean, mean deviation, standard deviation etc.  

In the end of the module maximum of the participants had modified their 

understanding about the use of various data analyses techniques. Now majority of the 

participants argued SPSS and measurement of central tendency as an effective 

techniques of data analysis. This seems the effect of learning concept during the 

workshop, which has changed the trainee’s concept of using these techniques, now 

they were focusing upon the knowledge of using chi and t test and various different 

techniques while preparing a data sheet in SPSS software. 

1.8 Application of learning research skills 

A crucial question was asked at the end of the module that how would they apply their 

new learning in their professional practice? Apparently a range of very imperative 

ideas evolved in the responses. They all seemed very self-assured and excited to 

improve their lectures by incorporating creative group work and discussion during the 

lectures. 

The data reveals that participants are very eager to use modern electronic technology 

during teaching in the classroom. They showed a huge interest and motivation to 

display a very friendly attitude and take care of social and moral values to their 

students inside and outside classroom activities. The data further depicts that they also 

are committed to involve themselves and their students while conducting these 

research activities. They were committed to implement all their learning achievements 

during the training workshop. Some depicts their commitment towards application. In 

this regard majority of them were depicts that they will use SPSS while data analysis 

and they will also provide proper guidance for research to their students. They are 
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promising by themselves that from now to onward their research activities will 

revolve around their learning achievements of workshop. They will try to modify the 

behaviors and attitudes during supervising research of their students. They will focus 

on research papers, use current trends and formulation of hypothesis, as according to 

them, prior to this workshop was not on the focus of their research in own fields. 

Challenges and Recommendations 

The trainees of the workshop discussed some challenges which were faced by them 

during the training sessions. They were in view that some of the aspects of training 

workshop are not related with the college teachers. They were complaining on their 

existing strong traditional infrastructure of the department/institution and workload, 

which is not according to them helpful and conducive to apply what they have learnt 

in the workshop. They were also in opinion of the lack age of time for this module 

especially they were given a very limited time to learn SPSS. 

Ignorance of time management was an important factor observed during this module.  

Majority of the course participants did not bother the importance of regularity and 

punctuality during the workshop in different sessions. Some participants were used to 

come late in the beginning of the session and some are used to disappear after tea 

breaks were a major concern for the facilitator. Some of them were seeing in their non 

serious attitude towards learning and they were passing unnecessary comments during 

the teaching learning process which was creating disturbance for other participants as 

well as for the resource persons. 

Participants were in view that learning SPSS is very essential in the field of research 

but a more content knowledge was given to them in a limited and short time. So they 

were complaining that we are not able to understand the clear concepts of this data 

analysis technique but they were convinced to the importance of SPSS.  
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It was also observed that trainees seek for handout of the next day but not managed. 

So the providence of schedule was a need of the training. 

The findings depicts that participants got an understanding of the impact of new 

approaches to teaching and learning in their institutions. This study reveals that some 

positive and new changes have been imparted to the trainees of the workshop 

regarding research methodologies and skills. Bibliography styles must be introduced 

as the participants were eager to know today’s style of give referencing and 

bibliography used in various international universities. Practices on presenting the 

research papers in conferences were a sole need of the participants especially for the 

university teachers which can be included in next HEC training workshop. 

HEC needs not to cover more content in their training sessions but of some selected 

and practice work should be the part of the training. Although some practical work 

was there i.e. teaching linguistics with correct intonation and punctuation yet their in a 

need for improvement.  

While selecting contents of the training some expert from college side should be 

given opportunities to participate in this process. This will increase the effective 

training for the college teachers as well as for the university teachers. As the 

participants were complaining for short duration for some essential and important 

modules so there is a need for time management according to the length of content. 

As regard of research module there is a need of one month training only for research 

module especially to teach data analysis techniques. 
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ABSTRACT 

Model for spoken is expected to overcome difficulties in teaching and learning 
Indonesian language for foreign speakers. Language anxiety is the anxiety that arises 
when a person learns foreign language. Foreign Language Anxiety (anxiety to learn a 
foreign language), is concern or negative emotional reactions that arise when studying or 
using foreign language. Understanding of Foreign Language Anxiety is a "distinct 
complex of self  Perceptions, beliefs, feelings, and behaviors related to classroom 
language learning arising from the uniqueness of the language learning process ". Foreign 
Language Anxiety consists of three dimensions of communication apprehension, test 
anxiety and fear of negative evaluation. When seen from the chart in learning a foreign 
language, a source of anxiety can be minimized by the strategy of learning a foreign 
language, especially language. Self-regulated learning is an active and constructive 
process undertaken by learners in set goals for their learning and trying to monitor, 
regulate, and control of cognition, motivation, and behavior, then everything is directed 
and driven by purpose and adapted to the context and environment. 

The research method used is an experimental method with a sample of foreign 
speakers of Chinese. Variables that receive interference is the ability to speak in 
Indonesian, while the variables used to interfere with the Self-regulated learning and 
language anxiety as a variable controller. 

Foreign speakers who learned Indonesian language in speaking aspect has barriers 
caused by language internal factors which is linguistic and external factors of language  
which is personal factor of speakers themselves. Barriers from linguistic factors for 
Chinese speakers in speech caused more rather than aspects of language use for talk but 
more due to the Indonesian system, especially the grammar of the Indonesian language, 
as in the pronunciation of letters, especially for the letter "r".  

Exsternal language factors that inhibit the ability to speak Indonesian language of 
the foreign speakers are personal factors is anxiety in using the foreign language. 
Intrapersonal factors that become barriers that cause stuttering speech limited due to the 
mastering subject content. On the basis of that, this speaking  model apply the principle 
of self-regulated learning in the learning process which using a communicative and 
contextual approach. This model intended for foreign speakers who learn Indonesian 
language outside of Indonesia, so to bring the atmosphere mandated in sociolinguistic 
built through media and relevant teaching methods. 
Key  word : BIPA, Foreign Language Anxiety, Self-regulated learning 



INTRODUCTION 

  In the era of globalization, the Indonesian language is not only seen as a cultural 

asset but also as a means of communication and an asset in the economic, political, and 

global relations strategy. The indication is more and more people study Indonesian 

language in Japan, Australia, China, America, and Europe, either in formal or informal 

ways. Indonesian has become the second language in several countries, and Indonesian is 

studied and taught, especially for political reasons, economic reasons, and the 

development of global relationships. Thus, foreigners who learn Indonesian language do 

not only learn the language as the language sciences (linguistics) but also for the sake of 

communicating with Indonesian speakers and learning other fields of science. There are 

many reasons for foreign speakers to learn the Indonesian. But the most popular reason is 

they are attracted in Indonesai cultural factors, especially the arts of dance or music. The 

origins of this interest is due to the promotion of Indonesia in English or other languages. 

Many respondents stated that they  know the culture of Indonesia through English or 

languages spoken in their countries, and they are only able to recognize the culture of 

Indonesia without being able to perform an appreciation to the Indonesian culture. 

Apparently, many foreign nations are interested in the culture of Indonesia as the subject 

of the study in colleges and in the community. Economic factors that encourage 

foreigners to learn Indonesian nation are not because of the economic system of the 

Indonesian nation, but of interest to establish trade cooperation. Indonesia's political 

condition is also the reason that encourages foreign nations to learn the Indonesian 

language. Non-governmental organizations of foreign nations (NGOs) are interested in 

learning Indonesian in order to become the volunteer in Indonesia. In addition, because 



the globalization of communication many foreigners study Indonesian language for the 

purpose of establishing a familial relationship and for diplomatic duties. 

Such interest is a potential for Indonesian to become an international language. 

However, to make Indonesian language an international language, there are many things 

to do, such as the role of government in the promoting and supporting the implementation 

of Teaching Indonesian for Foreign Speakers (BIPA), especially abroad. One thing that 

needs attention is the teaching of Indonesian overseas until recently is done by anyone 

interested in teaching Indonesian language and often without the knowledge provided for 

the teaching of Indonesian, such as curriculum and teaching materials, even some 

teachers are foreigners who do not have any background in  Indonesian language. This 

often creates the problem that it is difficult to learn Indonesian. The impact of the 

difficulty in  studying Indonesian for foreign speakers is a negative campaign that harm 

the nation of Indonesia. Thus, some efforts are needed to formulate a learning model that 

is easily understood by the learners from different linguistic backgrounds and different 

social culture. 

This study attempts to provide support of the development of learning models for 

BIPA so that it is easy for the learners to learn the Indonesian language and they will be 

very happy because they obtain the desired material. This model of teacing speaking is 

expected to overcome the difficulties in teaching and learning Indonesian for foreign 

speakers. The usefulness of this model for teaching is a reference patterns of competence 

development of learning and development-oriented material that is specific to the needs, 

especially the need to talk. This use of language as a means of communication is 

supported by the ideas from the functionalists like Malinoswky, Whorf, Firth and 



Halliday (in Kress, 1976: xiv-xxi) who state that the use of language is context-

dependent, i.e. it can not be detached from the context of the situation. 

Scarcella and Crookall (1990) state that learners will learn the language if 1) they 

know that the language is used in a comprehensive manner, because the learners 

participate in the original (genuine) communication, 2) they are actively involved, and 3) 

they have positive affects (desires, feelings and attitudes). On this basis, language 

teaching, particularly teaching foreign languages, not only emphasizes the aspects of 

language, but also the aspect of users and usage. Aspects of the user deal with a 

psychological aspect attached to the user in learning something new and unfamiliar, 

aspects related to the use. Aspects of the use is about the socio-culture where the 

language is used and this has not been accustomed by the learners.  Since the aspects are 

so complex, the learners need to be prepared with strategies in learning a foreign 

language. 

Some external factors in learning a foreign language can impede language skills 

of the learners studing Indonesian, especially in the aspect of speaking skills. The 

approach used in language learning in general, including the Indonesian language for 

foreign speakers is the communicative approach. According to Celce Murcia et al. 

(1995), the communicative approach consists of five competencies, namely discourse 

compentence, which is supported by socio-cultural competence, linguistic competence, 

actional competence, which in its use needs strategic competence. This is also applicable 

to speaking in foreign language, where the five competencies that must be acquired by 

the learners in learning to speak a foreign language. However, external factors are very 

significant in inhibiting the foreign language learners in speaking. Generally speaking a 



foreign language difficulties that arise due to lack of knowledge of the target language by 

foreign language learners. Eskey (1986) categorizes such knowledge as (1) lower-level 

cognitive skills, required for the identification of forms, ie graphophonic, 

lexical/syntactic/semantic Rhetorical, (2) higher-level cognitive skills, required for the 

interpretation of meaning, ie cultural, pragmatic, subject-specific. Yet sometimes a 

number of learners who already have sufficient competence in the target language still 

encounter the difficulty in speaking because of a lack of understanding the socio-culture 

of the target language user and learner's own personal factors. 

In this case, the use of the right approach and the selection of materials or 

functional materials is crucial in achieving the success of learning a foreign language. In 

addition to achieving the main goal to learn a foreign language, two things are also very 

important to arouse learners' interest and maintain learner involvement in the subject 

being studied. Personal factors that often hamper the ability to speak a foreign language 

learners in the target language is anxiety. Krashen (1985a, 1985b) said that anxiety can 

hinder one's ability to process incoming language and language acquisition process 

decides. Often an interaction between anxiety, level of difficulty of the task, and one's 

abilities, which then affects the input, prossessing, retrieval, and output level. If anxiety 

can reduce the function of cognition but someone who has anxiety will learn less and can 

not demonstrate what they have learned. According to Young (1991) there are six factors 

that contribute to determine the process of learning a foreign language in a classroom. 

These factors can also determine the level of anxiety felt by a person who is learning a 

foreign language. The six factors are the personal and interpersonal anxieties, learner 

belief about language learning, instructor belief about language learning, instructor-



learner interaction, classroom, and language testing procedures. Personal and 

interpersonal anxieties include a sense of competition with others, how to communicate, 

ability to capture, embarrassment, fear in public, the fear of failure, how one assess 

his/her foreign language skills, and social anxiety. This personal and interpersonal 

anxiety determines how people see themselves in learning a foreign language and how it 

relates to other people. 

Language anxiety is anxiety that arises when a person learns a foreign language. 

According to Arnold and Brown (1999), anxiety is a major factor that could hinder the 

learning process. Anxiety itself is a subjective feeling of tension (tension), state of 

apprehension, nervousness and worry associated with autonomic nervous system caused 

by the fear that is not clear which are not directly related to the object (Spielbeger, 1983). 

According to Horwitz et al. (1986), foreign language anxiety is a concern or negative 

emotional reactions that arise when learning or using a foreign language. Foreign 

Language Anxiety is a "distinct complex of self Perceptions, beliefs, feelings, and 

behaviors related to classroom language learning arising from the uniqueness of the 

language learning process". Foreign Language Anxiety consists of three dimensions, such 

as communication apprehension, test anxiety, and fear of negative evaluation. When seen 

from the chart in learning a foreign language, a source of anxiety can be minimized by 

the strategy of learning a foreign language. The chart below shows the source of anxiety 

and foreign language learning strategies. 



 

The Chart of a Foreign Language Learning Model 

Someone in learning a foreign language will find the best way for him to learn a 

foreign language. How to learn is called the language strategies. There are some 

definitons of learning strategies. Wenden and Rubin (1987:19) defines learning strategies 

as steps, plans, routines used by someone who learned to facilitate the process of 

receiving, storage, retrieval and reuse of information. Fearch Claus and Casper (1983:67) 

stress that learning strategy is an attempt to develop linguistic and sociolinguistic skills in 

a certain language. Such strategy is an action that shows how to obtain the information 

that can be viewed as a self-regulated learning. Self-regulated learning is an active and 

constructive process undertaken by the learners in setting goals for their learning and 

trying to monitor, regulate, and control of cognition, motivation, and behavior, which 

then are all directed and driven by purpose and adapted to the environmental context 

(Pintrich in Wolters et al., 2003, p. 5: Schunk, 2005, p. 173). The goal of each strategy is 

to enhance self-regulation for both private functions, academic performance and learning 

environment (Zimmerman, 1989, pp. 329, 337). Zimmerman (1989, p. 330) also explains 

that self-regulated learning is important for all academic levels. Self-regulated learning 
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can be taught, learned and controlled. The  implementation of strategies in every aspect 

of self-regulated learning are as follows: First, strategies to control or regulate cognition 

covers a variety of cognitive and metacognitive activity that requires individual to adapt 

and change his/her cognition. Strategy of repetition (rehearsal), elaboration, and 

organization can be used individually to control cognition and learning. Second, a 

strategy to regulate the motivation  involves activities that have a goal in starting, 

regulating, or adding a willingness to initiate, prepare for the next task, or to complete a 

particular activity based on the objectives. Regulation of motivation is all the thoughts, 

actions or behaviors in which students tried to influence the choice, efforts, and academic 

task persistence. Regulation of motivation includes mastery self-talk, extrinsic self-talk, 

relative ability self-talk, relevance enhancement, situational interest enhancement, and 

environment structuring. Third, the strategy to regulate the behavior is an individual 

attempt to control their own surface behaviors. Bandura in Zimmerman  (1989, p. 330) 

says that behavior is the aspect of person, although not the internal "self" which is 

represented by cognition, motivation, and affection. Even so, individuals can observe, 

monitor, and attempt to control and regulate it, and, in general,  such activtiy is 

considered as self-regulatory for the individual. 

Self-regulation model is in form of a cycle with three stages; namely planning, 

implementation, and evaluation process. These three stages of the process is the same as 

self-regulated learning. Planning stage will affect an individual's performance in process 

of  performance control stage or implementation phase, which in turn will affect the self 

reaction phase. Self-regulation cycle stops when the process of self reflection is able to 



influence the planning process as long as one tries to acquire the next knowledge. Such 

cycle is described as follow: 

 

Figure of  a cycle of self-regulated learning 

 

Teaching Indonesian to speakers of foreign language based on the language 

acquisition theory refers to the theory of foreign language acquisition. This means that 

these speakers learn the Indonesian language outside the language used in everyday life. 

Gass and Selingker (2001) explains in detail that the acquisition of a Second Language is 

different from foreign language acquisition (FLA). SLA is learning a second language 

which is not native language of the speakers learning that language, while the FLN is 

learning a language which is not the native language of the learners and is not used in the 

learners’ community. 

 The purpose of learning to speak the learner is expected to be able to 

communicate their ideas in the target language when they convey the basic interactive 



phrases, such as greetings, thanking, apology, requesting information and services, and so 

on. Based on the interactive skills above, the use of language can be classified into two 

functions, namely the language for interaction language, and language for transaction. 

Interactional language is a function of language as a tool for creating and maintaining 

social relationships so that the interaction runs harmoniously (social orented), while the 

transactional language is the function of language as a tool to convey information 

(information oriented). Thus it can be said that there are two primary purpose of teaching 

spoken language, for the interactional and transactional purposes. The major problem that 

needs to be said here is how foreign language teachers encourage learners to speak 

actively without having any hesitation. 

The model of teaching spekaing based on Self-Regulated Learning dan reducing 

Language Anxiety approaches for teaching Indonesian to Chinese speakers was 

developed to support the success of BIPA teaching, especially for students learningf 

Indonesian as a foreign language in Guangxi Normal University in preparation classes 

before enrolling in the undergraduate program of Indonesian Language Education. 

 

RESEARCH METHODOLOGY 

The bases for the development of theoretical models of teaching speaking through 

communicative approach in teaching teaching Indonesian to foreign speakers are as 

follows: 

a. The model of speaking through communicative approach in the teaching of 

Indonesian to for foreign speakers is the conceptual framework that is used as a guide 

to design and implement speaking activities in teaching Indoensian to foreign 



speakers (TIFL), which consists of five main components: syntac, social system, 

reaction system, support system and the instructional and nurturing impact. 

b. Language is a means of communication and the main target of language learning is to 

prepare students to be able to communicate by using acceptable target language. 

Therefore, language learning is designed to provide learning experiences to students 

using the target language both in written and spoken mode that can be taught in an 

integrated way 

c.  Using the language of communication is a complex mental processes to 

communicate an aim or purpose which is designed in a generic structure of text by 

using the variety of acceptable written and spoken language. To produce a desired 

written and oral text type, steps in learning foreign language are needed , and theses 

sateps are often repeated. Therefore, the teaching of BIPA should provide the 

opportunity for learners to experience the stages of activities of the process of using 

Indonesian to produce the best communications in accordance with the speed of 

learning, with training, guidance of the teachers, and input from others, including 

friends. 

d. To be able to speak Indonesian through the stages of the process of speaking, an 

understanding of the text type (genre) that will be used is needed to improve the skills 

in language because each text type has different characteristics: social function, the 

generic structure, and the prominant grammatical features. 

e. In the process of teaching BIPA, a comprehensive understanding of the characteristics 

of the text can be obtained by students through the process of inductive learning: But 

in certain contexts, for example in the case of explaining the concepts taht are 



difficult to understand, a deductive process can be done. Furthermore, students 

practice writing a narrative text gradually towards a more free writing to implement 

his knowledge of narrative text that has been learned. 

f. To provide the possible learning experiences the learners can identify the 

characteristics of the text: social function, generic structure and grammatical features 

that are used in the narrative text inductively, and gradually the learners can apply 

their knowledge of the text for learning BIPA more freely about the kind of the same 

text through stages. 

g. Activities in language skills in the process of teaching BIPA involve listening, 

speaking and reading skills. Thus, the teaching of BIPA can be a means for learning 

the language integratively through a learning model that would allow integration of 

speaking skills. 

h. The combination of product and process approach in BIPA learning activities can be 

implemented in the components of this learning model. 

This research was conducted based on the method of research and development 

(R and D). In relation to education, research and development is a process used to 

develop and validate educational products. 

Stages of developing the model is done to produce a model of learning that starts 

from the description of the design of theoretical models and the preliminary draft model 

until a final model products. Stages of model development includes a number of activities 

consisting of the preparation of the model draft, respondents' assessment, the try-out of 

the theoretical models in limited and more extensive areas, revisions of the model, and 

produce the final model. The design of the initial model or the draft of the early model 



was submitted to the respondents for a response. Respondents consisted of BIPA 

lecturers, and experts in teaching Indonesian and Mandarin. Furthermore, based on 

feedback from the respondents, the initial draft was revised. The revised model draft will 

be tested on a limited basis in one of the BIPA classes through one shot case study to find 

out deficiencies or weaknesses of the model. Based on this limited testing, researchers 

can find the parts or components of the model that should be corrected so that 

improvements of the model draft at each cycle of limited try-out shows the increase of 

students’ scores in BIPA. Limited try-out and the revison of the model will be stopped 

after an average threshold score is reached (6.0). Furthermore, the model generated 

through limited testing, is again tested more widely in the three types of BIPA classes 

through experimental methods with the design of one group pretest-posttest design, an 

experiment research design conducted by providing the initial test (pretest) to an 

experimental group before researchers gave the treatment to the group and after providing 

treatment, researchers gave final test (posttest).  

 

RESEARCH FINDINGS AND DISCUSSION  

Based on the results of try-out to test the readability and understandability of the 

model, it can be stated that the development model of teaching speaking to Chinese 

speakers from the linguistic aspects should focus on the phonology. In this model, 

phonological material is taught with a method called Totaly Response, i.e. the learners 

use the target language (Indonesian) directly by pronouncing the letters in the Indonesian 

language. The use of Totaly Response method is intended to enable the learners to come 

into the real situation of the Indonesian language. Based on the test results, the learners 



get difficulties in pronouncing the Indonesian due to the difference in the pronunciation 

of vowels and consonants between Mandarin and Indonesian. Indonesian has only 26 

phonemes, whereas the Mandarin has 61 phonemes. Vowel pronunciation in Mandarin is 

similar to Indonesian, but the pronunciation of consonants are very diferent. In 

articulating the consonants, the learners often have difficulty, especially on the word 

consisting of three consonants. Respondents always use anaptiksis or voice service that is 

changing the sound by adding certain vowels between two consonants to facilitate speech 

add a weak vocal sounds. For the introduction of phonology, this model uses the 

collocation method by giving Indonesian counterpart letter sounds with letters that 

produce a sound that letter sounds approaching the Indonesian language. The introduction 

of Indonesian vowels and consonants is done based on a group of reproductive area 

developed in the vocabulary used in the discourse. 

Morfo syntactic elements that become obstacles in determining the pattern of 

predicate in a sentence element are the implemetation of Modified-Modifier rule or 

Modifier-Modified rule. To overcome this obstacle, the model uses concept maps to 

explain the formation of phrases that use the Modified-Modifier rule or Modifier-

Modified rule. 

The communicative competence is defined as discourse competence as a core 

competency and to achieve the discourse competence, the researcher used literacy 

approach. In order to achieve objectives, competencies in the model are developed in the 

form of tasks and an exercise in learning Indonesian varied, were criss-cross, and were 

enriched by both material and activities. This is done with the assumption that language 

activity is infinite in nature. Reading articles, books, advertisements, brochures; listen to 



speeches, reports, commentary, news and writing letters, reports, literature, telegrams, fill 

in the blank; talk in the forums, interviews, and so on are examples of how widespread 

the use of Indonesian. In the Indonesian language teaching, practice speaking through 

language tasks (task) became the basis for the development of language competence. The 

tasks were divided into seven types, namely (1) questions and answers, (2) dialogues and 

role-play, (3) matching activities, (4) communication strategies, (5) pictures and telling 

image, (6) puzzels and problems, and (7) discussion and decision making. 

 

Social system that was developed in this model is the social system related to the 

situation or atmosphere and norms prevailing at BIPA learning environment. In relation 

to the teaching of BIPA, the social system represents an atmosphere that is applied to the 

process of teaching/learning BIPA. The social system developed in this model refers to 

the model of nativisation developed by Anderson from the acculturation models made by 

Schumann. This model is more focused on cognitive aspects of second language 

acquisition process. The social system is effectively used in this model because it 

emphasizes the importance of assimilation in the use of second language, that is trying to 

find the similarity of the inputs obtained in a second language with its own language 

system (including the knowlegde about the world, the knowledge of the first language) 

and then match them with what is called by Anderson as the 'internal norm'. This 

happened in the early second language acquisition as well as a first language and in the 

pudginization phase. 

In teaching activities, there is a reaction principle. The reaction principle is a 

pattern of activity that illustrates how teachers should view and treat learners including 



how teachers respond to them. For example, if the learner is viewed as individuals who 

must be guided, trained or individuals who constantly should be given the input and 

evaluated in process or in any accomplishment of his/her learning tasks. This principle 

helps learners reduce the psychological aspects such as anxiety in achieving competence 

to speak. 

The support system is not only beneficial to students but also for teachers. For 

teachers, the support system in terms of media, can make easier to deliver course material 

to learners, while for the learner, the media would make his/her easier to understand the 

content of the lesson, more interesting and fun. In relation to the teaching/learning of 

BIPA, this support system can be either dictionary of Indonesian language, examples of 

written text that can be studied by students as reading material, pictures, and tables. This 

principle not only help understanding the material but also are able to reduce the anxiety 

level of learning to speak. 

The instructional effect is the learning outcomes achieved directly as a direct 

result of the use. Conversely, the nurturing effect is another learning achievement 

produced by a process of using the language as a result of the creation of atmoshpere for 

the use of language directly experienced by students without direct guidance from the 

teacher. The instructional impact of teaching/learning BIPA reduces anxiety of learning 

to speak, in the form of increasing cooperation among the learners in completing 

speaking tasks, learning courage in speaking, improving students' knowledge about 

vocabulary, grammar and reading comprehension as a direct result of teaching/learning 

BIPA itself. 

 



CONCLUSION 

Based the study, it can be concluded that foreign speakers who learned to speak 

the Indonesian language get problems that are caused by internal factor such as 

linguistics and external factor such as personal. The linguistic problems for Chinese 

speakers are more often caused not by the aspect of the use of language to speak but more 

due to the Indonesian system, especially grammars of the Indonesian language, as in the 

pronunciation of letters, especially for the letter "r". In addition, the barriers are also 

caused by the arrangement of sentences by using the Modified-Modifier and Modifier-

Modified law. 

The external factor that inhibits the ability of speaking Indonesian is personal 

factor such as the anxiety in using a foreign language. Intrapesonal factors cause speech 

stuttering speech due to the limited content about the topic. Based on this, the model 

implements the self-regulated learning principles in the learning process that uses  

communicative and contextual approaches. This model is intended for foreign speakers 

who are studying Indonesian abroad so that it can bring the atmosphere mandated in 

sociolinguistic which is constructed through the media and relevant learning methods. 

Suggestion 

Research and Development of the model of speaking in teaching Indonesian to 

Chinese speakers need to be disseminated to Chinese speakers in other regions  because 

of the aspect of cultural backgrounds and diverse Chinese languages. The model should 

extend the scope of speaking aspect so that it can be monitored, the factors that hinder the 

ability to speak the Indonesian language can be reduced. 



The results of the limited try-out to test the readability and understandability of 

the model should be improved by involving more participants from the users, Chinese 

and Indonesian linguists. The materials used in the model need to be tailored to the needs 

in learning the Indonesian language. 
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The Effects of an education program using video drama on Problem solving ability in 

novice nurses 

Backgrounds: The nature of novice nurses' problem solving ability has been well 

documented as linear, based on limited knowledge and experience in the profession, and 

frequently focused on single tasks or problems. When confronted with complex or unfamiliar 

clinical situations, novice nurses frequently respond by drawing on theoretical knowledge and 

psychomotor skills, rather than enacting problem solving that addresses the complex and 

multidimensional nature of the situation. The purpose of this study was to examine the effects 

of an education program using video drama on problem solving ability in novice nurses.  

Methods: This research was conducted between October June 2009 and April 2010 as a 

nonequivalent control group non-synchronized post-test design. The study population was 

composed of 210 newly graduated novice nurses who had not yet reached their one-year 

anniversary of employment. Participants were allocated into two groups: a control group 

(n=101) attending a traditional live lecture and an intervention group (n=109) receiving an 

education program using video drama. With questionnaires we measured objective problem 

solving ability and subjective problem solving ability before the intervention, and 10 weeks 

after the intervention.  

Results: Results of the research indicate that significant group differences were observed in 

problem solving ability. The post-test scores of problem solving ability in the drama group 

were statistically higher than the control group. Subjective problem solving ability was also 

significantly higher in the drama group than in the control group.   

Conclusion: These results have been proven that an educational program using video drama  

was effective in enhancing novice nurses' understanding of the complexity of everyday 



problem and guide their problem solving ability in clinical contexts. 
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8. Abstract	and/or	full	paper	
     Over the past three decades, researchers have sought to determine the effects of non maternal daycare 
on the infant development, especially on the security of mother child attachment. Current knowledge 
concerning their effects on the attachment relationships of children under three years old indicates that 
nothing is all white or all black. Reviewing scientific data of the past ten years, the purpose of this 
presentation is to shed light on the effects of daycare attendance on children's attachment relationships. 
Up‐to‐date, researchers have found that maternal sensitivity was a major determinant in the establishment 
of her child's security. In the first three years of life, infants were more likely to develop insecure mother‐
child attachment when their mothers show low levels of maternal sensibility, and when they simultaneously 
experience low quality of non maternal child care.  
     Regarding quality of care, more positive outcomes occurred when children were in smaller groups, child‐
adult ratios were lower, physical environments were safer for the children as for the carers, and when the 
carers showed higher caregiving sensitivity, were trained and had experience. Quantity of care, type of care, 
and stability of care were also significant predictors of children's attachment security.  
     Alongside these results, some other actions can be helpful in keeping or fostering children’s security such 
as, having a stable primary caregiver and a constant part‐time assistant who respect separations and 
transitions, establish predictable schedules and rituals, support gradual entry to daycare and last, but not 
least, can secure good communication and relationships with the parents.  
     In conclusion, considering that an important proportion of child care services quality is unsatisfactory, an 
effort should be made to take account of the above results and to implement new practices to upgrade the 
quality of our daycares. 	
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A workshop that will provide an atmosphere of fun and excitement as you 
identify simple phrases found in our children’s waiata/songs that can be used 
daily, regularly and confidently. Learning simple children’s waiata/songs we 
will take phrases and implement them into our own conversations with the 
tamariki/children and with our colleagues. Compose your own simple 
waiata/song also using simple phrases that will increase your own confidence 
in using te reo Māori regularly and spontaneously.  Practice a new song in 
another language to support further language acquisition and support its 
process in building your confidence to use a new language in a new 
waiata/song.  Create your own actions to support our waiata and further 
enhance the acquisition of a second language through Waiata/song.   Let your 
imaginations go and begin to compose your own waiata for our 
tamariki/children!!! 
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Abstract 

 
One Hundred Forty-Eight sixth-graders were asked to respond to the Reduced Aggression and 
Victimization Scales (RAVS) developed by Orpinas and Horne (2006). RAVS measures the 
frequency of reporting aggressive behaviors or of being victimized during the previous week 
prior to the survey. The scales are composed of six items each. Each point represents one 
instance of aggression or victimization. To be able to determine the correlations between the 
scores of the sixth-graders in the two scales, both in individual items and total scores, the 
Pearson Product-Moment Correlation Coefficient (PMCC) was used. Positive correlations were 
established and correlations were significant at the 0.01 levels. 
 
Objectives of the Study 
 
 The study was guided by these objectives: 
              

1. to determine the correlation between the scores of the participants in each of the 
corresponding items in the peer aggression and peer victimization scales; and 

 
2. to determine the correlation between the total scores of the participants in the peer 

aggression and peer victimization scales. 
 
Method 
 
Participants 
 

There were 148 sixth-grader participants in this study. These sixth-graders came from 29 
elementary schools, both private and government-owned primarily located in Magalang and 
Angeles City, Pampanga, Philippines. Thirty-seven participants came from private schools while 
111 came from government-owned schools. There were 72 boys and 76 girls. Their mean age 
was 11.83 with a standard deviation of 0.59. Said participants were seeking admission in the 
laboratory high school of a state college and were all Filipinos. 
 



Measures 
 

The Reduced Aggression and Victimization Scales (RAVS) were used in this study. The 
RAVS “were designed to measure the self-reported frequency of being victimized or being the 
perpetrator of aggressive behaviors during the week prior to the survey” (Orpinas, 2009. p. 11). 
“The scales were developed by Pamela Orpinas as an elementary school version of the 
Aggression Scale” (Orpinas & Frankowski as cited in Orpinas, 2009, p. 11). The scales were 
published by Orpinas and Horne in 2006. 
 

Specifically, “each scale is composed of six items. The first four items of each scale 
measure overt aggression/victimization behaviors (teasing, name-calling, threats, and pushing or 
hitting). The last two items of each scale measure relational aggression/victimization” (Orpinas, 
2009, p. 11). Responses in the scales “can range from 0 times to 6 or more times per week. Scale 
scores are additive; thus, each scale can range from 0 to 36 points. Each point represents one 
instance of victimization or aggression” (Orpinas, 2009, p. 11). 
 

The use of self-report measures like that of RAVS have some merits especially in 
investigating the correlation between peer aggression and peer victimization among sixth-
graders. For one, “the child’s view is arguably the most important given that victims are likely 
most aware of, and impacted by their victimization experiences” (Card & Hodges, 2008, p. 452). 
This argument also hold true among the aggressors. “Self-reports also have practical advantages 
of requiring less time to administer and allowing confidentiality in the assessment and treatment 
of victims” (Card & Hodges, 2008, p. 452) and aggressors alike. 
 
Procedure 
 
 The RAVS were administered on February 15 to 18, 2011 by examination proctors in the 
guidance and testing center of a state college to 148 sixth-graders seeking admission in the 
laboratory high school of said state college. This was done because of the perceived need to have 
an insight on the experiences regarding peer aggression and peer victimization of would-be 
students. 
 
Statistical Analysis 
   

To determine whether a correlation exist between peer aggression and peer victimization, 
the Pearson Product Moment Correlation Coefficient (PMCC) was used both in the scores of the 
148 sixth-graders in each of the corresponding items in the peer aggression and the peer 
victimization scales and in their total scores in the peer aggression and the peer victimization 
scales of the RAVS. PMCC which is typically denoted by “r,” is a measure of 
the correlation (linear dependence) between two variables (Rodgers & Nicewander, 1988). 
 
Results 
 

All items in the aggression scale significantly correlated with their corresponding items in 
the victimization scale and all correlations were positive. A significant positive correlation meant 
that there was a strong correlation between the two variables. This meant that as the scores of the 



sixth-graders increases in an item in the aggression scale, their scores in its corresponding item 
the victimization scale also increases and vice-versa. 

 
On the other hand, the total scores in the aggression scale and total scores in the 

victimization scale significantly correlated and the correlation was high (r-value= 0.59). It must 
be further noted that the correlation was positive. A significant positive correlation meant that 
there was a strong correlation between the two variables. This meant that as the total scores of 
the sixth-graders increases in the aggression scale, their total scores in the victimization scale 
also increases and vice-versa. 
 
Limitations and Future Directions 
 

This study was only limited to 148 sixth-graders as participants coming from 29 
elementary schools, both private and government-owned with the used of the RAVS developed 
by Orpinas and Horne (2006) as main measures. The measures only surveyed the incidence of 
peer aggression and peer victimization prior to the week of the survey with teasing, 
pushing/shoving/ hitting, name-calling, threatening, exclusion and, spreading rumors as forms of 
aggression and victimization. And since the study was limited to those who sought admission to 
the laboratory high school of a state college in Pampanga (Philippines), the results of the study 
cannot be generalized to other elementary schools either in the Philippines or abroad. 
 
  However, despite of the many limitations of this study, the results of this study proved 
the possible relationship between peer aggression and peer victimization which most of the time 
is regarded as two distinct concerns in the school setting. In line with this, it is suggested that the 
study be replicated in other locations, provinces and regions in the Philippines or abroad, using 
the same measures (RAVS) used in the study with greater number of participants and with 
greater number of schools to see if such results were true. Results from other studies to be 
conducted can be used to compare and contrast with the results of this study. The use of other 
measures though on peer aggression and peer victimization are also encouraged to have a more 
thorough and extensive understanding of peer aggression and peer victimization.  
 
Conclusion 
 

The results of this study only proved that there was indeed a relationship between peer 
aggression and peer victimization. In this regard, peer aggression and peer victimization must be 
understood in their totality. Focus could not be given only to aggressors or only to victims. 
Instead, what must also be given due concern was whether aggressors were being victimized by 
others too. While focusing on aggressive behaviors could sound logical, exploring what lead to 
such behaviors could be equally important.  
 

As Graham, Bellmore and Mize (2006) suggests that “although aggressors and victims 
may fall at different points along a social maladjustment continuum, those placements are more 
dynamic than static and they are not necessarily mutually exclusive” (p. 364). And since the 
“issue concerning peer aggression is not going to disappear” (D’Esposito, 2006, p. 85), actions 
must be done because if there is peer aggression, then there will always be peer victimization or 



there can be both. Schooling-related concerns need to be analyzed in their totality and the results 
from this study proved that point. 
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Abstract 
The objective of this presentation is to demonstrate the relevance of mathematics in helping to reduce 
the adverse impact of tsunamis. A tsunami is a series of large waves that can be destructive when they 
reach shallow areas such as a beach or a harbour. In the span of ten years in this 21st century, 
humanities have witnessed numerous large and destructive earthquakes and tsunamis. A mega 
tsunami struck the Indian Ocean on 26 December 2004, inflicting tremendous damage to coastal 
communities along the Indian and Andaman Sea, causing the deaths of a quarter million people 
worldwide. Several large earthquakes and tsunamis had occurred every year since then. The most 
recent earthquake and tsunami that occurred on 11 March 2011 in Japan has resulted in untold human 
suffering and physical destruction, including severe radiation leaks and contamination of nuclear 
power plants in Fukushima. These series of mega tsunamis serve as potent reminders to society to 
remain vigilant and resilient and to develop capacity to respond effectively for disaster reduction. This 
capacity development towards disaster reduction would require much resource, such as the 
availability of models to predict the generation and propagation of tsunami waves across the ocean 
and the set-up of early warning systems in order to allow adequate time for orderly evacuation. For 
this purpose, we have developed a tsunami simulation model TUNA with a user-friendly interface to 
facilitate the experience and experiment on tsunami simulation. Despite the inherent intellectual 
challenge to perform tsunami simulation, TUNA allows students at various levels of mathematical 
sophistication to experiment with tsunami simulations as part of their mathematics and science 
education. TUNA serves a primary purpose of imparting relevance to contemporary mathematics and 
science education.  
 
Keywords: Tsunami simulation, TUNA, disaster reduction, relevance of education. 
 
 
1.  Introduction 
 
Contemporary mathematics education at various levels faces a critical challenge concerning its 
relevance to the need of society. Ideally, education should prepare students adequately to face the job 
market and the demand of life in general. The beauty of pure and pristine mathematics as a source of 
inspiration is beyond criticism. Beauty in itself is desirable. However, in the context of population 
explosion within a world facing declining resources, pure and pristine beauty must not be the only 
goal of mathematics education, to the exclusion of relevance. In this short presentation we intend to 
demonstrate how mathematics is relevant and how it may be used to impart a sense of purpose for 
students in mathematics. We choose an area of application that is immediately relevant. With the 
recognition that we need to reduce the risk posed by tsunamis for coastal communities fringing the 
Asian Pacific Ring of fire, we develop a suite of simulation tools known as TUNA to permit 
prediction of potential tsunami propagation and inundation for the development of tsunami inundation 
risk maps. 

 
 

2. TUNA 
 
Right after the 26 December 2004 Andaman tsunami, we developed an in-house tsunami simulation 
model codenamed TUNA for assessing the risks of tsunami along the affected Malaysian coasts. 
TUNA is capable of simulating tsunami waves from its generation at the source to propagation across 
the deep ocean up to the runup onto the beaches. TUNA has been successfully used to simulate the 
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2004 tsunami in Andaman Sea (Koh et al., 2009) and the potential mega tsunami in South China Sea 
generated by earthquakes along the Manila Trench (Teh and Koh, 2011; Teh et al., 2011). Since then, 
TUNA has been continuously enhanced to increase its robustness and to widen its applicability (Teh 
et al., 2009; Koh and Teh, 2011). TUNA is developed based upon the depth averaged two-
dimensional shallow water equations (SWE) that are written in flux form as Equations (1) to (3) 
(Ippen, 1966; IOC, 1997; Hérbert et al., 2005).  
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Here, discharge fluxes (M, N) in the x- and y- directions are related to velocities u and v by the 
expressions M = u(h + η) = uD and N = v(h + η) = vD, where h is the sea depth, η is the water 
elevation above mean sea level and D is the total water depth given by h+η. Explicit finite difference 
method is employed in solving the SWE in the tsunami model (Koh, 2004). 
 
A windows-based version of the tsunami simulation model has been developed to facilitate teaching 
and learning of tsunami modelling among students in universities. Figure 1 (left) shows the interface 
window of TUNA that appears when the model is executed. The input parameters needed for tsunami 
simulations and the default parameter values are listed on the input window of TUNA as shown in 
Figure 1 (right). Other simulation options in TUNA include the use of external bathymetry file and 
Gaussian or Okada source. Various simulations can be performed by changing the values of the 
parameters listed on this input window. The model is also suitable for the non-mathematician decision 
makers who are interested and involved in assessing the impact of tsunamis along the Malaysian 
coasts. The authors have used this TUNA to conduct workshops on tsunami modeling for decision 
makers in Malaysia. Within half a day of training, the workshop participants have demonstrated their 
capability of using TUNA correctly and independently for simple case studies. By the end of the one-
day workshop, the workshop participants are able to make scientifically-sound and correct analyses of 
the simulation results.  

 

  
Figure 1: The introductory (left panel) and input data control windows (right panel) 

 
 
3. Four selected simulation scenarios 
 
We choose four simulation scenarios, referred to as Scenarios 1 to 4 respectively, to demonstrate how 
TUNA may be beneficially used. The initial tsunami cross section profile along the line y = 5 km (top) 
and surface contour for each of these four selected scenarios are shown in Figure 2. Different tsunami 
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sources, boundary conditions and bathymetry can be adopted in the four scenarios to illustrate the 
choice of input parameters in tsunami simulation and the resulting characteristics of tsunami 
generation and propagation. TUNA model could simulate two source components such as Gaussian 
hump 

22 -( / )-( / )  yx
yxa e e     (Yoon, 2002) and Okada model (Okada, 1985). The simulation results 

are displayed graphically as surface contours and time series plots to facilitate model interpretation 
and analysis. A computational domain with dimensions of 10 km by 10 km is employed in the four 
simulation scenarios. Constant depth of 100 m is used for all simulation scenarios except for Scenario 
4. To ensure numerical stability, a time step Δt is set at 1.0 s for the Scenarios 1-3 as defined by 
Courant criterion which states that 2t x gh   . An initial source displacement of 10 m is considered 

in all scenarios. A total of four observation points (A, B, C and D) are placed in the computational 
domain to record the tsunami wave heights and arrival times for comparison and discussion. 
 

 

 
Figure 2: Initial tsunami surface contour (bottom) and cross section profile along y = 5 km (top)  

for all four scenarios. 
 
Scenario 1 is selected to illustrate the propagation of waves in a computational domain with open 
boundary condition imposed at all four boundaries. In Scenario 2, solid boundary condition is 
imposed at the west boundary of the computational domain while the other boundaries remain opened 
to show the impact of solid boundary condition. To allow comparison of the simulation results from 
Scenarios 1 and 2, the same tsunami source modeled by an elliptical Gaussian hump with width of 
2000 m and length of 4000 m is used in both Scenarios 1 and 2. The shape, size and orientation of this 
tsunami source can be altered conveniently by changing the length, width and strike angle in the 
TUNA input window. For example, a circular Gaussian hump can be generated if the length of the 
source is changed to 2000 m, equivalent to the width of the source, as in the case of Scenario 4. For 
simulating tsunamis generated by submarine earthquakes, the Okada model is typically used to 
generate the initial tsunami source based upon the fault rupture parameters. Scenario 3 uses the Okada 
module in TUNA to generate the initial tsunami source. The dip, rake and strike angles used are 15°, 
90° and 0° respectively, while the focal depth is assumed as 500 m. Open boundaries are imposed on 
all four sides of the domain. Finally, varying water depths are used for the simulation in Scenario 4. 
The water depths in Scenario 4 are assumed to increase linearly from 50 m at the west boundary of the 
computational domain to 100m at the east boundary of the computational domain (Figure 3). Here, the 
time step of Δt = 0.3 s is used for numerical stability. The source used in this scenario is a circular 
Gaussian hump of equivalent width and length of 2000 m. Scenario 4 is selected to demonstrate the 
effect of bathymetry on tsunami wave propagation speed and arrival times.  
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Figure 3: Bathymetry for Scenario 4 

 

 
(a) Scenario 1 

 
(b) Scenario 2 

 
(c) Scenario 3 

 
(d) Scenario 4 

Figure 4: Snapshots of the wave propagations for the four scenarios  
 
 
4. Results and Discussions 
 
Figure 4 shows the snapshots of the simulated tsunami wave propagation for each of the four 
scenarios. The time series at the four observation points (A, B, C and D) for each scenario are 
illustrated in Figure 5. The frames at the top row of Figures 4a and 4b are identical since the same 
tsunami source and bathymetry are used in both Scenarios 1 and 2. The elliptical tsunami source 
initiates two main waves propagating perpendicular to the main axis, with one propagating towards 
the west boundary and another towards the east boundary. The waves travel at celerity of 

9.81 100 31.32 m/sgh    , reaching the boundary at about 160 s after travelling 5000 m. The 

propagation of the waves remains the same in both Scenarios 1 and 2 until they reach the boundaries. 
Recall that a closed boundary is imposed at the west end of the computational domain in Scenario 2. 
The open boundary condition used at all four boundaries of the computational domain in Scenario 1 
allow waves to propagate freely out of the computational domain (Figure 4a, bottom row). In Scenario 
2, the waves are reflected by the presence of a closed boundary at the western end of the 
computational domain (Figure 4b, bottom row). The reflected waves then proceed to propagate across 
the computational domain to exit at the open east boundary. In Scenario 3, the initial tsunami source 
generated by the Okada module forms an elevation on the left and a depression on the right, resulting 
in a propagating leading elevation wave when observed at Point D and in a propagating leading 
depression wave when observed at Point B (Figure 4c). The simulation results for Scenario 4 (Figure 

4d) illustrate the effect of water depth on arrival times, governed by the wave celerity c gh . In 
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deeper waters at the east end of the computational domain, the waves travel faster, reaching the east 
boundary after about 60 s. In the shallower region at the west end of the computational domain, the 
waves travel at slower speed, reaching the west boundary after 90 s.  

 

(a) Scenario 1 

(b) Scenario 2 

(c) Scenario 3 

(d) Scenario 4 
Figure 5: Time series plots at points A, B, C and D for all scenarios (top to bottom) 

 
Having learned the basics of tsunami simulations, a modeler may proceed to simulate tsunamis that 
occurred in the past or potential tsunamis that might happen in the future. Recently tsunami scientists 
have identified a source of submarine landslide that may generate huge tsunami in the sea off the 
coast of Sabah, Malaysia. Figure 6 shows snapshots of submarine landslide generated tsunami at 
intervals of 600 s, after their generation simulated by TUNA. 
 
 
5. Conclusion 

 
The windows-based TUNA model is developed to simplify the input procedure to facilitate teaching 
and learning process. The simplicity and clarity would allow students to quickly simulate various 
scenarios to improve their understanding on the fundamentals of tsunami propagation characteristics 
and various contributing factors that critically affect tsunami behaviour. Four scenarios are selected 
for simulations in this paper to illustrate some fundamental characteristics of tsunami wave 
propagation. The simulation results presented graphically as contours and time series enable students 
to relate, interpret and analyse the effects of the choice of input parameters on the resulting simulation 
results. User-friendly models should be used in teaching and learning for more productive and 
interesting classroom experience.  
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Figure 6: Snapshots of submarine landslide generated tsunami at intervals of 600 s. 
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Abstract 
 
Where do I find the photocopier? 
The experience of being a visiting lecturer in a UK university  
 
 

Throughout British higher education there is a great reliance on external teaching  staff 
working on an ‘hourly-paid’ contract for a limited period of time, however there is much 
anecdotal evidence that their integration into the institution does not reflect the importance of 
their role as a main interface between students and the institution.  Known as `hourly paid 
tutors’, `adjuncts’ `special lecturers’ or ‘visiting lecturers’ (VLs), they come in many 
different shapes and sizes, but in our institutions there was no data available about who these 
staff were.  This paper will present findings from a study which aimed to establish the profile 
of a typical visiting lecturer at the University of Westminster, including their experiences, 
their needs and their ambitions.  Findings were gathered by way of a series of focus groups 
run with visiting lecturers from across the institution, and revealed an extensive range of 
ages, qualifications, experiences, roles held and responsibility.  Although they represent the 
university and help to meet the students’ expectations of their time and experience at 
university, VLs are often unfamiliar with their institution, its ethos, its practices and 
regulations, or indeed even where the photocopiers are. There is a great need to better support 
VLs in terms of building a positive relationship between them and the institution as well as 
helping them in their task of delivering great learning opportunities for students, and this 
paper will discuss ways this can be improved. 
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- An Educational Event for Children to Learn about Normalization - 
 

Introduction 

 

People with mental disorders used to be largely institutionalized but they are now more likely to 

lead everyday life in the community with the help of community care and support services.  

However their mental or psychiatric disorders are not always immediately apparent, or “invisible”, 

to other citizens.  This event was designed to provide an opportunity for schoolchildren aged ten 

upwards to engage with the mentally disordered and learn about normalization in a fun 

environment. 

 

The event was held as part of the “Tokimeki-Hirameki Science (science is inspiring and 

exciting)” initiative of the Japan Society for the Promotion of Science (JSPS).  This initiative 

invites the researchers who have conducted a study with the “Grants-in-aid for Scientific 

Research” funded by the JSPS, to disseminate their achievements across children and 

adolescents through hands on experience.  The author’s research project “History of community 

care and support provided to the mentally disabled” was sponsored by the JSPS grants in 1998-

1999, and the event program was based on the findings of this research. 

 

Ideas input into the event 

 

The program was carefully constructed to ensure understanding of the children on the subject 

and to make the event enjoyable to everyone.   

 

The day started with a lecture on the history of care provided to people with mental disorders 

dating back to the days when most of them were institutionalized, as well as disability issues 

such as a wide range of disorders and care and support needs  

 

In order to demonstrate visually how society was shifting from institutionalization to 

normalization, mentally disabled people who were trained at “Kita no Taichi (Northern Earth)”, a 

social welfare organization providing job training for people with disorders, were invited to attend 

the event. 

 

Ideas and thoughts emerged from interaction were expressed in paint rather than words given 

the disability and age ranges of participants.   

 



The children and mentally disabled were divided into seven small groups to ensure contribution 

by everyone.  University students, as elder brother/sister figures for the children, played the role 

of a facilitator in each group.   

 

Program 

 

The event was held on 2 October 2010.  33 schoolchildren aged between 9 and 18 participated. 

In addition, seven mentally disabled people, as well as staff from Kita no Taichi, other support 

staff including facilitators and the organizers attended the event.   

 

1.  Welcome and Lecture “In order to achieve normalization” 

2.  Ice breaking session (games) 

3.  Painting session in small groups 

A fun opportunity to draw a painting titled “normalization in our community of future” through 

sharing the experience of the disabled people and the children’s experience of interacting 

with the disabled, followed by presentation of each group’s work to the audience. 

 

Publicity 

 

Flyers and posters advertising the event were distributed to primary and secondary schools in 

Kitami City in Hokkaido where the event would take place.  An advertisement was placed in 

community papers.  A report of the event appeared in a local paper. 

 

Safety and Ethical Consideration 

 

Only those disabled people who had consented to participate in the event and had been 

considered fit to participate by the members of staff of Kita no Taichi were invited to the event.  

Their physical and mental conditions were carefully monitored during the event but no problem 

occurred. 

 

Feedback 

 

All of the children had the benefits of attending the event.  They enjoyed the opportunity of 

having a direct contact with the mentally disabled living in the community and leaning their life.  

Most of them felt painting was a good way of expressing their thoughts.   

 



The mentally disabled found the event was rewarding and increased their sense of responsibility.  

An added value to the researchers was the improved awareness among the participants and the 

media about the importance of studies on care and support to the disabled. 

 

The event proved so popular that it will be repeated this year.  Some improvements will be 

made to make the event even more successful - children will be asked to come to the event with 

their own ideas to make the community a better place to live for everyone including the disabled, 

and the group discussion will be stimulated where appropriate by giving prompts and 

suggestions.  
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Objectives 

In Japan, citizenship education has attracted widespread attention for the last ten 

years. In citizenship education, elementary school pupils are encouraged to think about 

how their behaviors can affect the lives of the people around them. There are many 

situations where children have to think about the influence of their behaviors to other 

people. Children in Asahikawa city cannot help facing those situations especially in 

winter, when they often remove snow from the areas that they live in. They need to 

think carefully about where they should throw away the snow in order not to cause 

trouble with their neighbors. 

Asahikawa municipal government has been conducting various enlightening 

activities to let the citizens know how the city office deals with snow removal. In order 

to realize smooth and orderly snow removal, the citizens’ cooperation is necessary. 

However, the effort of city seems to be unsuccessful: more than four thousands 

complaints are brought through a year about delays of snow removal.  



Therefore, it is essential to let the citizens know how to cooperate with the city office 

in snow removal. It can be more effective if they are interested in this snow problem 

from an earlier stage of their life. This study presents a new citizenship education 

program for elementary school children in order to understand the snow removal 

problem in Asahikawa. This study has the following three objectives: to let the children 

work in cooperation with the city office and their neighbors, to let them think about 

what to do by themselves as citizens, and to develop their sympathy for cooperation 

with other people. 

 

Methods 

  The program consists of two sections. it was conducted in January of 2011 at 

elementary school attached to Asahikawa Campus Hokkaido University of Education in 

Japan. A total of 76 fifth graders (38 boys, 38 girls) took part in the program.  

The program was evaluated by analyzing questionnaires before and after the program 

and worksheets doing Session 2. Data was collected from 73 students (37 boys, 36 girls) 

who attended all sessions out of 76 students. The questionnaires focused on evaluating 

the student's perceptions and awareness about citizenship and the snow removal 

problem. The worksheet asked the participants what they could do as citizens now and 

in the future in order to solve the snow removal problem. The students also wrote about 

their impressions on the program in their worksheets.  

 

 

Results and Conclusion 

It was found that after completing the program, the participants gained some 

knowledge of snow removal, looked back on how they faced the snow removal problem, 

and displayed gratitude to the snow removal workers. In addition, they thought about 

what to do by themselves as citizens, in order to solve the snow removal problem. Most 

of the pupils become aware of importance of removing the snow for neighbors and 

senior citizens as well as for their family, observing the snow removal rules, and 

making the snow removal problem known to the public. 

Thus, the participants understood the problem of the snow removal, more deeply, and 

the importance of cooperating with the city government and the neighbors in removing 

the snow in order to live a comfortable winter life. Instead of leaving everything to the 

city office, the program succeeded in fostering their citizenship of the participants. 
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Abstract 
 

This purpose of this study was to explore the adaptation process and strategies utilized by a 

woman (client) who had lost her husband in her middle age. Data was collected from nine 

counseling sessions which had each lasted for 1.5 to 2 hours. Three themes were emerged: grief 

transformation process, the mediators of mourning, and adaptation strategies. Termination of 

counseling was based on client’s narratives including lesser physical complains and sad feelings, 

starting to rebuild social networks, reconstructing the meaning of her husband’s death, and 

changes in her attitudes toward the criminal who killed her husband in the car accident.  

 

Influential factors to decelerate the transformation for recovery included: (1) the lagging 

legal and negotiation process, (2) the unfriendly attitudes of the criminal and/or her families, (3) 

the personality traits of the client, (4) other family member’s request not to disclose the death 

news to elderly mother-in-law, (5) unfinished business resulting from her husband’s sudden and 

unexpected death, (6) loss of financial and social support in the family, 7) intense attachment to  

her husband, (8) the face of her dead husband, (9) no crying and missing the dead in Buddhism, 

(10) certain festivals or ceremonies involving ancestor worship which induce the client’s grief, 

and (11) certain cultural demands for the widows.  

 

Influential factors to accelerate client’s transformation for recovery included: (1) multiple 

social support from families, friends and counselors, (2) trust in criminal justice, (3) friendly 

responses from the criminal and/or her families, and (4) her son’s job performance can be 

recognized once he was hired which can comfort the soul of her husband. Furthermore, the 

bereaved had employed a variety of strategies to cope with her loss, such as performing 

religious rituals for the deceased, practicing scraping to catharsis, displacing attention by 

attending outdoor activities, letting go of her sorrow and stopping thinking of her husband so he 

could leave careless, showing empathy and forgiveness for the criminal and the accident, and 

accepting less victim compensation. The client tried to maintain the continuing bonds with her 

husband by casing the divining blocks, burning incense sticks, talking to him, dreaming about 

him, watching his pictures, and carrying his cell phones. Finally, the client strived for financial 

independence and new life by finding a job as well as searching for a new life focus. 

The research findings exemplified how one middle-aged woman’s grieving as well as 

recovering process from her spousal loss were greatly influenced by Chinese cultural values. 

Implications for the practice of grief counseling, counselor education, and suggestions for future 

researches are discussed. 

 

Keywords: widow, recovering process, influential factors for grieving, coping strategies for loss 
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Meet, Talk and Play with People with “Invisible” Disabilities 

- An Educational Event for Children to Learn about Normalization - 
 

Introduction 

 

People with mental disorders used to be largely institutionalized but they are now more likely to 

lead everyday life in the community with the help of community care and support services.  

However their mental or psychiatric disorders are not always immediately apparent, or “invisible”, 

to other citizens.  This event was designed to provide an opportunity for schoolchildren aged ten 

upwards to engage with the mentally disordered and learn about normalization in a fun 

environment. 

 

The event was held as part of the “Tokimeki-Hirameki Science (science is inspiring and 

exciting)” initiative of the Japan Society for the Promotion of Science (JSPS).  This initiative 

invites the researchers who have conducted a study with the “Grants-in-aid for Scientific 

Research” funded by the JSPS, to disseminate their achievements across children and 

adolescents through hands on experience.  The author’s research project “History of community 

care and support provided to the mentally disabled” was sponsored by the JSPS grants in 1998-

1999, and the event program was based on the findings of this research. 

 

Ideas input into the event 

 

The program was carefully constructed to ensure understanding of the children on the subject 

and to make the event enjoyable to everyone.   

 

The day started with a lecture on the history of care provided to people with mental disorders 

dating back to the days when most of them were institutionalized, as well as disability issues 

such as a wide range of disorders and care and support needs  

 

In order to demonstrate visually how society was shifting from institutionalization to 

normalization, mentally disabled people who were trained at “Kita no Taichi (Northern Earth)”, a 

social welfare organization providing job training for people with disorders, were invited to attend 

the event. 

 

Ideas and thoughts emerged from interaction were expressed in paint rather than words given 

the disability and age ranges of participants.   

 



The children and mentally disabled were divided into seven small groups to ensure contribution 

by everyone.  University students, as elder brother/sister figures for the children, played the role 

of a facilitator in each group.   

 

Program 

 

The event was held on 2 October 2010.  33 schoolchildren aged between 9 and 18 participated. 

In addition, seven mentally disabled people, as well as staff from Kita no Taichi, other support 

staff including facilitators and the organizers attended the event.   

 

1.  Welcome and Lecture “In order to achieve normalization” 

2.  Ice breaking session (games) 

3.  Painting session in small groups 

A fun opportunity to draw a painting titled “normalization in our community of future” through 

sharing the experience of the disabled people and the children’s experience of interacting 

with the disabled, followed by presentation of each group’s work to the audience. 

 

Publicity 

 

Flyers and posters advertising the event were distributed to primary and secondary schools in 

Kitami City in Hokkaido where the event would take place.  An advertisement was placed in 

community papers.  A report of the event appeared in a local paper. 

 

Safety and Ethical Consideration 

 

Only those disabled people who had consented to participate in the event and had been 

considered fit to participate by the members of staff of Kita no Taichi were invited to the event.  

Their physical and mental conditions were carefully monitored during the event but no problem 

occurred. 

 

Feedback 

 

All of the children had the benefits of attending the event.  They enjoyed the opportunity of 

having a direct contact with the mentally disabled living in the community and leaning their life.  

Most of them felt painting was a good way of expressing their thoughts.   

 



The mentally disabled found the event was rewarding and increased their sense of responsibility.  

An added value to the researchers was the improved awareness among the participants and the 

media about the importance of studies on care and support to the disabled. 

 

The event proved so popular that it will be repeated this year.  Some improvements will be 

made to make the event even more successful - children will be asked to come to the event with 

their own ideas to make the community a better place to live for everyone including the disabled, 

and the group discussion will be stimulated where appropriate by giving prompts and 

suggestions.  
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A study examining the role-play experience of student nurses as victims at the Red 

Cross Disaster Relief Drill 

 

The Japanese Red Cross Hokkaido College of Nursing     

Eiko Kawaharada, Toshiko Oyama  

 

     

Introduction:  

A request was made to student nurses to take part in Red Cross Disaster Relief Training 

in 2007 sponsored by the Japan Red Cross Hokkaido Branch, which was approved. 

 

Purpose: To elucidate the learning experience of student nurses who acted as victims in 

the Red Cross Disaster Relief Drill. 

 

Drill details: 1) Participating organizations: 20 organizations in total including, Kitami 

City, Japanese Red Cross Hokkaido College of Nursing, 10 Red Cross Hospitals, 

various Red Cross volunteer groups, Self Defence Forces, and an Administrative 

Bureau. 

  

2) Participants: 353 subjects 

 

3) Drill Items: (1) Installation of disaster relief headquarters branch (2) Installation of 

First Aid stations (3) Medical aid training (4) Communication training with other 

organizations (5) Transport to supporting hospitals 

 

4）Features of the drill： 

(1) The scene was set such that an earthquake of magnitude 8.0 occurred at X a.m., with 

the epicentre in Kitami city.  

(2) Student nurses were informed in advance of the drill overview and its specifics, and 

were assigned roles by the staff to participate as victims.  

 

To simulate the disaster scene: Students assembled at the University at 7 a.m. and 

travelled to the disaster site by bus. The student nurses put on special make-up as 

required for their roles. They were triaged and transported to appropriate zones. After 

receiving emergency treatment, they were transported to the hospital and received mock 

treatment. 

 

Methods: 1) Subjects: 108 3rd year nursing students (all participated) from the Japanese 

Red Cross Hokkaido College of Nursing 

2) Survey date (Drill date): Thursday, July 12th, 2007, Cloudy with drizzle 
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3) Survey method: Upon obtaining College ethics committee approval, participating 

student nurses reviewed and commented on their experiences after the drill and results 

were analysed inductively. 

 

Results: 1) 99 responses were valid (91.7% response rate) 2) Four categories were 

revealed from the analysis: “Concern for the victims”, “Whole body examination”, 

“Attitude of triage nurses”, “Significance of disaster relief drill”.  

Discussion: Despite a lack of prior experience in disaster situations or in disaster 

nursing, the student nurses, through acting as victims, were able to relive the experience 

of disaster victims, such as having feelings of anxiety.  
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Abstract: 
The value of Extensive Reading (ER) in foreign language acquisition has been 
well researched and recognized. Today, with the rapid spread of portable audio 
devices such as the iPod and other MP3 players, and more recently the iPhone 
and other smartphones, Extensive Listening (EL) has also become an accessible 
and effective means of foreign language learning. The number of graded readers 
is increasing and many of them come with recorded narrations in the form of 
CDs or audio files that can be downloaded from websites. Also a variety of web 
pages provide ample amount of materials for both reading and listening practice 
online. The learning environment for both ER and EL is rapidly improving. This 
study looks into the benefits of ER and EL for EFL learners, and suggests 
effective ways of implementing them in college EFL curricula. 
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 Ending the Silence: Becoming a Teacher Ally to LGBT Student Writers 

Students at the University of Virginia created “The Day of Silence” in 1996. Since that 

time, this nationwide annual event, involving students from middle school to college, has come 

to be sponsored by the Gay, Lesbian, Straight Educators Network (GLSEN). Its purpose is to 

“bring attention to anti-lesbian, gay, bisexual and transgender (LGBT) name-calling, bullying, 

and harassment” (GLSEN, 2011). While this is a once-yearly occasion for students to remain 

silent, the sad reality is that many of our LGBT students find themselves silent in their English 

classes year round, particularly when the focus is on writing.  

Schools as Agencies of Silence 

One day, other kids just surrounded me in the hall and beat on me and kicked me 

and called me “fag.” Finally, they left me, sitting dazed and bloody, next to a row 

of lockers. A teacher passed me, and without stopping, told me to get to class. 

When I did walk into my math class, students were laughing. As I sat down, I saw 

that they had written “Ben= Fag” on the chalkboard. I passed my math teacher as 

I left the room. I went to the principal’s office and reported what had happened, 

describing it as a hate crime. At this point, I really thought something might be 

done about it. The next day, I was called into the principal’s office, where he told 

me that he had talked to the kids and they had beaten me up not because I was 

gay, but because I was a geek. Thus, it was not a hate crime, and I just needed to 

deal with it. (“Ben,” as cited in in Furrow, p. 81) 

Gay and transgender youth, and other students who are seen by their peers as somehow 

gender-variant, often experience harassment, bullying, and violence during their middle school 

and high school years. The statistics are stunning: three-quarters of all LGBT high school 



ENDING THE SILENCE    3 
 

students feel unsafe at school, and more than one-third of all LGBT high school students 

experience physical violence because of their sexual orientation (GLSEN, 2010). As Blackburn 

(2006) wrote, LGBT students “take profound risks simply by coming to school” (p. 264). The 

risks are even greater in classrooms where students are expected to share, as they frequently are 

in Language Arts and English classes, with their classroom discussions, writing workshops, and 

peer review. 

Teachers and Their Power in LGBT Students’ Lives 

As English teachers, we are sometimes given an adolescent's highest praise: trust. 

Once students recognize that we are genuinely interested in what they think, even 

if it is different from what we think, they begin testing the waters and confiding 

important information. As the teacher, we are in a position to promote social 

justice that includes gay and lesbian students (Daniel, 2007, p. 76). 

In a recent study, GLSEN (2010) found that students who identified supportive teachers 

were much more likely to feel safe and to achieve better grades in school. Rosenblatt (1976) 

described such a teacher: “he will not allow conventional assumptions to go unchallenged; he 

will not permit his students to fall back upon pat, stereotyped formulas. In positive terms, he will 

awaken his students to an awareness of the complexity of human behavior” (pp. 142-143). A 

teacher who does all that Rosenblatt described offers a measure of safety for the gay or lesbian 

student. By challenging stereotypes and addressing the complexity that is humanity, the teacher 

demonstrates that he or she sees people, including students, as individuals. A gay or lesbian 

student in a classroom with such a teacher can know that, at the very least, negative stereotypes 

will not be accepted. 
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Writing Classrooms and the Risks Therein 

I believe all LGBT writers confront [inhibition] in their writing and in writing 

workshops, and at times compromise. However, it is the act of compromising that 

is lethal to the writer. It stunts our growth and maturity as writers. (student, as 

cited in Malinowitz, 1995, p. 3)  

Beyond the fears of ostracism and physical violence that our LGBT students experience, 

they also experience the classroom as a place that reinforces the power structure they see outside 

the classroom. Delpit (1997) noted that power is always at work in classrooms, that there is a 

“culture of power,” whose rules reflect those of the culture that has the power, that being told 

explicitly those rules makes acquiring power easier, and that the power is least recognized by 

those who have it and most recognized by those who lack it (p. 568). Gay or lesbian students 

know the rules for participating in the power, because they are the same rules they see enacted 

throughout their daily lives outside the classroom. They know that they can acquire power in a 

less safe environment by “passing” as heterosexual, either by lying about their identity and 

relationships or by remaining silent.  

Such power inequities work to marginalize LGBT students as people in the greater world, 

and as learners in our classrooms. This marginalization often results in silencing and results in 

what we know as the “closet,” that metaphorical silencing in which gay men and lesbians may 

take refuge. As Leap (1999) noted, “If the closet is part of gay culture, then the closet, too, has a 

language,--a language that privileges silence over speech, restraint over expression, concealment 

over cooperation, safety over risk” (p. 268). 

 Safety, both psychological and physical, in the classroom is clearly necessary for our 

LGBT students to even begin the process of learning. Besner (1995) noted that any expression of 
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homophobia in the classroom, whether by faculty or by classmates, can frighten LGBT students 

and make them feel “rejected and unsafe” (p. 104).  

Moving Toward Safety, Ending the Silence 

Certainly, there is a great deal of both practice and theory that demonstrates the critical 

importance of working against heterosexism in the writing classroom. As Hairston (1997) wrote, 

“We know that young writers develop best as writers when teachers are able to create a low-risk 

environment that encourages students to take chances” (p. 670).  

As educators, we must work against this prejudice and discrimination in order for all of 

our students to have an equal opportunity for learning in our classrooms. How can we do this? 

We can do this by disrupting the silence, by encouraging all voices be raised and heard, by 

intentionally making ourselves the allies of our LGBT students. Here are ten ways to begin this 

work. 

1. Recognize the importance of LGBT issues for your students. 

According to GLSEN (2010), 5% of high school students identify as gay, lesbian or 

bisexual. Many of our middle school and high school students who may eventually identify 

as LGBT will not come out until they are adults, and others may question their sexual 

identity. In addition, many of our students have LGBT parents, siblings or other close 

relatives. In a class of 20-25 students, then, it is safe to assume that one or two students 

identify as LGBT or eventually will, one or two students have a parent or parents who are 

LGBT, and many of the others have close family members or friends who are LGBT.  

2. Educate yourself. 

Begin by examining their own thoughts, beliefs, and knowledge about this population. 

Evans (2000) wrote, “Individuals must also come to an awareness of the myths and 
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stereotypes they themselves hold about lesbian, gay, and bisexual people” (p. 84), and Wall 

and Evans (1991) elaborated on ways to do this:  

First, gather as much information as you can. Increase your knowledge about the 

topic of homosexuality. Second, examine your values and beliefs. Knowing where 

you stand on specific issues and having a willingness to be “stretched” can be 

extremely beneficial. Third, remember that each gay and lesbian student is an 

individual, each with different experiences and each at his or her own level of 

development. (p. 35) 

Some schools have resources to help teachers learn more about the academic needs of LGBT 

students. If your school offers diversity workshops or Safe Space training, consider 

participating.  

Even teachers who identify as lesbian, gay, bisexual, or transgender may want to consider 

learning more and trying to eliminate any internalized homophobia. Being a gay man, for 

example, does not necessarily mean that one understands the unique situations of lesbians, 

bisexual or transgender individuals. Beyond issues of heterosexism and homophobia, one 

must also come to a greater understanding of gender assumptions and gender variance.  

3. Be aware of student concerns. 

For LGBT students every act of personal writing is potentially an act of self-disclosure 

and of risk. LGBT students “must constantly assess the consequences of being out and 

negotiate the terms of disclosure, often necessitating elaborate monitoring of what is said and 

even thought, a particular complication is woven into their processes of construing and 

constructing knowledge” (Malinowitz, 1995, p. 22). Students want to know what is expected 

of them in choosing topics and they want to know who will be reading what they write and 
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how it will be evaluated. You might also wish to stay abreast of the school and community 

setting for LGBT students. In the school at large, listening to students’ conversations and 

even viewing restroom graffiti demonstrate how often students are emotionally assaulted in 

these venues. If your state is having a significant vote regarding gay rights, or considering the 

possibility of gay marriage or civil union legislation, LGBT students and students with 

LGBT parents will likely be emotionally impacted. All of these emotional concerns can 

become academic concerns for students who are feeling vulnerable. 

4. Actively demonstrate that you are an ally. 

GLSEN’s (2011) most recent study shows that high school teachers who are supportive 

and identify as allies of their LGBT students can create significant positive change for these 

students, both by creating safe academic environments and by demonstrating understanding 

of the concerns of their LGBT students. Most of the items in this list will help one build 

one’s reputation as an ally, but it is also possible to provide visual cues. Wear an ally logo, 

carry an ally pin, or display something else that identifies you as an ally, such as a “Safe 

Space” sticker, at your desk or elsewhere in your classroom. 

5. Use inclusive language. 

Show a sensitivity to gender issues in general by using and encouraging the use of 

gender neutral language.  Speaking in terms of “significant others,” “partners” and 

“spouses” rather than “husbands” and “wives” helps students to know that you are  aware 

of the range of possible family structures. When discussing LGBT issues, do so without 

essentializing LGBT people. Include sexual orientation and gender identity in broader 

conversations without making them seem “othered.”  

6. Establish classroom rules that create a safe environment. 
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Students need to feel like the teacher is on their side, and they need to hear that what 

they say and experience is valid. If you expect a good amount of personal sharing, either 

in small groups, workshops, peer review groups, or large-group read alouds or 

discussions, teach students to participate equitably within these settings. If you intend to 

discuss controversial issues in the class, teach students how to work with these topics 

with rules such as “Everyone must be listened to; we can disagree but stay respectful.” 

Acknowledging conflict contextualizes it and defuses it.  

7. Confront homophobia in the classroom. 

For LGBT students, the classroom feels safer when students know the teacher will 

intervene quickly and constructively if the environment begins to become less safe. The 

content and implications of any negative comments should be addressed and the teacher 

should be clear that such comments should not be used to try to close down classroom 

discussion. It may help to remind students that we all have different backgrounds, even if 

the classroom looks homogenous. The topic being discussed should be kept separate from 

individuals, so that the topic could be discussed without being seen as a personal attack. 

Planning ahead and directing discussion carefully can also minimize unsafe conflict.  

8. Include LGBT issues in the curriculum as appropriate. 

In the breadth of the English curriculum, it is feasible for many of us to include 

LGBT issues in a variety of ways. This is important because all students build knowledge 

based on their experiences, interests, and goals. Normalcy of LGBT identities can be 

modeled by including them on a regular basis in curriculum and discussions.  It is 

important that students have the opportunity to see LGBT people living normal, 

successful day-to-day lives in order to dispel the myths and stereotypes that are 
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prominent in our society. If you want to use your classroom to begin to create social 

change, you can consider ways to do this that support marginalized students without 

jeopardizing the safety of the non-marginalized students. For example, don’t introduce 

LGBT issues as topics of controversy. If you say, “This might be controversial,” you add 

to the air of controversy, not of normalcy. 

9. Create, use, and evaluate writing assignments with LGBT students in mind. 

Some students may feel additional pressure because of the subjective nature of evaluating 

writing. That is, they may be concerned that if they write something with which the teacher 

does not agree, particularly about their LGBT identity, they may be penalized in the grading 

process.    

Think of how they [LGBT writers] are told to be aware of issues of audience, subject, 

and purpose, and to claim textual authority. Then consider the convoluted dimensions 

these rhetorical issues take on when lesbian and gay writers inevitably have to choose 

between risking a stance from an outlaw discourse or entering into the familiarly 

dominant discourse of heterosexuality. (Malinowitz, 1995, p. 24) 

Assignments should be written clearly and should tell students up front how their paper 

will be evaluated (and who will be reading it—will there be peer review or other in-class 

sharing?), so that they can better choose a topic that does or does not require disclosure of 

their sexual identities. Broadly interpretable prompts allow all students to write about a topic 

they feel they can write well or wish to explore in writing. Multiple drafts allow students to 

revise if they discover they have not written appropriately to the assignment. 

Some assignments may make students uncomfortable if they ask students to put part of 

themselves aside, or if students have to struggle with whether or not they must put part of 



ENDING THE SILENCE    10 
 

themselves aside. For example, an assignment might ask students to write about success. This 

topic may seem innocuous to us as teachers asking students to consider their possible futures, 

but an LGBT student, particularly one struggling with coming out issues, may have difficulty 

as they consider all the ramifications of what it means to be successful and LGBT-identified 

in a largely heterosexist society. One might try to get in the student writer’s head to consider 

whether a topic might be awkward.  

In terms of evaluation, students want to know that teachers will read their paper with an 

open mind. Some students may be concerned because of the subjective nature of evaluating 

writing and fearing that if the teacher’s beliefs were different from their own, they would be 

penalized.  

10. Be proactive in educating others and broadening perspectives for colleagues and students. 

There are many ways to demonstrate one’s support for LGBT students and colleagues 

outside the classroom. Take the initiative to share your own experiences addressing these 

issues with others. Ask your school to provide professional development about LGBT issues. 

Support Safe Space Training for teachers and staff. Help students form a Gay Straight 

Alliance. A wealth of resources is available through the Gay Straight Educators Alliance. 

Conclusion 

I didn’t really know I was gay, but I knew something was different. I know that to 

many of the people around me, it must have looked like my life was fine. I got good 

grades, I was popular, I had a girlfriend. And yet, I always felt like killing myself. 

(“Keith,” as cited in Furrow, 81) 

Much difficult work remains in this area. “The act of curricular and pedagogical transformation 

requires bravery and dedication, but its central aim—naming and changing oppressive 
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social structures—has the potential to create academic environments that are safe and 

inclusive for all students” (Connolly, 1999, p. 126). As we work towards such 

transformation, we work toward ending the marginalization and silencing of our students 

and their families, such that someday perhaps The Day of Silence will no longer be 

needed. Certainly this is a worthy goal for those of us who work toward helping our 

students find their voices and communicate their knowledge, hopes, and dreams. 
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Abstract 
 

How should education be structured to meet the needs of students in this 21st century world? 
How do we now define “School”, “Teacher” “Learner” and "Curriculum"?   

As contemporary society becomes increasingly diverse and complex, so does the process of 
preparing young people for life as independent thinkers, productive citizens, and future 
leaders. Collaboration, active engagement, and inclusion characterize these contemporary 
instructional approaches. Teachers and students collaborate, as do students and their peers. 
The traditional boundaries between the roles, responsibilities, and activities of teachers and 
students are blurred, if not eliminated entirely. This collaboration takes place in learning 
communities in which learners respect one another and work toward common goals for 
everyone's success. Active engagement involves bringing one's experience to learning, being 
willing to expand one's understanding, integrating new perspectives into one's thinking, and 
applying that changed thinking to one's own life.  
 
Trends in learning outcomes and teaching practices have produced changes in our conceptions 
and methods of outcomes assessment. The dynamic nature of contemporary forms of teaching 
and learning require holistic assessment, which is increasingly regarded as an integral part of 
the teaching-learning process, as a feedback mechanism for teachers and students alike, not 
merely an administrative add-on for accountability purposes. Rather than focusing strictly on 
outcomes, assessment helps create the conditions for learning. 
 
The benefits of holistic assessment in music have been advocated in a wide range of 
educational contexts. This research was undertaken to explore the students’ perception of the 
holistic assessment and its impact on students’ achievements in music. The results indicated 
that students involved in holistic assessment achieved high results and expressed enthusiasm 
about the learning process which enabled self-assessment, self-regulated and cooperative 
learning, adding a boost to personal growth.  
 
The following issues have been investigated in the primary music classroom and will be 
presented at the plenary session presentation: 
 

 Which contemporary forms of teaching most effectively promote ˝deep learning˝? 
 The timing of significant learning: When does it occur?  
 What strategies are effective for using holistic assessment to improve conditions for 

meaningful learning? 
 What assessment tools are most useful in dealing with the complexity of learners and 

the learning process?  

Research includes two action research cycles. The methods of data collection and analysis 
chosen for this research incorporate qualitative approach. This involves participant 
observation, conversations, focus groups, and analysis of developmental workbooks.  
 
A clear articulation of the purpose of education for the 21st century is the place to begin. 
Creating a vision of where we want to go requires us to ask the question - why? What is the 
purpose of education? What do we need to do to accomplish that purpose?  
 
Key words: contemporary forms of learning and teaching, holistic assessment.  
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Abstract 

Protocols are agreed upon guidelines for a type of conversation in a group setting 
such as teacher meetings or teacher education classrooms (McDonald, Mohr, Dichter, and 
McDonald, 2007). They facilitate reflection and collaboration and provide a means to 
promote deeper understanding of the topic under discussion, such as the topic of teacher 
research on children’s learning. Examples of protocols include Descriptive Review of the 
Child (Himley and Carini, 2000); Tuning Protocol, Peeling the Onion, Shadow 
(McDonald et al., 2007); and Inquiry Circles (Bisplinghoff, 2011). Protocols (in 
particular Descriptive Review of the Child) are especially relevant in teacher education 
because of their reflective and collaborative nature. For example, using protocols can 
help teachers come to a deeper understanding of students and the teacher research process 
by collaboration in a protocol session examining the meaning of students’s work and 
generating questions to explore through teacher research. 

Introduction 

There are many different types of protocols that are used in various fields such as 
the military, business, medicine, law, and education. In general the term protocol refers to 
a prescribed structure for doing things such as rules for appropriate behavior in the 
presence of dignitaries, prescriptions for writing a contract, or established procedures for 
conducting surgery. In the field of education, protocols are tools for collaborative work 
among educators such as protocols for reflecting on student work, solving problems of 
teaching, or conducting teacher inquiry.  

Protocols 

A typical protocol may involve a group of teachers (8-12), teacher educators, or 
other educational professionals who meet, form a circle, and progress through the 
structured steps of the protocol they have chosen for a period of about 45 minutes to an 
hour and a half. One person in the group becomes the presenter who presents the topic, 
issue, example of student work, or other artifact that becomes the focus of the group. The 
protocol facilitator provides an agenda for the protocol session and makes sure that the 
guidelines of the protocol are followed such as keeping participants on track and 
reminding them of time limits for each phase of the protocol. Typical protocol phases 
involve presenting the issue or artifact followed by rounds of clarifying questions, 
feedback to the presenter, and reflection on the feedback. A good resource for a variety of 
protocols is the book, The Power of Protocols, Second Edition by McDonald et al. 
(2007). Another good resource, especially for protocol facilitators, is The Facilitator’s 
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Book of Questions by Allen and Blythe (2004). These two resources may benefit newly 
formed collaborative research groups wanting to begin using protocols. An additional 
protocol resource is the National School Reform Faculty (NSRF) website, 
www.nsrfharminy.org. 

Early childhood teacher educators use protocols in their own teaching to help their 
students deepen their understanding of teaching young children and of developmentally 
and culturally appropriate curriculum (Paris, Miozzi, O’Donnell, & Wortmann, 2009). 
The National Association of Early Childhood Teacher Educators’ (NAECTE) Research 
Net on Teacher Research was formed as a network for teacher educators to collaborate 
and share results of teacher research on their own teaching as well as that of their students 
and school teacher partners (www.NAECTE.org). This study was initiated when teacher 
educators working in the NAECTE Research Net on Teacher Research agreed to use 
protocols with students in their classes and share results. This researcher, also a teacher 
educator, implemented protocols in her graduate classes. This study reports data from 
four semesters of using protocols in graduate classes. 

Purpose of Study 

The research question driving this teacher research study was in what ways, if 
any, does the use of protocols in graduate teacher education enhance student learning, 
collaboration, and teacher research?  

Participants were 93 students (teachers) enrolled in 8 sections of graduate classes 
over a two year period. The research design of this study is teacher research in that the 
researcher, who is a teacher educator, conducted this systematic study on her own 
teaching and with her own students, who were teachers, enrolled in graduate coursework 
on analysis of teaching and teacher research. It was a qualitative study informed by 
hermeneutic phenomenology and constructivism. The lived experiences of students as 
they participated in protocol groups were reflected upon by the researcher and the 
students themselves. Data sources included researcher field notes taken during protocol 
group discussions, student written responses and narratives made before, during, and 
following protocol group discussions, and written paper class assignments in which 
students were asked to plan a teacher research study.  

Findings 

The qualitative theme analysis of all data revealed four themes that showed 
impact on student learning that included: the importance of collaboration through social 
interaction; reflection on participation; rethinking an issue, problem, or assignment; and 
renewal of interest in future work. 

Summary 

Protocols are connected to the constructivist practices of engagement of learner 
interest, reflection, collaboration (reciprocity and mutuality), refinement of problem 
posing and solving, and constructing and representing knowledge. Findings show a 
transformation in teacher education students’ thinking about teacher research, in the 
revisions of their teacher research questions, but most of all in their renewed confidence 
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and enthusiasm for their own professional work. Student comments include: “I can’t 
believe what just happened.” “It was so good to focus on our strengths and to hear about 
the strengths and successes of others. It has reenergized me and given me new insights 
into my own work.” “I hadn’t thought about my situation that way before and this 
changes what I plan to do in my research.” “Although I didn’t change my research 
question, the protocol made me think that I would want to be knowledgeable about the 
subject and have the courage to stand up for what I believe and what I’ve discovered, 
regardless of what others think or what position they are in. This process got easier for 
me as we kept going. It helped me to focus and really listen. Listening to others’ 
questions gave me additional insight.” 
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Using Online Discussion Boards to Improve Student Writing 

Digital literacy is increasingly important in a variety of arenas. Many of us engage 

in, and encourage others to engage in, this form of literacy in the area of education. We 

are surrounded by social networking opportunities that rely on it. In the local and global 

workplace, too, the need for digital literacy abounds. And as with most types of literacy, 

digital literacy does not occur in a vacuum; in many ways, it is inherently intertwined 

with traditional reading and writing literacy. 

 Just as practice at traditional pen-and-paper writing improves writing skills, 

practice at online writing also improves writing skills. Much research has been done 

regarding the value of the internet and online learning in writing instruction, but little has 

been done that examines  the potential of non-academic online writing to improve 

student writing. This paper seeks to expand on current scholarship on online teaching to 

provide pedagogically sound strategies for maximizing the potential afforded by this 

teaching venue, specifically in terms of specific practices for using non-academic online 

discussion to improve student writing competence and confidence. 

Pedagogical Findings 

 The Council on College Composition and Communication’s Committee for Best 

Practices in Online Writing Instruction (2011) has worked for four years, reading 

extensively, surveying instructors, and compiling data to develop a best practices 

statement. According to the Council Committee’s initial report, the use of asynchronous 

discussion boards in online writing courses is extensive. The report states that 64% of 

instructors in fully online courses, and 84% of instructors in hybrid courses, employ 

asynchronous discussion in their courses. 
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Faculty are quick to describe the benefits of these online discussions and are 

clear that these benefits are aligned with their teaching principles. Several faculty 

respondents link their comments to pedagogical beliefs such as “writing is a social 

process” and “writing should attend to audience, purpose, and occasion” (Council, p. 

21). The following are some of the benefits faculty describe of discussion boards and 

online writing courses in general: 

--“opportunity to use writing to practice writing 

--ability to compose writing and response at their own pace 

--a longer timeframe for class discussions to continue  

--the time to rethink or reframe ideas before posting (compared to the immediacy    

   of a classroom discussion 

Some of the specific comments faculty made include: 

--“My online writing courses are intensely social and collaborative” (p. 22) 

--“You also have an intimate chance of getting to know your students through  

   their ideas and not just who raises their hand or speaks first. Everyone has to  

   put ideas into discussion boards. Everyone’s ideas are what we see first and  

   foremost—not where you grew up or what you’re wearing.” (p. 39) 

--“I find the discussion forums allow students to work with other students’ texts  

   and to develop a sense of what their writing practices are and how their  

   practices affect the response to and perceived quality of their work.” (p. 52) 

--“Some of the best writing I have gotten from students has come from discussion  

   boards and reading journals (writing by writing, not necessarily multi-drafted  

   papers” (p. 69) 
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Students also value online class discussions, stating that they value “the opportunity to 

rethink and/or revise a discussion post or answer prior to posting to the group,” that they 

feel “less self-conscious in discussion,” and that shy students report “feeling empowered 

to freely voice their ideas” (Council, 2011, p. 27). They also note liking the personal 

attention from the teacher and the opportunity to revisit archived peer discussions. 

Other scholars echo the sentiments of the Council Committee’s report. Gilbert & 

Dabbagh (2005) and Stine (2004) describe the opportunity in online courses for all 

students to respond to questions, participate equally, collaborate, and offer a voice in 

the co-construction of knowledge. Sullivan (2000) describes the ability of an online 

course to become a “dynamic community of readers, writers, and learners” (p. 21), while 

noting that online writing courses are necessarily writing intensive. Jetton (2004) 

addresses the reduction of writing apprehension that can occur through writing practice 

online, and Tiene (2000) write of the ability of online instructors to create an archive of 

writing artifacts for evaluation. Cody (2003) writes specifically of the ability of 

asynchronous discussion forums to enhance the overall quality of one’s instruction and 

learning environment. 

Despite the numerous voices of support regarding using discussion boards in 

online teaching, few have researched how to actually maximize the opportunities 

afforded by this course activity. The Council Committee (2011) noted that institutions 

often focus primarily on technology, and much more focus needs to be placed on 

pedagogy. This is particularly true in the area of asynchronous discussion boards, 

where our institutions may focus on the best platform, and we, as instructors, may focus 
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primarily on content, rather than the opportunity provided to use this online discussion 

as a place of pedagogical possibilities. That is, we develop a topic (i.e., about writing or 

a shared reading) or activity (i.e., the sharing of papers) and post that as the focus of 

the current discussion board. Students post their responses, and we respond to those 

responses, often in a similar manner to the way we would respond in class, ignoring the 

richness of possibilities in this written interaction. When we take the opportunity 

provided to us by the online environment to engage more fully in our student’s writing, 

we provide our students with increased opportunity to develop both confidence and 

competence in their academic writing skills. 

Suggestions for Practice 

Organization is a key element of establishing an online environment, and this is 

especially true of using asynchronous discussion boards successfully. Structure plays 

an important role in student response: Vonderwell, Liang, & Alderman (2007) found that 

threaded discussion “led to more in-depth and diverse responses and helped develop 

an interactive response pattern” (p. 315). Asynchronous discussion is often based on 

questions provided by the instructor. One can engage all students by using a variety of 

question types and assessments. Using guiding questions proactively, and probing 

questions as follow-up, can help students extend their knowledge and consider purpose 

in writing. Providing specific roles—discussion leader, fact checker, proofreader, for 

example—can help students consider the many elements of writing. 

Teaching the provided technology is an important element to student success. As 

they write, students may need guidance with writing technology, including their 

software’s toolbar abilities, spell-check, and grammar-check. Further, even solid writers 
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may be intimidated by the online courses and may need help transferring their problem-

solving skills to the online writing environment. Some students may expect that “internet 

speak,” complete with abbreviations and emoticons, is appropriate because they are 

writing online, so instructors may have to clarify writing expectations. Some instructors 

find that email also provides a useful tool in teaching online courses. Advising students 

to email with questions or concerns may allow the instructor to provide more immediate 

feedback, as it may be faster to check one’s email several times a day than to log on to 

one’s course multiple times. 

Collaboration is easily managed online. Students can learn from each other—

both from success and mistakes—and online collaboration can provide opportunities for 

authentic learning, both in the content area and in writing. Indeed, several scholars 

(Jaffee, 1997, 2003; Shea et al., 2001; and Chen, 2003, all cited in Little, Titarenko, & 

Bergelson, 2005) have found that collaboration is a significant factor in student 

satisfaction in online courses. However, collaboration doesn’t always have to mean 

consensus. Jetton (2004) found that the disequilibrium caused by the conflict that 

occurred as students faced unfamiliar ideas encouraged academic growth. 

Course materials can serve as a springboard for writing, even if one hadn’t  

originally planned to use them that way. When writing will be read by both peers and 

instructors, students may feel safer if their writing is based on something they consider 

“solid.” As in traditional classrooms, well chosen, excellent writing can serve as a model 

for student writing. If students will be reading online, shorter, more frequent readings 

may be more easily read than longer, less frequent readings.  
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 Engaging students not only as learners but also as writers helps them to see 

themselves as writers. One can do this by providing ample writing opportunities and 

feedback. Discussion board can sometimes feel like busy work to students, so the 

instructor has the responsibility to demonstrate high expectations and the purpose of 

the work to be done. Using the network of relationships available in online learning 

(instructor-class, instructor-individual student, individual student-class, individual 

student-individual student) can help students stay involved in the coursework. 

Online discussion boards provide many options for both individual and 

collaborative written work. To help students develop autonomy even as they work with 

others, one can have students set their own learning goals, both in content and in 

writing. Teaching strategies for metacognition, self-reflection, and reflection helps 

students contextualize themselves as learners. Providing opportunities for self-

reflection, particularly about their developing writing skills, helps them to put new 

metacognition strategies into practice. Throughout the semester, acknowledging 

students’ continued grown can work as a model to help them recognize their increasing 

knowledge and skillsets. 

Many students like the community that is built through writing over the period of a 

course online. One can help facilitate such community-building by providing ways for 

students to get to know one another, such as online icebreaker activities. Building 

rapport increases interactions and reduces apprehension about others reading one’s 

writing. Also, over time, students build peer connections that help them fill the gap that 

exists without gestures and body language. As students come to feel they know one 

another, they will be able to more accurate “read” one another’s interactions and 
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feedback. Because of this, one can expect more interactions as the semester goes on 

and knowledge levels increase and anxiety decreases.  

Where there is community, there is often also diversity. Although the online 

learning environment can sometimes mediate conflict, it doesn’t inherently do anything 

to support acceptance and celebration of diversity. For some students, their college 

courses are their first and/or most significant exposure to cultural diversity. Instructors 

can use writing to facilitate understandings of multiple cultures by encouraging students 

to be aware of the multiple perspectives being shared through discussion boards and 

other shared written assignments. 

Just as the interactions build over the semester, the material being taught and 

the writing expectations also must be scaffolded. Students with varying degrees of 

knowledge of the technology being used may also require scaffolding as they become 

more familiar with the technology. Keeping the first stages of the course simple allows 

students to focus on content and writing rather than the requirements of the technology 

platform. Assignments can become more creative and complex as students’ skills 

develop and they become more confident in the expectations of the course. 

Two logistic concerns, class size and instructor presence, play significant roles in 

student satisfaction with online courses. While we tend to value small class sizes in 

traditional classrooms, smaller isn’t always better in online courses. Discussion boards 

thrive on having enough students to engage one another without becoming 

overwhelming. One study (Little, Titarenko, & Bergelson, 2005) described twenty 

students as the optimal class size for online learning. When a course has significantly 

more students than this, one might consider dividing the course into multiple discussion 
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boards. In this way, the amount, and quality, of writing expected remains the same, 

while the amount of student reading is reduced.  

Lassiter (2009) found that mere acknowledgement of students’ work is not 

enough for student satisfaction. Instead, students expect faculty to maintain a social 

presence in the course and to provide authentic feedback. Consistency is valued by 

students as they look for “connection, validation, and feedback” from their instructor (p. 

55). Students often begin expecting feedback as soon as they hit “submit,” so providing 

timely feedback is important. Providing both positive and feedback as needed helps 

students know whether they are contextualizing their writing for their audience and 

purpose (Stine, 2004). 

In all writing instruction, assessment is critical; and certainly authentic 

assessment is equally important in traditional classrooms and in online courses. 

Students need to be able to see their own growth, both in the content area and in 

writing. Instructors can structure a variety of assessment methods and strategies to 

increase student interest and engagement. Providing assessment criteria at the time an 

assignment is given guides participation and dept. Vonderwell, Liang, & Alderman 

(2007) found that the quality of student participation increases when students know 

what is expected and how their work will be assessed. Given the time-intensive nature 

of both online teaching and writing instruction, rubrics can work well, as they both guide 

the instructor through the assessment process in a fairly reasonable amount of time and 

they are easy for students to navigate. 

Given the written, rather than oral, nature of the online classroom, online 

instructors in all subjects can engage students in improving their writing skills. 
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Asynchronous discussion boards and other “non-academic” writing opportunities online 

can provide instructors and students with opportunities for such growth. With careful 

consideration, instructors can develop online classroom environments, written 

assignments, and authentic assessment that not only offer students writing experiences 

but also metacognitive and reflective opportunities toward greater confidence and 

competence in writing. 
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ABSTRACT	
The	authors	present	four	case	studies	of	faculty	grassroots	leadership	in	a	science	
education	partnership	involving	multiple	higher	education	institutions.		The	main	
focus	of	the	article	is	the	interplay	and	role	of	top	down	leaders	in	positions	of	
authority	(typically	administrators)	versus	grassroots	leadership	among	faculty	and	
how	these	two	converge	and	interplay	to	create	organizational	change.	The	
convergence	of	bottom‐up	and	top‐down	leadership	is	affected	by	institutional	
culture	and	context.		Cross‐comparative	findings	from	the	four	cases	are	presented,	
including	the	context	for	change	in	each	case,	the	role	of	administrative	leadership	
on	each	campus,	factors	that	either	facilitated	or	hindered	the	emergence	of	faculty	
grassroots	leadership,	and	the	institutionalization	and	sustainability	of	these	



reforms.		The	authors	then	address	the	broader	implications	of	the	study	with	
respect	to	understanding	how	grassroots	leadership	and	traditional	forms	of	
authority	and	leadership	can	compliment	each	other	and	facilitate	organizational	
change.		
	
	
STUDY	DESCRIPTION	
	
Objectives	
	
This	paper	presents	four	case	studies	of	faculty	grassroots	leadership	in	an	NSF‐
funded	Math	Science	Partnership	project	involving	multiple	higher	education	
institutions	and	a	K‐12	school	system	in	which	top	down	and	grassroots	leaders	
work	in	concert	to	create	change,	a	relatively	unexplored	area.		Grassroots	
leadership	efforts	have	a	long	history,	but	have	not	been	documented	or	well	
understood.	Many	have	suggested	we	need	research	about	how	grassroots	
leadership	can	be	encouraged	and	what	role	top	down	leaders	can	play.	
		
Research	Methods		
	
Based	on	the	available	literature,	we	have	four	main	assumptions	about	change:		1.	
change	in	higher	education	requires	more	than	top	down	leadership;	2.	grassroots	
leadership	may	require	support	from	top	down	leaders;	3.	institutional	culture	
shapes	change	processes	and	leadership;	and,	4.	change	processes	may	also	require	
change	in	institutional	culture	to	be	sustainable.			
	
This	study	was	designed	as	a	“post‐hoc”	case	study	involving	four	higher	education	
institutions.		It	included	a	series	of	“within‐case”	analyses	that	focused	on	searching	
for	unique	patterns	within	each	of	the	four	institutions	in	the	study,	followed	by	a	
“cross‐case”	analysis	that	allowed	for	the	exploration	of	common	themes	as	well	as	
points	of	departure	across	the	four	institutions.		The	data	were	gathered	over	a	six‐
year	period	and	included	a	broad	range	of	quantitative	and	qualitative	sources,	
including	annual	reports;	external	evaluation	reports;	culminating	site	chapters;	
classroom	observations;	project	artifacts;	surveys	and	interviews	with	project	
administrators,	faculty,	and	deans;	and	a	project‐wide	social	networking	study.			
Results	
	
The	cases	that	are	presented	in	this	paper	offer	insight	into	the	authors’	emerging	
understanding	of	faculty	grassroots	leadership.		The	cases	begin	with	the	“Catalyst”	
(occurring	at	the	community	college),	continue	with	the	“Sponge”	(occurring	at	the	
master’s	level	university)	and	“Magnet”	(occurring	at	one	of	the	research	
universities),	and	conclude	with	the	“Pied	Piper”	(occurring	at	the	other	research	
university).		The	authors	found	that	in	some	instances,	administrative	leaders	on	
campus	served	as	the	“activators”	who	led	the	charge	for	change	and	developed	
specific	strategies	for	engaging	faculty	at	the	grassroots	level,	while	in	others,	it	was	
faculty	leaders	already	working	at	the	grassroots	level	that	led	these	efforts	and	



moved	the	change	agenda	forward.		In	addition,	a	nuanced	relationship	emerged	
between	administrative	leadership	and	faculty	grassroots	leadership	in	each	of	the	
four	cases,	which	seemed	to	be	heavily	dependent	on	institutional	context	and	
campus	priorities.		Further	analysis	of	how	this	played	out	across	different	types	of	
institutions	in	this	partnership	suggests	that	faculty	grassroots	leadership	was,	in	
some	cases,	a	starting	point	for	engagement	in	education	reform,	and	in	other	cases,	
an	end	product	of	such	engagement.	
	
Significance	
	
This	work	describes	an	externally	funded	partnership	project	that	depended	on	
faculty	grassroots	leadership	for	successful	implementation	and	ultimate	
sustainability.				This	study	reinforces	that	while	there	are	some	common	
characteristics	among	faculty	leaders,	nurturing	grassroots	leadership	is	as	much	a	
function	of	campus	context	and	culture	as	it	is	of	individual	motivation.			
	
While	faculty	leaders	exist	on	every	campus,	our	findings	suggest	that	they	are	
influenced	both	by	campus	culture	and	the	degree	of	support	or	involvement	from	
higher	levels	of	administration.		Rather	than	dismiss	out	of	hand	the	role	that	high‐
level	administration	can	play	in	encouraging	faculty	grassroots	leadership,	attention	
needs	to	be	given	to	the	campus	culture	and	the	nature	of	faculty	interactions	at	that	
site.		The	context	for	change	at	each	institution	and	the	role	of	administrative	
leadership	and	support	shaped	the	conditions	under	which	faculty	grassroots	
leadership	had	emerged	and,	ultimately,	the	degree	to	which	it	was	sustained	over	
time.			
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ABSTRACT	
Social	network	analysis	(SNA)	was	employed	to	describe	professional	collaboration	
among	participants	of	a	large‐scale	K‐16	partnership	program	in	science,	primarily	
high‐school	teachers	and	higher‐education	faculty.	The	study	focused	on	three	
qualitative	measures	by	which	to	examine	the	program’s	evolving	collaborative	
structure—the	emergence	of	new	professional	connections,	the	extent	to	which	the	
network	was	sustained	after	the	program	ended,	and	leadership	roles	in	integrating	
network	participants.		Networks	were	examined	in	four	core	program‐related	
areas—inquiry‐based	teaching	and	learning,	mentoring	relationships,	exposing	
undergraduates	to	science	teaching	as	a	career	option,	and	planning	and	managing	
program	activities.		The	findings	provide	evidence	for	the	creation	of	a	professional	
network	of	teachers	that	was	substantially	sustained	beyond	the	end	of	funded	
grant	activities.	This	poster	is	expected	to	help	broaden	participants’	understanding	
of	how	to	foster,	strengthen,	and	evaluate	networks	of	sustained	collaboration	
among	science	faculty	on	issues	of	teaching	and	learning.	
	
	
STUDY	DESCRIPTION	
	
The	Vertically	Integrated	Partnerships	K‐16	project	(“VIP	K‐16”)	was	an	NSF‐funded	
MSP	that	ran	from	2002	to	2008.	The	project	involved	one	large	school	district,	one	



community	college,	and	several	universities.	The	overall	goal	of	VIP	K‐16	was	to	
improve	science	instruction	in	Maryland	high	schools	and	universities	by	providing	
science	teachers	and	faculty	with	many	opportunities	to	network,	share	
experiences,	and	learn	from	each	other	about	inquiry	instruction	and	course	reform.	
	
Many	components	of	the	project	were	therefore	designed	to	involve	K‐12	teachers,	
higher‐education	faculty	and	students,	and/or	project	leaders	in	collaborations	and	
learning	communities.	These	collaborations	focused	on	further	redesigning	and	
implementing	curriculum	at	both	levels	or	on	designing	professional	development	
and	other	grant	activities.	Among	them	were	specially‐designed	science	research	
experiences	for	teachers,	structured	classroom	placements	for	undergraduate	
science	majors,	teaching	assistant	training	programs,	and	faculty	learning	
communities.	
	
It	was	suspected	that	meaningful	connections	were	being	made	among	participants,	
that	a	network	was	being	formed	that	did	not	exist	before	the	project’s	inception,	
and	that	those	participating	felt	they	were	benefiting	from	the	collaborative	
relationships	they’d	made.	
	
The	specific	questions	for	study	are:	
1. What	was	the	overall	level	of	collaboration	among	VIP	K‐16	participants?	How	

did	it	change	since	the	beginning	of	the	grant	and	since	it	ended?	
2. Who	were	the	key	connectors	in	VIP	K‐16	network?	Was	their	presence	in	the	

network	necessary	for	connecting	the	non‐key	members?	
3. Do	participants	perceive	benefits	to	themselves	and	their	students	as	a	result	of	

collaboration?	Under	what	conditions	do	they	feel	these	partnerships	are	
sustainable?	

	
	
Social	network	analysis	was	used	to	study	the	growth	and	character	of	this	network.	
First,	areas	of	program	activity	were	identified	around	which	professional	
collaborations	have	occurred,	including	sharing	or	developing	new	teaching	
strategies	or	materials,	mentoring	relationships,	and	planning	or	coordinating	VIP	
K‐16	grant	activities.	
	
In	each	of	these	areas,	the	aim	was	to	examine	both	the	overall	levels	of	
collaboration	made	possible	by	grant	activities,	and	the	position	of	leadership	
within	the	networks.	
	
A	survey	and	follow‐up	interviews	were	used	to	shed	light	on	these	questions.	The	
survey	data	were	used	to	describe	(both	numerically	and	graphically)	the	networks	
that	existed	for	each	of	the	program	areas	both	before	the	VIP	grant	began	and	in	
Spring	2006.	The	survey	was	repeated	one	year	after	the	conclusion	of	grant	
activities,	to	see	to	what	extent	the	network	was	sustained	without	grant	support.	
	



All	program	areas	showed	large	increases	both	in	the	numbers	of	collaborations	
among	participants	during	the	project.	Even	since	the	end	of	formal	activities,	the	
number	of	collaborations	among	personnel	from	each	type	of	institution	has	
remained	much	higher	than	before	the	VIP	project	commenced.	The	number	of	
“vertical”	partnerships	–	the	subset	of	collaborations	that	were	between	a	K‐12	
teacher	and	an	IHE	science	faculty	member		–	also	increased	during	the	grant	and	
remained	high	afterwards.	
	
The	data	show	the	extent	to	which	new	professional	networks	emerged	from	
interactions	among	participants	within	and	across	institutional	boundaries.	
Through	different	kinds	of	activities,	a	substantial	network	was	developed,	
comprised	of	professional	relationships	among	teachers	and	faculty,	and	was	
sustained	to	a	significant	extent	after	the	end	of	formal	activities.	
	
The	value	of	such	relationships	is	suggested	by	what	the	interviewees	report:	
improved	instruction	and	mutual	support	at	the	local	(teacher)	level.	The	value	of	a	
network	of	such	relationships	is	that	it	represents	fertile	ground	for	future	reform	
efforts	on	larger	scales.	It	is	hoped	that	this	study	of	the	VIP	K‐16	network	will	help	
leaders	of	other	partnership	projects	to	create,	nurture,	and	evaluate	professional	
networks	in	their	own	situations.	
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Abstract   

The present study aims to investigate how young Cantonese speakers and Australian 

speakers give responses to others’ suggestion. This paper presents the findings of an 

empirical study which investigated the syntactic structures and pragmatic strategies of 

giving responses to others’ suggestion in terms of directness and politeness among 

young Australian and Cantonese speakers, aged between 16 and 18 years. 

Comparisons were made between Cantonese speakers in English (CES) and 

Australian speakers speaking in English (AES) as well as Cantonese speakers in 

Cantonese (CCS). It is found that the CES group tended to be extremely cooperative, 

to make their intention explicit, and to be over-polite in accepting and rejecting 

others’ suggestion. These findings call for more research on how Cantonese speakers 

of English acquire pragmatic competence and how pragmatic competence is taught in 
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the language classroom. 

 

INTRODUCTION 

Recent years saw a return of teaching grammatical competence in an English 

classroom, though thinly disguised in various ways. Recent years also heard an 

increasing voice, pointing out that to master a language means not only to follow 

‘grammatical rules’, but also to develop the ability to perceive the intention of the 

speaker and to use the language appropriately in that particular social context. These 

require the learners’ knowledge of the availability of syntactic forms that realize the 

same communicative function, the subtle differences in meaning that these forms 

convey, and also the pragmatic competence, i.e. the competence of adopting a 

pragmatic strategy that is conventionally acceptable in that social context, which 

includes both pragmalinguistic ability and sociopragmatic judgment (Thomas 1983; 

Mey 1993).  

 

Pragmatic competence is important in any communicative event, especially in an 

intercultural one as Miller (1974) pointed out that, more often than not, 

misunderstandings in communication do not arise from the speaker’s grammatical 

competence, but from the speaker’s failure to interpret the other’s intention. In 

intercultural communication a breakdown may occur as a consequence of 

cross-cultural differences in expectation and in interpretation strategies (Gumperz 

1982). Most of all, a non-native speaker’s pragmatic deficiency may be interpreted as 

impolite and unfriendly, particularly when s/he appears to speak fluently (Thomas 

1983). In other words, while a speaker’s grammatical deficiency may show him/her 

being a poor language user, a speaker’s pragmatic deficiency may lead to the 

misjudgment of his/her personal character. Li (2010) argued that it is important to 
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teach pragmatic competence in language classrooms, and thus the need of more 

cross-cultural studies in various language functions and interlanguage investigations 

of the learner’s pragmatic knowledge acquisition process.  

 

In Li (2010:599), a suggestion is defined as ‘a proposal being put forward as a 

possibility by the speaker, intended to be perceived as a directive, with a weaker force 

than advice, to express the belief that it is desirable for the hearer and/or the speaker 

to perform some future actions.’ In the tradition of ethnomethodological conversation 

analysis, an adjacency pair is regarded as the most basic unit for the overall structure 

of conversation. While making suggestion is an initiating turn – the first part of an 

adjacency pair, giving response is the responding turn – the second part of the 

adjacency pair. While Li (2010) reported the findings of how Cantonese and 

Australian students made suggestions, the present paper presents the findings of how 

the Cantonese and Australian students gave responses to the suggestions. The present 

paper will address two questions: first, whether the syntactic forms and pragmatic 

strategies of giving response employed by Cantonese students speaking in English 

and Australian students in English are different from each other in terms of directness 

and politeness; and second, whether their choices of response are affected by the 

syntactic forms and pragmatic strategies of the suggestion being made. 

 

METHODOLOGY 

There were three groups of participant in this study. Each group consisted of 18 Year 

10-11 students (aged between 16 and 18) from the same high school. The participants 

of the first two groups were Cantonese speakers studying in two ‘band one’ 

(academically the best) high schools located in middle class residential areas in Hong 

Kong. Both groups started learning English from kindergarten (age 5), i.e. all 
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participants in these groups had been learning English in school for a period of 11 to 

13 years. None of them had spent a long period of time in any English speaking 

country. Their exposure to English was mainly in school and through the mass media 

such as TV and movies. One group performed the task in English (their L2) while the 

other in Cantonese (their L1). The participants of the third group were Australian 

students from a high school located in a middle-class residential area in Sydney. This 

ensures that all the subjects came from an approximately homogeneous group in terms 

of age, academic level, social class and level of familiarity. Within each group, half of 

the participants were female and half were male. They were divided into 9 pairs. 

Three pairs consisted of females, three pairs of males, and three pairs of mixed sexes. 

 

The participants were paired up to perform an open role play. The following 

information was specified in role-play cards. The partners (A & B) of each pair were 

classmates. They had the same American pen-friend who was going to visit them and 

planned to stay in the city for one day. The participants were asked to discuss the 

places that they would like to show him.  

 

A role-play card was given to A, instructing A to take the pen-friend to three particular 

places, namely (1) the Peak, (2) Ocean park, and (3) Repulse Bay / Stanley for 

Cantonese students, whereas (1) the Opera House, (2) South Head and the Hornby 

Lighthouse, and (3) Taronga Zoological Park for Australian students. Another 

role-play card was given to B, also with three particular places, namely (1) the Peak, 

(2) the Jumbo Floating Restaurant / Aberdeen, and (3) the Po Lin Monastery for the 

Cantonese students, whereas (1) the Opera House, (2) North Head / Manly Beach, and 

(3) Darling Harbor for the Australian students. In other words, amongst these two sets 

of places, the first place was identical, the second place was similar in nature but not 
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the same, and the third place was very different. Each pair was instructed to reach an 

agreement on only three places.  

 

All the role plays took place inside the classroom after school. The instructions were 

distributed to the subjects a few minutes before the role play began and the researcher 

was not involved in the conversation process. The role plays were taped and 

transcribed for analysis, first by the author, then by another rater. The coding was 

compared and the discrepancies were discussed between the author and the rater. 

 

Analyses 

In this study, we focused not only on how a suggestion was responded, but also on 

how the suggestion was made, in order to investigate if there was any association 

between suggestion and response. Facing a suggestion, a participant could have a 

number of possible responses. The participant might choose to request for 

clarification for practical reasons such as to ensure that s/he was right for the 

suggestion or for strategic reasons such as to give himself/herself time to make a 

response. Otherwise, the participant had two options: either giving a response or 

making no response. The latter means that s/he simply did not take the floor by saying 

nothing. As a result, the participant who raised the suggestion had to continue his/her 

contribution or the conversation would breakdown. Once the participant had decided 

to make a response, s/he had two further options: either accepting or rejecting the 

suggestion. To accept a suggestion, the participant could do it explicitly such as ‘yes’, 

‘okay’, ‘I agree with you’, ‘it is a good idea’ etc. The participant could also do it 

implicitly, meaning that his/her intention could only be understood by relying on the 

context especially on where the conversation was heading. For instance, 
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A:  We can take him to the casino at night. 

B:  And on the way back to his hotel, we can show him a night in Sydney. 

 

Similarly, the rejection could be expressed in various explicit forms, for instance, ‘No, 

forget it.’ Or it might be expressed implicitly. For instance, 

 

A:  How about the Opera House? 

B:  I have been there and it’s a pretty boring place. Think about another one. 

 

The various possibilities are depicted in Figure 1. 

 

Figure 1: Various options of response to suggestion 

 

 

 

 

 

 

 

 

 

Apart from the various responses, we also examined the association between giving 

response to the various syntactic forms and pragmatic strategies of suggestion. 

Particular attention was given to the types of responding strategies employed to reject 

a suggestion because rejection is a serious face-threatening act (Goffman 1955; 

Brown and Levinson 1987; Foley 1997). 

yes 

         

 

                                                      acceptance 

clarification                                 

                                                      rejection 

                                        yes 

                                                      explicit 

                no        response             

                                                      implicit 

                                        no 
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RESULTS AND DISCUSSION 

The number of occurrences of requesting a clarification, providing no responses, 

making explicit and implicit acceptance and rejection in the study is tabulated in Table 

2. 

 

Table 2: Occurrences of pragmatic choice in responses  

 AES CES CCS Total 

Request clarification 5 11 9 25 

Provide no response 5 1 7 13 

Explicit acceptance 29 30 30 89 

Implicit acceptance 11 4 10 25 

Explicit rejection 13 7 9 29 

Implicit rejection 29 25 31 385 

Total 92 78 96 266 

Key: AES stands for Australian student speaking in English; CES for Cantonese student speaking in 

English (L2); and CCS for Cantonese student speaking in Cantonese (L1)  

 

Requesting clarification 

The data show that the participants of the CES group requested more clarification 

than those of the AES group. A plausible explanation, at the first sight, may point to 

their level of English proficiency to express their suggestions clearly, or to perceive 

the intention of their partners, because as English is not their L1. However, 

considering the CCS group, it is found that the Cantonese participants also requested 

more clarification when they conversed in Cantonese, their L1. This observation 

suggests that English ability is at best one of the reasons. Other possible reasons such 

as securing more time may be at work. 

 

Furthermore, the CES group tended to be extremely cooperative as there was only one 
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occurrence that the participants in this group provided no response to the others’ 

suggestion. In contrast, it was far less likely for the participants in the AES group and 

particularly those in the CCS group to adopt this strategy, meaning that the Cantonese 

participants was far more cooperative and polite when they performed the task in 

English (in comparison with the AES group) and this level of cooperation and 

politeness was not due to the norm in Cantonese (in comparison with the CCS group). 

This observation, as a matter of fact, is in line with the finding that the CES group 

was far more polite than the AES group and the CCS group in making suggestion (Li 

2010). In addition, this observation is also agreed with a wider observation that 

language learners tend to employ more polite forms than the native speakers of the 

language. 

 

Accepting and rejecting a suggestion 

For making response to a suggestion, there was one general similarity between the 

CES, the AES, and the CCS groups – all three groups employed mostly explicit 

strategies when they accepted but implicit strategies when they rejected a suggestion 

as shown in Figure 3, in which the relative frequency of pragmatic choice in 

responses – explicit acceptance, implicit acceptance, explicit rejection and implicit 

rejection – for each group, i.e. the CES group, the AES group and the CCS group, 

added up to 100 percent. However, in comparative terms, the participants of the three 

groups were somewhat different from each other especially in their strategy of 

rejection. 

 

Figure 3: Relative frequency of pragmatic choice in responses (in percentage). 
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The data indicate the participants showed a high similarity in their pragmatic choice 

in response to suggestion in their L1, but somewhat difference in their L2. It is 

observed that the CCS and the AES groups had a very similar extent in their 

employment of explicit and implicit strategies to accept and reject suggestions. The 

CES group, on the one hand, favoured more explicit strategies to accept suggestions 

(45.46%) than both the AES group (35.37%) and the CCS group (37.5%); and on the 

other hand, favoured less explicit strategies to reject suggestions (10.60%) than both 

the AES group (15.86%) and the CCS group (11.25%). As rejection is a 

face-threatening act, the choice of implicit strategy is clearly in line with the issue of 

over-politeness among the language learners mentioned previously.  

 

In short, the participants of the CES group tended to be over-polite when they 

performed the task in English and this is shown in their reluctant to provide ‘no 

response’ and their adoption of ‘implicit rejection’. In the following paragraphs, we 

will focus on the redressive actions being used to reject a suggestion.  

 

Politeness strategy in rejecting a suggestion 
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The data show that the participants employed seven types of redressive actions to 

reject suggestions, namely giving reason or introducing difficulty, making other 

suggestion, using subjectivizer, asking reason, showing support but, using 

commitment downgrader, and inviting discussion. Table 4 tabulates the strategies 

adopted by the participants in the three groups when they reject their partners’ 

suggestions. 

 

Table 4: Types of redressive actions for rejection 

 AES CES CCS 

Giving reason or introducing difficulty 20 (37.04%) 24 (41.38%) 28 (70.00%) 

Making other suggestion 12 (22.22%) 13 (22.41%) 7 (17.50%) 

Using subjectivizers 8 (14.82%) 14 (24.14%) 2 (5.00%) 

Asking reasons 6 (11.11%) 3 (5.17%) 2 (5.00%) 

Adopting ‘support + but’ 3 (5.56%) 2 (3.45%) 1 (2.50%) 

Employing commitment downgraders 5 (9.26%) 0 (0.00%) 0 (0.00%) 

Inviting discussion 0 (0.00%) 2 (3.45%) 0 (0.00%) 

TOTAL 54 (100%) 58 (100%) 40 (100%) 

 

Giving the reason why one chose to reject a suggestion or introducing the difficulty if 

the suggestion was adopted was a very popular strategy among the participants in the 

CES group (41.34%), the AES group (37.04%) and especially in the CCS group 

(70.00%). Giving reason is considered as a redressive action because the speaker 

indicates that his/her rejection is fact-oriented instead of person-oriented and that it is 

based on a rational decision; for instance 

 

A:  Then we take him to South Head, you know, the Hornby Lighthouse and, 

finally, we will see some native Australian animals in Taronga Zoo. 

B:  I’m not sure about that, I mean the idea of visiting a lighthouse does not 



11 
 

sound exciting to me … besides, he can see a zoo anywhere else in the 

world. 

 

The speaker may try to sound as if s/he is accepting the suggestion but introduces a 

difficulty that they may face if the suggestion is adopted; for instance, particpant A 

planned to borrow a car and show Peter around the city. 

 

   A:  Well, then we’ll get the ferry to Darling Harbour. 

   B:  And go shopping. Peter might need to buy some souvenirs. 

   A:  Yeah, isn’t it pretty? Then we will go to the Opera House. See, that’s perfect. 

   B:  Yes, perfect to you, Dick. Besides the traffic congestion, what about the car? 

 

Making a counter suggestion without rejecting explicitly the original one was in 

general the second popular strategy among the participants in the CES group 

(22.41%), the AES group (22.22%) and the CCS group (17.50%). Making a counter 

suggestion can be considered a redressive action because the speaker avoids an 

explicit rejection, and their partners have to work out the implicature that the original 

suggestions was not preferred by the speaker; for instance, 

 

   A:  Then we’ll head down to North Head and Manly Beach and then visit 

Darling Harbour. 

   B:  Well, I’m actually thinking of South Head and the Hornby Lighthouse and 

Taronga Zoo. 

 

The data show that employing subjectivizer such as I think in rejection response was 

also a very popular strategy among the CES group (24.14%) than the AES group 
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(14.82%). In comparison, the CCS group rarely used it (5.00%). 

 

Instead of directly rejecting a suggestion, the participants might ask their partner the 

reason(s) for the suggestion such as ‘Why Manly?’; ‘What’s so good about Darling 

Harbour?’ etc. In the study, this often commenced a negotiation process of the places 

to visit. This strategy was more popular among the AES group (11.11%) than the CES 

group (5.17%) and the CCS group (5.00%). 

 

Employing the support + but strategy, the participants seemed to support their 

partners’ suggestion, but they immediately raised a concern and pointed out that the 

suggestion did not work due to some particular reason(s)/condition(s) that they had. 

For instance, ‘the zoo will be all right, but …’ This strategy was slightly more popular 

among the AES group (5.56%) than the CES and CCS groups (3.45% and 2.50% 

respectively). 

 

The data show that commitment downgraders such as ‘I’m not sure about that’; ‘I 

don’t know but …’; ‘I’m not sure that is a good idea’ were employed by the 

participants in the AES group (9.26%) but not the other two groups. 

 

In sum, while the participants in the three groups tended to adopt the explicit strategy 

when they accepted the suggestion of their partners, they tended to adopt the implicit 

strategy for rejection. The CES group tended to be extremely cooperative by not 

choosing the strategy of giving no response. They also tended to be over-polite in 

employing more explicit strategies to accept suggestions but less explicit strategies to 

reject suggestions than the other two groups. When rejecting suggestions, the most 

common strategy for the three groups was giving reason or introducing difficulty. 
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Making a counter suggestion was also a popular strategy. However, the CES group    

had a greater preference toward the employment of subjectiviers than the other two 

groups. The strategy of downgrader was not employed by the CES group; however, it 

is not clear whether it was due to be a lack of English proficiency or to be affected by 

their L1 preference. In the following section, we will investigate the association 

between the pragmatic strategy of response and the politeness strategy of the 

suggestion. 

 

Pragmatic strategy of response and politeness strategy of the suggestion 

First of all, we examined whether the subjects adopted an ‘explicit’ or ‘implicit’ 

strategy to accept or reject a suggestion was affected by the politeness strategy 

adopted by their partners in the making of suggestion. The politeness strategy of 

making suggestion was categorized into four groups: (1) without redressive actions; 

(2) grounders; (3) upgraders; and (4) downgraders. The category ‘without redressive 

actions’ refers to the situation in which the suggestions are made with the strategy of 

‘bald on record’, i.e. no attempt has been made to lessen the face-threatening act of 

making suggestion. Grounders refer to any reasons, explanations or justifications that 

the speaker gives for his/her suggestion such as I’m sure he’ll have an exciting time. 

Upgraders include repetitions (e.g. That will be great.), lexical uptoners (e.g. great, 

actually), and commitment indicators (e.g. definitely). Downgraders or downgrading 

commitments are modifiers that the participants use to minimize the degree of his/her 

commitment to a suggestion. They include phrasal downgraders such as subjectivizer 

(e.g. I think, I reckon), cajolers (e.g. you know, you see), appealers (e.g. all right?), 

and syntactic downgraders (e.g. would be). 

 

These four groups were tabulated with the ‘explicit’ or ‘implicit’ to ‘accepting’ or 
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‘rejecting’ a suggestion as shown in Figure 5. In this figure, the percentage of those 

pragmatic strategies of response, i.e. explicit acceptance, implicit acceptance, explicit 

rejection and implicit rejection, towards each politeness strategy of suggestion, i.e. no 

redressive action, grounders, upgraders and downgraders, added up to 100 percent.  

 

Figure 5: Pragmatic strategy of response and politeness strategy of the suggestion (in 

percentage) 

 

The data show that the CES and AES groups exhibited different patterns to accept and 

reject suggestions. For accepting suggestions, the participants of the CES group 

clearly accepted those suggestions without any redressive action only in an implicit 

way; however, for those suggestions made with grounders, upgraders and 

downgraders, they accepted them in an explicit way. In contrast, the participants of 

the AES group clearly accepted those suggestions with upgraders only in an implicit 

way; but for those suggestions made with no redressive action, grounders and 

downgraders, they accepted them in both explicit and implicit ways though the former 

was more frequent than the latter. 

 

In other words, while both the CES and AES groups preferred the strategy of using 
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redressive actions to bald on record, i.e. without any redressive action, in making 

suggestions (Li 2010:609), the CES group was clearly not too keen to accept a 

suggestion made without any resdressive action explicitly (0.00%) than the AES 

group (31.82%). Even the CES group had to accept bald on record suggestion for the 

reason either the suggested place was also the one s/he was instructed to show his/her 

pen-friend or s/he made compromise in the negotiating process, the participants did 

not welcome the suggestion explicitly (0.00%). Instead, they accepted it in an implicit 

way (26.67%). In comparison, the AES group seemed to be more task-oriented as they 

preferred to accept the suggestion explicitly (31.82%) to implicitly (13.64%) in the 

same context. 

 

For rejecting suggestions, on the other hand, the participants of the CES group were 

clearly more inclined to reject those suggestions with no addressive action and 

downgraders in an implicit way, but to reject those with grounders in an explicit way. 

In contrast, such a preference did not exist among the participants of the AES group.  

 

Grounders were the most popular external redressive actions for both CES and AES 

groups, accounting for 70.97% and 84.21% respectively among all categories of 

external redressive actions employed by these two groups. There is no obvious reason 

why the CES group comparatively tended to reject suggestions with grounder 

explicitly. But among the redressive actions of making suggestion, ‘grounder’ is a 

strategy through which the speaker indicates explicitly the rational base of his/her 

suggestion. To reject such a suggestion, the participants of the CES group were ready 

to start a process of negotiation. It is noted that there is a tendency for the L2 learner 

to make their intention more explicit (Li 2010). To indicate their intention more 

clearly, the CES group thus adopted an explicit way to reject suggestions with 
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grounder.  

 

Pragmatic strategy of response and directness of the suggestion 

Apart from politeness strategy, we also analyse whether there is a correlation between 

the pragmatic strategy of response and the directness of the suggestion. Following 

Blum-Kulka’s discussion on the role of conventionality in indirectness (1989:37-70), 

Li (2010) adopted Blum-Kulka’s discussion on the role of conventionality in 

indirectness (1989:37-70) and categorised three main levels of directness: direct 

strategies, conventional indirect strategies and non-conventional indirect strategies. 

The direct level includes strategies that realize the act of suggestion by utterance in 

which the speakers’ intentions are syntactically marked. The conventional indirect 

level includes strategies where the realization of the act depends on the reference of 

the context but their syntactic structures are conventionalized in the language. Lastly, 

the non-conventional indirect level includes all the other indirect strategies but their 

syntactic structures are not conventionalized. Adopting the Cross-cultural Speech Act 

Realization Project (CCSARP) scheme (Blum-Kulka 1989), the three levels of 

directness were further classified into seven syntactic categories, namely mood 

derivable, (explicit and hedge) performative, obligation statement, want statement, 

suggestory formula, preparatory, and (strong and mild) hints. Mood derivable refers to 

the syntactic strategy in which the grammatical mood of the utterance signals the 

illocutionary force. Performative refers to the strategy in which the illocutionary force 

is explicitly named in the utterance. While pure statements, obligatory statements, 

inclination statements and ability statements are statements upon which the 

illocutionary force is indicated in the utterance by semantic means. A pure statement 

is simply a positive or negative statement without any modal verb or adverbs to 

indicate the speaker’s personal assessment on the proposition expressed in the 
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statement. In an obligation statement and inclination statement, the subject’s 

obligation and inclination to perform the act referred to in the proposition is stated in 

terms of different value of modality. In an ability statement, on the other hand, the 

subject’s ability to perform the act referred to in the proposition is stated. Query 

preparatory refers to the strategy in which a preparatory condition for performing the 

suggestion is referred to. Suggestory formula refers to the syntactic form in which the 

illocutionary force is indicated by a semantic formula expressing a suggestion. It can 

be a declarative or an interrogative. Hint refers to the syntactic strategy in which the 

illuocutionary force has to be inferred from the context. It can take the form of 

declarative or interrogative. 

 

Figure 6: Various strategies at the three levels of directness 

 

 

 

 

 

 

 

 

These seven syntactic strategies were tabulated with the ‘explicit’ or ‘implicit’ to 

‘accepting’ or ‘rejecting’ a suggestion as shown in Figure 7. In this figure, the 

percentage of those pragmatic strategies of response, i.e. explicit acceptance, implicit 

acceptance, explicit rejection and implicit rejection, towards each level of directness 

of suggestion, i.e. direct, conventional indirect and non-conventional indirect, added 

up to 100 percent.  
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Figure 7: Pragmatic strategy of response and levels of directness of the suggestion (in 

percentage) 

 

 

The data also show that the CES and AES groups exhibited somewhat different 

patterns to accept and reject suggestions. For accepting suggestions, the participants 

of the CES group accepted those conventional indirect suggestions and 

non-conventional indirect suggestions only in an explicit way but not in an implicit 

way; however, for those direct suggestions, they accepted them in both explicit and 

implicit ways, though the preference was the explicit way. In contrast, the participants 

of the AES group clearly accepted those non-conventional suggestions only in an 

implicit way; but for those direct and conventional indirect suggestions, they accepted 

them in both explicit and implicit ways and the preference towards the explicit way 

was not as clear as the CES group. In other words, the participants of the CES group 

would like to make their intention clearly in accepting suggestions – only for those 

suggestions which were made in a direct way that they would accept implicitly; 

otherwise, they preferred to accept explicitly because such doing could fulfill both 

their desire to be polite and to be explicit. Such finding is in fact in line with the 

previous observation that L2 learners tend to make their intention more explicit.  
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For rejecting suggestions, on the other hand, the participants of the CES group were 

clearly more inclined to reject those direct and conventional indirect suggestions in an 

implicit way. In contrast, the extent of such a preference was comparatively not that 

significant among the participants in the AES group. In comparison with the AES 

group, the CES group would consider the rejection of a suggestion such a 

face-threatening act that they preferred to do it implicitly to explicitly. 

 

CONCLUSION 

This study analyzed the syntactic structures and pragmatic strategies of giving 

responses to others’ suggestion among young Cantonese speakers and Australian 

speakers. It is found that the three groups – Cantonese speakers of English (CES), 

Australian speakers of English (AES) and Cantonese speakers of Cantonese (CCS) – 

showed a high degree of similarity. All three groups employed the explicit strategy 

when they accepted the suggestion of their partners and adopted the implicit strategy 

when they rejected their partners. Only when they rejected the others’ suggestions did 

they show some differences.  

 

While the AES and CCS groups had a very similar extent in their employment of 

explicit and implicit strategies to accept and reject suggestions, the CES groups 

favoured more explicit strategies to accept suggestions but less to reject suggestions. 

Such observation is in line with the issue of over-politeness among the language 

learners performing the task in their L2. As a matter of fact, such expectation of the 

politeness affected their response to accept a suggestion made without any addressive 

action. Unlike the AES group, the CES group was clearly not too keen to accept a 

suggestion made without any resdressive action explicitly. Furthermore, the CES 
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group would consider the rejection of a suggestion such a face-threatening act that 

they preferred to do it implicitly to explicitly than the AES group. 

 

There were other differences between the CES group and the other two groups. This 

group tended to be more cooperative by their reluctance to give no response. In 

addition, they also tended to make their intention more explicit through adopting an 

explicit way to reject suggestions with grounder, and also to accept implicitly those 

suggestions which were made in a direct way. 

 

Due to the smallness in scale, this study can only be treated as an exploratory one. In 

fact, each research question, as well as some sections, of this paper could be 

elaborated into a separate and in-depth study. More work might be done to investigate 

how second language learners acquire pragmatic competence in directness and 

politeness aspects. It is hoped that this paper can become our starting point for further 

research and ultimately contribute to this field. 

 

It has been noticed that foreign language learners are obliged to speak a 

‘superstandard English’ which native speakers rarely use (Schmidt & McCreary 1977), 

and that they are expected to be ‘hypercorrect’ in both grammatical and pragmatical 

aspects (Thomas 1983). The present study indicates that they also tended to be too 

polite, as well as too cooperative, at the pragmatic level. Like Li (2010), the 

observations in this study calls for the use of authentic language materials related to 

daily life with a focus on functional skills and the development of the metapragmatic 

ability of student (Sharwood Smith 1981): the ability to analyze language use in a 

conscious manner in the English classroom in Hong Kong. It calls for more research 

to investigate how learners acquire pragmatic competence as well as how pragmatic 
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competence can be taught in the language classroom. 
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Abstract 
This paper reports on a study that looked at how much time was being used for mathematics 
instruction in 172 classrooms from 74 elementary schools. These schools were from eight 
suburban and rural school districts in a western U.S. state, and they proportionally represented 
the range from low to high socioeconomic levels across the districts. The classrooms that were 
part of the study were fairly evenly split among kindergarten through sixth grade. Observers 
used an observation instrument to record, label, and describe instructional activities observed 
during an entire school day as well as the duration of each of the activities. These classrooms 
were all observed during one week with the observations spread out relatively evenly from 
Monday through Friday. Analyses of these observations showed that the average number of 
minutes spent in mathematics instruction across the grades K-6 for these classes was 54.14. 
There was a significant difference in the amount of time in kindergarten and 1st grade compared 
to grades 2-6. There was also a significant difference in the amount of time spent in mathematics 
instruction between kindergarten and 1st grade. The analyses indicated no significant difference 
in mathematics instruction time by the day of the week. 
 
Purpose of the Study 

 The purpose of this study was to look at how much time is spent in mathematics 

instruction in elementary schools and to see if there is any difference in the amount of time by 

grade and by day of the week. 

Background/Rationale 

Mathematics instruction has always been considered a core and important part of 

elementary school instruction. Many studies show that students from the United States are not 

performing as well in mathematics as are students from some other countries (Kloosterman & 

Lester, 2004), and some have suggested that more time spent in mathematics instruction in the 

elementary school would address that problem and lessen that achievement gap (NCTM, 2000). 



Additionally, according to a report released by the Center on Educational Policy, the majority of 

the U.S. school districts have increased the time spent on math and reading in elementary schools 

since the No Child Left Behind Act became law in 2002, while most of them have cut back on 

the time spent on other subjects (Curriculum Review, 2008). However, accounts such as these 

only detail the time schools and districts report spending in mathematics instruction and are not 

empirical studies that calculate the time that is actually spent. This study is an attempt to obtain a 

sample of actual time that is spent on mathematics instruction in elementary schools.  

Methodology 

 A qualitative design was employed to inform the questions related to this study. 

Observation methods were used in elementary classrooms.   

 Setting. The setting for this study was eight suburban and rural school districts in a 

western U.S. state. A proportional sample of 74 schools was selected to represent the enrollment 

in eight districts, with 22 schools chosen from the largest district and 20, 13, 9, 4, 4, 1 and 1 from 

the others. This sample also represented proportionally the range from low to high in 

socioeconomic levels across the districts. 

 Participants. From within the selected schools, a stratified, random sample of 172 

kindergarten through sixth-grade teachers were observed. The sample represented the population 

of all K-6 teachers across these eight school districts; thus more teachers were observed in the 

larger districts. Participants also represented a proportional sample of teachers by grade level 

across these districts. Accordingly, 23 were kindergarten teachers, 27 taught first grade, 26 

taught second, 21 third, 24 fourth, 23 fifth, and 23 sixth grade. Five classrooms included a 

combination of grade levels—one 2nd/3rd, one 3rd/4th, one 4th/5th, and two 5th/6th. 



All participants were public school teachers in regular education classrooms employed 

full time in their school districts. Written consent was obtained from all participants. Each of the 

172 teachers was given a written survey to complete and return by mail, asking for demographic 

information. Of the selected teachers, 63 percent (n = 112) returned the questionnaire; 90 percent 

of them were female, 6 percent were male, and 4 percent did not mark gender. Concerning 

education, 73 percent held bachelor’s degrees, and 24 percent held master’s degrees. One teacher 

held a doctoral degree, one had an education specialist degree, and one teacher did not report a 

degree. Concerning professional endorsements, 85% reported holding endorsements with the 

majority being in the areas of English as a second language, early childhood, and math.  

The teachers also reported the number of years they had taught. Six provided no 

response. The range of teaching experience spanned from one year to forty, with the average 

being twelve years. Approximately half of the teachers were 45 years or older. Only six teachers 

were younger than 25 years old. Eight teachers did not report their age. The large majority of 

teachers were white, with less than one percent from minority groups. 

Measure. An observation instrument was developed by the researchers to address the 

research questions. This instrument consists of a series of boxes in which observers labeled and 

described instructional activities, as well as indicating the duration of the activities and the 

number of students involved. After a draft of the instrument had been completed, researchers 

field tested it individually in several classrooms and made revisions based on their experiences 

using it. Researchers then prepared observation instructions that were used in training all 

observers. The instructions contained guidelines for how to conduct observations, as well as 

definitions and examples of typical classroom instructional practices and procedures observers 

would likely see in elementary classrooms. 



One hundred ninety-four teacher candidates attending two large universities within the 

boundaries of the eight school districts completed the observations. Pairs of students observed in 

17 classrooms to establish inter-rater reliability (Cohen’s alpha of .95), for a total of 172 teachers 

observed. Observers were all elementary education majors in their senior year who were in their 

last semester prior to student teaching or completing an internship. The teacher candidates were 

enrolled in a variety of methods courses, including a required practicum at an elementary school.  

One of the researchers at each university provided a 90-minute training session during a 

regular class period for all sections of a literacy course. All training sessions followed the same 

format—explanation of the study objectives, description of the observation instrument, practice 

with the instrument using video clips of classroom instruction, assessment using a video clip, and 

explanation of instructions and procedures to follow on the observation day. On the assessment 

video clips, an 85% level of agreement was achieved among the 194 observers. Observers were 

then assigned specific classrooms, days, and times to complete their observations.  

Procedures. Permission was granted by all school districts to complete observations. 

Prior to data collection, all teachers were sent a letter informing them of their selection to 

participate in the study. They were told that observers would record a general distribution of time 

and practices in their classrooms. They were also given the day the observation would occur. If a 

selected teacher was absent, another teacher in the school was randomly chosen to participate. 

All observations were completed during a one-week period in the late fall of the school year. To 

represent a full week of instruction, 36 of the teachers were observed on Monday, 37 on 

Tuesday, 36 on Wednesday, 34 on Thursday, and 27 on Friday.  



Observers were instructed to refrain from participating in the class or helping individual 

students. If the class left the room for other activities (e.g., library, computer lab, P.E.), observers 

remained with the students to record instruction the group received.  

 Data Analysis. While some results are reported for grade levels, for this analysis, data 

were not compared by district or by school—all data were examined as a unit. Observation data 

were analyzed quantitatively to calculate the average number of minutes spent in mathematics 

instruction for each grade. Information from the observation instruments was entered into an 

Excel document for analysis. These data were used to identify whether teachers had been 

observed demonstrating any aspect of mathematics or not. Some of the kindergarten classes in 

the study were full day; others were half day, but the all the teachers in the study who taught 

half-day kindergarten taught both a morning and afternoon session. Therefore, the time spent in 

mathematics instruction for was totaled for the two sessions for those teachers. Minutes per 

activity for classes with combinations of grade levels were assigned to the higher of the two 

grade levels. For example, minutes recorded for a 4th/5th combination class were combined with 

minutes for all fifth grade classes. When activities were observed as centers during mathematics, 

the total time spent on center work was divided by the number of centers, including the group 

meeting time with the teacher. Total minutes and averages for each aspect of teaching 

mathematics were then calculated.  

 Additionally, the variance of the total number of minutes spent in mathematics 

instruction in each class observed was analyzed by grade level and by day of the week using 

ANOVA’s. Four ANOVA tests were performed. The first was to compare all seven grades. It 

was hypothesized that the amount of time spent in kindergarten and possibly 1st grade might be 

significantly different from the amount of time devoted to mathematics instruction in the other 



elementary grades, therefore two more ANOVA’s were run—one analyzing the variance for 

grades 1-6 and the other analyzing the variance for grades 2-6. A t-test for independent means 

was used to determine whether there was a statistically significant difference in the time spent in 

mathematics instruction between kindergarten and first grade. Finally, because some of the 

school districts that were part of the study had early-out days on either Monday or Friday, the 

researchers were interested in knowing if that made a difference in the amount of time that was 

spent in mathematics instruction. Therefore, the fourth ANOVA was used to analyze the 

variance in minutes devoted to mathematics instruction by day of the week.  

Results 

 The average number of minutes devoted to mathematics instruction in the elementary 

classrooms studied was 54.14. The average number of minutes spent in mathematics instruction 

by grade level can be seen in Table 1. In general, the number of minutes increased as the grades 

got higher, although the change was slight between some grades. The only case where the 

average number of minutes did not increase over the previous grade was in fifth grade where the 

average time was a little over two minutes less than the average time for fourth grade. The 

average minutes ranged from 23.26 in kindergarten to 67 in 6th grade. There were seven classes 

in which no time was observed in mathematics instruction—three in kindergarten, two in 1st 

grade, and two in 2nd grade. There were also six additional kindergarten classes where the time 

spent in mathematics instruction was 10 minutes or less. 

Table 1 
Average Time Spent in Mathematics Instruction by Grade 
 

 K 1st 2nd 3rd 4th 5th 6th 
Average 

Time 23.26 46.78 56.77 60.55 63.04 60.67 67.00 

N n=23 n=27 n=26 n=22 n=25 n=24 n=25 
 



 Table 2 shows the results of the ANOVA testing the variance in the amount of time spent 

in mathematics instruction across grades K-6. This test indicated a significant difference in time 

across the grade span, F(6,171)=10.03, p<0.05. In fact, the p value derived from this ANOVA 

was extremely small (0.00000000194). 

Table 2 
Analysis of Variance of Time Spent in Mathematics Instruction across Grades K-6 
 
Source of 
Variation SS df MS F P-value F crit 

Between 
Groups 31588.22645 6 5264.704408 10.02969597 1.94463E-09 2.15391065 

Within 
Groups 86610.42471 165 524.9116649    

       

Total 118198.6512 171     

 
 Table 3 shows the results of the ANOVA analyzing the variance across grades 1-6. This 

analysis was done because it was hypothesized that the time devoted to mathematics instruction 

in kindergarten would be significantly different from the time spent in the other grades. This test 

showed that even without kindergarten, there was a significant difference in time across the other 

grades, F(5,148)=2.34, p<0.05. However, this time the p value was 0.044, not nearly as small as 

the p value in the previously noted ANOVA. 

Table 3 
Analysis of Variance of Time Spent in Mathematics Instruction across Grades 1-6 
 
Source of 
Variation SS df MS F P-value F crit 

Between 
Groups 6272.694634 5 1254.538927 2.341596707 0.044515529 2.277490246 

Within 
Groups 76613.98993 143 535.7621673    

       

Total 82886.68456 148     

 



 Table 4 shows the results of the ANOVA analyzing the variance across grades 2-6. This 

test was run because the researchers were also interested in learning if the amount of time used 

for mathematics instruction in kindergarten and first grade was significantly different from the 

time in grades 2-6. In other words, they were interested to see if there was a significant 

difference in the amount of time devoted to mathematics instruction once students entered 

second grade until they completed sixth grade. Because it was hypothesized that a large amount 

of time is typically devoted to reading and other literacy instruction in first grade, it was further 

hypothesized that it may not be until second grade when the amount of time devoted to 

mathematics instruction became more typical compared to the other elementary grades. This 

ANOVA showed that there was not a significant difference in the amount of time used for 

mathematics instruction from grades 2-6, F(4,121)=0.70, p>0.05. 

Table 4 
Analysis of Variance of Time Spent in Mathematics Instruction across Grades 2-6 
 
Source of 
Variation SS df MS F P-value F crit 

Between 
Groups 1422.184933 4 355.5462333 0.70431034 0.590538137 2.449202108 

Within 
Groups 59063.32326 117 504.8147287    

       

Total 60485.5082 121     

 
The t-test that was used to compare mathematics instruction time in kindergarten versus first 

grade showed that there was a significant difference, t(48)=2.01, p<0.01. In Table 2, it can be 

seen that the average time spent in kindergarten (23.26 minutes) was about half has much as the 

average time in first grade (46.78). Therefore, it can be surmised that the amount of time devoted 

to mathematics instruction in first grade is significantly greater than the amount of time devoted 

in kindergarten.  



 Table 5 shows the average time spent in mathematics instruction by day of the week. The 

time by day of the week ranged from a low of 47.97 (Wednesday) to a high of 58.25 (Monday)—

a range of 10.28 minutes. Table 6 shows the results of the ANOVA run to analyze the difference 

Table 5 
Average Time Spent in Mathematics Instruction by Day of the Week 
 
 Monday Tuesday Wednesday Thursday Friday 
Average Time 58.25 51.38 47.97 56.53 56.11 

N 36 37 36 34 27 

 
In the amount of time devoted to mathematics instruction by day of the week. This analysis was 

done because knowing that some of the school districts in the study had early-out days on either 

Monday or Friday, the researchers were interested to know if the shortened day made a 

difference in the amount of time. The analysis did not indicate that there was a significant 

difference in time spent in mathematics instruction by day of the week, F(4,169)=0.92, p>0.05.  

Table 6 
Analysis of Variance of Time Spent in Mathematics by Day of the Week 
 

Source of 
Variation SS df MS F P-value F crit 

Between 
Groups 2548.531938 4 637.1329845 0.915982778 0.456072753 2.426438156 

Within 
Groups 114769.5622 165 695.5731041    

       

Total 117318.0941 169     

 
Discussion 

 Summary of Findings. The average time devoted to mathematics instruction in the 

elementary classrooms studied was 54.14 minutes. There was not a significant difference in the 

amount of time from second grade through sixth grade. There was, however, a significant 

difference when kindergarten and first grade were included in the analyses. There was also a 



significant difference in the amount of time between kindergarten and first grade with the 

average time spent in first grade a little more than twice the average time spent in kindergarten in 

the classes observed. There was not a significant difference in the amount of time spent in 

mathematics instruction by day of the week.  

 Implications. The results of this study may be gratifying for some who are pleased that 

the schools studied averaged almost an hour of mathematics instruction per day. There may be 

others who would not consider that enough time to teach this core subject and could use these 

results to advocate for more time. This study may also indicate that more time should be spent in 

kindergarten and perhaps first grade in mathematics instruction, but there may be those who 

think the average time found in this study is appropriate given the age and developmental levels 

of children in kindergarten and first grade. Some might also think it is appropriate given the 

importance of building a strong foundation in literacy in those grades. 

 Limitations. One major limitation of this study is that observers spent only one day in 

each classroom. However, the large number of classrooms  (n=172) observed helps compensate 

for that limitation. Also important to note is that the number of classrooms observed for each of 

the grades K-6 was similar and that observations occurred throughout one entire week. 

 Similarly, this study may underestimate or overestimate the amount of instruction 

occurring in mathematics because observations were not spaced throughout the year. If 

observations had been completed in the same classrooms for more than one day and at different 

times during the year, a more accurate picture of the time spent in mathematics instruction might 

have been obtained. 

 Another limitation is the large number of different observers used, which possibly led to 

a large variety of perceptions. An attempt to control this potential problem included training all 



the observers and having two observers assigned to some of the classrooms to establish inter-

rater reliability. In addition, the observers’ activity labels were not taken at face value. 

Researchers analyzed the descriptions to ensure that proper activity labels were applied 

consistently.  

 Next Steps and Suggestions for Future Research. The next step for this research will 

be to carefully analyze what is being done in the classrooms during the time that is considered 

mathematics instruction. More important than how much time is being used in the classroom is 

how that time is used, since certain practices are considered by many to be more effective than 

others (NCTM, 2000). It would be interesting to compare how much mathematics instruction 

time is taken with direct instruction and drill and practice compared to inquiry or conceptually-

based instruction.  

 Another suggestion for further analysis would be to see if there are any difference in the 

amount of time devoted to mathematics instruction by school category (SES level, rural vs. urban 

vs. suburban, etc.). It also may be interesting and informative to compare the averages by SES 

level of the schools, as averages by years of experience of the teachers, and as averages by 

education and endorsements of the teachers. It would also be interesting to compare the time 

spent in mathematics instruction with the time spent in reading/literacy instruction. 
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Standard English and its Variants: Transformative Discourses of Pre-Service Teachers 
 

Background: The researchers initiated this pedagogical applied linguistics study to examine 
issues of language and educational equity for minoritized and working class students who speak 
a variation of Standard English. This project grew out of our own reflections on ways to inform 
and change teacher practice. 
 
Focus of Study: This qualitative study examines the language ideologies, beliefs, and discourses 
of pre-service secondary content area teachers regarding the experiences of students who speak a 
variation of Standard English. Researchers facilitated a pedagogical applied linguistics project 
with undergraduate and graduate pre-service teachers. During the project, pre-service teachers 
engaged in the following activities: read “Obituary” by Yamanaka (1996) and shared their 
responses in literature discussion groups; participated in an activity that placed them in the role 
of English Learners and discussed their experiences; and completed an anonymous retrospective 
survey assessment. Researchers studied whether a shift occurs in the thinking and beliefs of pre-
service teachers after participating in these activities. 
 
Researchers used data from in-class discussions and post-lesson survey assessments of 113 
predominantly European-American university students. Researchers employed critical discourse 
analysis to analyze the students’ perceptions of teaching and learning in a culturally and 
linguistically diverse classroom environment. Preliminary findings indicate that pre-service 
teachers’ own language ideologies shaped their discourse throughout the project. Findings 
indicate a re-languaging of discourse, transformational meta-awareness, and evidence of 
resistance. 
 
Research Objectives:  
The following research objectives guided our inquiry: 

 Examine the language ideologies of pre-service teachers towards English Learners and 
students who speak a variation of Standard English. 

 Determine whether a shift occurs in the thinking and beliefs of pre-service teachers after 
participating in a lesson on language and learning. 

 Inform and change classroom practices. 
 
Setting: The study presented in this paper took place at a large university in the Southwestern 
United States. Pre-service teachers were enrolled in a course on content area literacy for 
culturally and linguistically diverse students. The study took place over three semesters of 
undergraduate courses and two summer graduate sessions. 
 
Research Design: The study was framed using a critical lens with an action agenda that “may 
change the lives of participants, the institutions where they live and work, or even the 
researchers’ lives” (Creswell, 2007, p. 21). For purposes of this study, our action agenda for 
change involves pre-service teachers and their future impact classrooms where they develop 
relationships with culturally and linguistically diverse children and parents. The lesson was 
strategically taught at the beginning of the semester, which provided greater opportunities for 
students’ continued reflection throughout the course.  
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Data sources included students’ comments collected on chart paper and their post-lesson survey 
results. Researchers analyzed the data using critical discourse analysis and categorized the data 
according to emerging themes such as the role of the teacher and cultural diversity. Data analysis 
is ongoing, as we continue to ask questions of our data and refine categories and emerging 
themes. 
 
Expected Outcomes: The comments of pre-service teachers indicated that this lesson lived on in 
their minds. A number of students continued to connect their learning in this lesson to other 
course readings and reflections throughout the semester. Glesne (2006) states that “critical, 
feminist, and action research promise to contribute much to the researched community as well as 
to the larger society” (p. 17). Glesne’s statement expresses our intent to impact teacher-student 
relationships in ways that respect and value the cultural and social capital of students and their 
families who speak a variation of Standard English.  
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INTRODUCTION 
 

This paper describes research and development related to a professional development 
project, Developing Algebra Resources for Teaching (DART)1, supporting teacher teams 
to develop educative curriculum materials for algebra topics identified as challenging to 
teach or tough to learn (Dick & Burrill, 2009). The project focus is to extend and enrich 
teacher content knowledge for such topics in Algebra I by providing resources and 
opportunities for participants to research and develop materials, integrate technology, 
share experiences using the materials, and discuss student learning by examining samples 
of student work. The mathematics that students are expected to learn is central to all 
aspects of the project. 
 
It is widely accepted that algebra is the gatekeeper course for a successful transition to 
secondary mathematics courses, higher education opportunities, and career options. 
Students need algebra for more advanced mathematics course work in high school (Evan, 
Gray, & Olchefske, 2006). Robert Moses and Charles Cobb (2001) compare those who 
are not algebraically literate to individuals in the Industrial Age who could not read and 
write. The RAND report (2002) proposes that algebra should be a fundamental focus 
because algebra functions as a language system for ideas within mathematics, thereby 
serving as the foundation for all branches of mathematics. 
 
The goals and objectives of DART are to: 
● provide effective professional development in algebra; 
● increase participants’ Content Knowledge for Teaching (CKT), which includes the 

knowledge and ability to analyze student thinking and thereby impact student 
learning; 

● create and pilot replacement instructional modules for an Algebra I course, along with 
supporting teacher materials that explicate student tasks and activities; 

● integrate technology into the instructional modules; 

                                                 
1This paper is a result of work completed by Project DART, Developing Algebra Resources for 
Teaching, funded by the Hawai‘i State Department of Education with Math Science Partnership 
Funds. 
 
 



 

 

● engage participants in purposeful planning and form professional learning 
communities; 

● pilot the student materials and observe partner teachers’ pilot classes to review the 
materials for possible revision. 

 
In the 2010–2011 school year, DART activities consisted of (a) a one-day algebra 
conference, (b) three whole-day professional development sessions during the academic 
year, and (c) a five-day summer professional development institute. Implementation work 
in progress for 2011–2012 will involve three whole-day sessions in addition to the 
piloting of tasks in participants’ classrooms. The process and outcomes of this project are 
presented in this paper. 
 

EDUCATIVE CURRICULUM MATERIALS 
 

Curriculum materials for Grades K through12 intended to promote teacher learning in 
addition to student learning are referred to as educative curriculum materials (ECM) 
(Davis & Krajcik, 2005). Teacher learning involves building and integrating one’s 
knowledge base about content, teaching, and learning; developing the ability to apply that 
knowledge in real time to make instructional decisions; participating in the discourse of 
teaching; and becoming enculturated into, and engaging in, a range of teacher practices. 
Teacher learning is situated in teaching practice including classroom instruction, 
planning, lesson modification, assessment, and collaboration with colleagues. The 
curriculum materials created must be accurate, complete, and coherent in terms of 
content; and effective in terms of pedagogy with good representations of content, a clear 
purpose for learning it, and multiple opportunities for students to explain their ideas. 
 
All learners, including teachers, can benefit from understanding the contexts of their 
instruction. Rather than merely providing “guidelines” for teacher actions, educative 
curriculum materials can provide teachers with insights about the ideas underlying the 
tasks and choices made for student activities (Remillard, 2000). Educative materials 
should educate teachers while promoting their autonomy (Shkedi, 1998). 
 

THE ECM DEVELOPMENT PROCESS 
 
Project participants were recruited from an algebra conference in Fall 2010 where the 
focus was on tough to teach, tough to learn topics. Secondary mathematics teachers from 
seven schools formed learning communities to develop Algebra I modules, including the 
use of appropriate technology, to inform pedagogy and teacher knowledge beyond their 
textbook materials. During Spring 2011, participants began by engaging in activities to  
deepen their own understanding of key algebra concepts and the Common Core State 
Standards (2010). They identified topics related to proportional reasoning, algebraic 
reasoning, and rate of change and linearity as important, yet difficult, concepts for them 
to teach or for students to learn in a beginning algebra course. These were similar to 
topics identified in the fall conference in the keynote address by Gail Burrill. Teachers 
were introduced to the TI-Nspire Teacher Software, with special attention to software and 
materials that can be used for teaching algebra. Over a five-day period in Summer 2011, 



 

 

the participants organized into eight teams of 2 to 5 teachers and closely examined their 
curriculum, other resource materials, and the Common Core State Standards on 
mathematical practices and content. They researched relevant literature, including 
technology and online resources, to develop materials for their chosen topics. 
 
Gilbert (2009) adapted the Nine Design Heuristics for Educative Mathematics 
Curriculum Materials from Davis & Krajcik (2005) to give a framework for using ECM 
in mathematics curriculum work.  His framework was distributed to participants and 
discussed by project staff to provide guidance in the development of materials. These 
heuristics relate to methods that encourage learners (teachers, in this case) to discover 
solutions for themselves. These heuristics are focused, intentional, and adaptive and 
provide a valuable foundation for our work. The heuristics, discussed below, are divided 
into three categories: Teacher Content Knowledge, Pedagogical Content Knowledge, and 
Mathematics Content Knowledge.  
 
Design Heuristics for Teacher Content Knowledge  
Design Heuristic 1: Supporting teachers in engaging students with important 
mathematical topics at an appropriate level through meaningful tasks: 

Curriculum materials should provide teachers with productive tasks that make the 
mathematics accessible to students as well as rationales for why these activities are 
mathematically and pedagogically appropriate.  
Curriculum materials should help teachers adapt and use these experiences with their 
students, for example by making recommendations about which tasks are most 
important and which can be structured for students to conduct themselves and which 
might be more successful as demonstrations. Curriculum materials should suggest 
and help teachers think about productive sequences for activities.  

Design Heuristic 2: Supporting teachers in using multiple representations of the 
mathematics:  

Curriculum materials should provide appropriate instructional representations of 
mathematics (e.g., tables, graphs, models, diagrams) and support teachers in 
adapting and using those representations, for example by noting areas that could 
potentially lead to inaccuracies with regard to the mathematics content. Curriculum 
materials should be explicit about why a particular instructional representation is 
mathematically and pedagogically appropriate and what misunderstandings it might 
promote if used improperly. The curriculum materials should help teachers 
determine the most salient features of an instructional representation.  

Design Heuristic 3: Supporting teachers in anticipating, understanding, and dealing with 
students’ ideas about mathematics: 

Curriculum materials should help teachers recognize the importance of students’ 
ideas and help teachers identify likely student ideas within a topic. Curriculum 
materials should help teachers gain insight into how they might be able to deal with 
the ideas in their teaching, for example by giving suggestions for potential 
mathematical connections.  
 

Design Heuristics for Pedagogical Content Knowledge in Mathematics  
Design Heuristic 4: Supporting teachers in engaging students by questioning: 



 

 

Curriculum materials should provide driving questions for teachers to use to frame a 
unit and should help teachers identify questions that they can use with their students, 
including focus questions for guiding a class discussion. Curriculum materials 
should help teachers understand why these are mathematically and pedagogically 
productive questions. Curriculum materials should help teachers engage their 
students in asking and answering their own questions, by providing suggestions of 
productive questions and ideas about how to guide students toward those or other 
productive questions.  

Design Heuristic 5: Supporting teachers in engaging students with collecting and 
analyzing data: 

Curriculum materials should provide teachers with approaches to help students 
collect, compile, and understand data and observations. The curriculum materials 
should help teachers understand why the use of evidence is so important in 
mathematical reasoning, and help them adapt and use these approaches across 
multiple representations.  

Design Heuristic 6: Supporting teachers in engaging students in designing investigations 
into mathematical topics: 

Curriculum materials should help teachers recognize the importance of sometimes 
having students design their own investigations. Curriculum materials should 
provide guidance for how teachers can support students in doing so, by providing 
ideas for appropriate designs and suggestions for improving students’ inappropriate 
designs (Stiggins, 1997).  

Design Heuristic 7: Supporting teachers in engaging students in making explanations 
based on mathematics concepts: 

Curriculum materials should provide clear recommendations for how teachers can 
support students in making sense of data and generating explanations based on 
evidence that the students have observed and justified by mathematics that they have 
learned. The supports should include rationales for why engaging students in 
explanation is important in mathematics and why these particular approaches for 
doing so are mathematically and pedagogically appropriate.  

Design Heuristic 8: Supporting teachers in promoting mathematical communication: 
Curriculum materials should provide suggestions for how teachers can promote 
productive communication among students and teachers in conversations. The 
curriculum materials should provide rationales for why particular approaches for 
promoting communication (e.g., class discussions, student presentations) are 
mathematically and pedagogically appropriate.  
 

Design Heuristic for Mathematics Content Knowledge  
Design Heuristic 9: Supporting teachers in the development of Mathematics Content 
Knowledge: 

Curriculum materials should support teachers in developing factual and conceptual 
knowledge of mathematics content, including concepts likely to be misunderstood 
by students. Support should be presented at a level beyond the level of understanding 
required by the students, to better prepare teachers to explain mathematics concepts 
and understand students’ ways of understanding the material. Curriculum materials 
should help teachers see how the ideas relate to real-world phenomena and to the 



 

 

activities in the unit and why strong subject matter knowledge is important for 
teaching. 

 
We developed five guidelines related to issues considered important as the teachers began 
the development of their ECM. We further articulated several sub-questions for each item 
to focus attention of the participants as they were preparing their ECM. These prompts 
highlighted mathematical content, focused on student thinking, identified desired 
classroom structures, and emphasized the importance of questioning and the inclusion of 
technology. They were especially encouraged to cite resources to support their decisions 
for each of the five components. The set of questions is listed below. 
 
1. What will you do and why? 

a. What mathematical idea(s) are important for students to learn? In what way is this 
mathematics addressed in the research and in the CCSS Mathematical Content 
Standards?  

b. What mathematics is important for the teacher to know in order to teach the 
mathematics and learning to occur? 

c. What connections are made to mathematics that precede this idea(s)? 
d. How will this idea(s) extend beyond that required of students at this grade level? 
e. What CCSS Mathematical Practices are emphasized and why? 

2. What are expected student responses? 
a. What are the anticipated ideas/responses of students, both correct and incorrect? 
b. Why might students give these ideas/responses? 
c. What does the teacher need to know to deal with these ideas/responses? 

3. How will the classroom environment be structured? 
a. What structure(s) will be used and why? 
b. What instructional strategies will be used and why? 
c. When will discussions occur and how are they conducted? 
d. How are materials selected for use tied to the mathematics? 

4. In what way will questioning be used? 
a. What questions should the teacher ask of students? About what mathematical 

ideas do these questions help students think? 
b. How will opportunities be provided for students to use mathematical reasoning to 

justify their thoughts? 
c. What opportunities are provided for students to pose their own questions to 

answer? 
5. In what ways will you integrate technology into your lesson? 

a. What Nspire document will you use and why? 
b. What mathematics will the students explore with the Nspire document? 
c. How will the Nspire document be integrated into your lesson? 

 
During Summer 2011, the eight teams narrowed their focus on their ECM work on the 
following topics: 

1. Ratios and Proportions: Representing ratios and proportions in tables, graphs, and 
equations 

2. Linearity: Tables and graphs 



 

 

3. Reasoning with Algebraic Concepts: Writing and solving equations 
4. Linearity: Comparing linear functions 
5. Linearity: Multiple representations 
6. Reasoning with Algebraic Concepts: Factoring trinomials 
7. Ratios and Proportions: Solving percent problems 
8. Reasoning with Algebraic Concepts: Equivalence 

 
To emphasize the need to research and study the mathematics content for an ECM, Focus 
in High School Mathematics: Reasoning and Sense Making (Graham, Cuoco, 
Zimmerman, 2010) was provided to each participant to serve as a resource on 
mathematics content. This book, along with other print resources such as The 
Mathematics That Every Secondary School Math Teacher Needs to Know (Sultan & 
Artzt, 2010) and Secondary Algebra Education: Revisiting Topics and Themes and 
Exploring the Unknown (Drijvers, 2011), provided teachers with ideas on the kinds of 
information they might include in the ECM. 
 
Internet access was made available at the summer session site to encourage participants 
to extend their research to online resources and to foster communication among 
participants and between participants and project staff members. A DART Project 
website was developed where resource documents and links were easily accessible. 
Extensive use was made of Google Documents, a tool new to most of the participants. 
This tool facilitated collaboration between and among team members. As an example of 
the importance of this tool, one teacher wrote, “I learned a lot about the google docs 
applications. Although I'd had experience with gmail and google docs, I had never used 
them to foster collaboration as we did in this course. It was pretty impressive, and I hope 
to use some of what we did in future work, with teachers and students. In PD for teachers, 
I can already see how setting up a website similar to the CRDG Math one would be a 
great place to upload resource documents and links for participants to access.” 
 
During the summer session, participants continued learning about TI-Nspire as a tool for 
teaching the content in their ECM. Each participant was provided with TI-Nspire Teacher 
Software and time was provided to examine the TI-Nspire algebra materials and 
documents (these are called .tns files) on the TI-Math Inspired site to choose those that 
addressed the algebra topic they had chosen for development of ECM. Teacher Software 
is designed to be used for dynamic demonstrations of concepts and whole class 
discussion. Participants were able to convert TI-Nspire Action Consequence documents 
to PublishView documents (these are called .tnsp files) which then can be viewed online 
by students using the TI-Nspire Document Viewer.  
 
Two DART staff members and a graduate student were available to assist the eight teams 
during the five-day summer session. They, too, found this to be an active learning 
experience. They had to keep abreast of the thinking of each group, ascertain how to 
direct a group to think deeply about either the content or pedagogical strategies being 
considered, and provide technical support using Google Documents and the TI-Nspire 
materials. One member of the project’s higher education mathematics faculty partnership 
attended part of the summer session and shared her expertise with the teachers as they 



 

 

engaged in discussions about mathematics content and standards of mathematical 
practices. 
 
An excerpt from the ECM written by the team working on Linearity: Tables and Graphs 
illustrates the effort they made to examine researched relevant to their topic and to 
contemplate how what they were learning could be used in their ECM. 

In the “Second Handbook for Research” pages 691-692 (Carraher and Schliemann, 
2007) 1) it is stated that young students tend to assign specific values to something 
meant to be a variable. The example was that when given the height differences 
between students, most students assigned specific values. 2) When introduced to 
function tables children who correctly filled in tables tended to look at the column 
going down each column but didn’t make a connection between the columns until 
introduced to guess-my-rule. Note: Guess-my-Rule would be an important task to 
make sure we do to start to make that connection. 3) The introduction of letters for 
the first variable proved to be a powerful tool to help students focus on the general 
rule for both variables. 

 
PARTICIPANTS ASSESSMENT OF THE PROCESS OF CREATING ECMS 

 
In an effort to obtain feedback about the process of creating ECM that Project DART had 
undertaken, on the last day of the summer session participants wrote about their 
experiences during the five days. The comments were overwhelmingly positive and 
provided the project team insights into how valuable the experience was for the 
professional growth of the teachers and to see what they considered important. The 
reflections to one open-ended prompt, Describe how this professional development 
session enhanced your understanding of the mathematics you researched and how 
technology can be integrated to support your students’ learning, was especially 
informative. The reflections received highlight the following aspects as being important 
to the teachers: deeper understanding of content, uses of technology about which they 
learned, the opportunity to research topics of interest, the time to think about student 
conceptions/misconceptions, developing feelings of self-efficacy, and the positive nature 
of the professional development experience. Representative responses below describe the 
impact of the session on four teachers. 
 
The comment from Teacher 1 indicates more was learned about content of importance to 
the teacher and that the teacher appreciated learning more about TI-Nspire. 

I discovered the reason why a method of factoring that I teach works. It was through 
one of the readings as well as a presentation of a problem that helped me discover the 
new idea.  I also got to explore and work with TI-Nspire. Being able to work with our 
.tns document encouraged me to want the students to explore and then develop/bridge 
to the bigger, more general math concept. I like working with the manipulative and 
know my students will too. 

 
Teacher 2 commented on the benefit of learning about students’ conceptions of 
mathematics ideas, and this knowledge was put to use as the ECM was prepared. This 



 

 

teacher highlighted the role of researching a topic as important for preparing the ECM. 
The dynamic nature of the TI-Nspire was integrated into the topic of the ECM. 

In researching the topic chosen for our ECM, I learned about what areas students 
have most difficulty grasping. This helped inform the decisions my partner and I 
made about which activities to include in the ECM, including ones involving the use 
of technology.  For example, since slope is a concept many students have difficulty 
comprehending, we chose a TI-Nspire document that developed the concept of slope 
as a rate of change. Other activities we considered highlighted the importance of 
students being able to represent linear relationships in different ways. Overall, 
working on this project helped me get to know an important mathematical topic from 
both the teacher teaching and student learning perspectives, knowledge which will 
hopefully translate into more effective instruction in the classroom. 

 
Teacher 3 emphasized the importance in comprehending more about the content so the 
teacher better understand the way students thought about a topic that seemed difficult. 
Modifying a TI-Nspire document to address a concept that had been difficult for students 
in the past provided this teacher with a technology tool to help students. Teacher 3 
mentioned the help obtained from reading research and also gave an indication of self-
efficacy related to looking forward to teaching about the content of the ECM when 
returning to the classroom. 

I have noticed that students in my classes often talked about patterns recursively and I 
had an idea of how to get them beyond that but reading the research and seeing what 
kinds of things helped them to bridge and see the coordination between the variables 
helped me to see how to change the .tns document to directly effect this tendency. 
Now, when I am teaching this next year not only will I use this .tns document but I 
will also think about other tasks and how to develop this throughout the unit and 
beyond. This was priceless as they say. I am confident this will impact a majority of 
the students learning especially the students who might struggle with this very issue. I 
also found some other things that can lead to connections in other parts of the tables-
graphs-equations triangle of knowledge. This is a major part of the middle school 
experience in algebra so how much more practical can you get? 

 
Teacher 4 also thought the research conducted for the ECM was of value. Also 
highlighted was the ability to communicate ideas and strategies with other teachers, thus 
giving a positive review to the professional development model employed in Project 
DART. Clearly the Project DART professional development model was ‘different’ than 
other professional development in which Teacher 4 had previously engaged.  

I truly enjoyed and benefited from the DART sessions early this summer. It gave me 
the opportunity to research and communicate ideas and strategies related to teaching 
Algebra. Immersed in a classroom with many other Algebra teachers from around the 
island, I was able to both share and learn ideas with other professionals with 
sometimes similar and sometimes diverse ideas about teaching Algebra. Having had 
participated in many professional development opportunities in the past that were 
unsatisfying, it was a refreshing surprise to see how well planned and productive the 
DART experience turned out to be. Given the time to both browse and sometimes 



 

 

carefully read multiple resources which were extremely relevant to my profession, I 
was able to learn things I normally do not have the time to learn. 

 
To provide feedback on the ECM materials that were prepared in the summer session, 
three mathematics faculty members in the university system reviewed the drafts of all 
eight ECM. They were asked to provide feedback, via written comments, in the following 
categories: 
● Strengths of overall content development 
● Recommendations for any disconnects or areas where important concepts are 

misrepresented or missed 
● Tasks that stood out (specific comments) 
● Other comments 

 
To provide and obtain additional feedback on the ECM that were created, teams were 
asked to review the materials written by other teams. This took place during the first 
session of the 2011–2012 project year. Each team reviewed ECM written by two other 
teams and provided feedback in the same categories used by the mathematics faculty 
members described above. The collegial reviews were completed independently of the 
reviews by the mathematics faculty members. Then each team that created an ECM was 
given the reviews completed by their teacher colleagues as well as that of the 
mathematics faculty members. The teams read and discussed the feedback they received 
and decided whether or not to revise their materials. 
 
In general, teachers considered the opportunity to review other groups’ ECM valuable. 
The following comments indicate that seeing the work of others provided ideas for 
improving the initial ideas they had developed in their ECM. 
 

Reviewing other groups’ ECMs gave us a different perspective on how other groups 
wrote their ECMs and gave us ideas on how to improve our ECM. 
 
I appreciated seeing the flow of the other ECMs. While none are perfect yet—each 
has strengths that can be replicated into our plan. Even addressing the ‘as of this 
point’ incomplete parts of other ECMs—we see where we can strengthen our plan. 
 
I got a chance to see how other groups had progressed with their ECMs and see what 
kinds of choices they made with regards to tasks they wanted their students to 
undertake. Also, the two ECMs I reviewed were on topics covered in my classes, so 
reading them helped give me some ideas for the classroom. 

 
As shown in the following comments, teachers felt the feedback from this review process 
was helpful in obtaining new perspectives on intentions of an ECM, how to adjust tasks 
in an ECM, how to provide more clarity, and remember the importance of the accuracy of 
the mathematical content. 
 

Getting feedback from other teachers helped me by looking at the ECM from a new 
perspective. By seeing what others saw, it really made me rethink my intentions and 



 

 

what I wrote to match the objectives. Getting input from classroom teachers made 
sure that the lessons I chose really could work and it gave me insight to what else is 
needed to make it user friendly. 
 
I appreciated the faculty member’s comment about how to adjust one of our tasks so 
that the students could take more ownership over the data by creating it. We are 
considering making a change to this exercise. 
 
The reviews gave our group more clarity on changes to make as well as additions, 
deletions or corrections. The Math Faculty review helped us to make sure that we 
were mathematically accurate all though some of the suggestions seemed a little off 
grade level appropriate or age appropriate. 

 
ECM IMPLEMENTATION 

 
We are in the process of examining the implementation of ECM lessons that have been 
prepared. In Fall 2011, the teachers were asked to select at least one activity from their 
ECM to pilot with their students, develop a lesson plan for that activity, and design 
observation and assessment protocols to help them further reflect on and continue to 
refine their ECM. The results of these pilot lessons were not available at the time this 
paper was prepared. The “final” versions of the educational curriculum materials 
developed by the teams will be available in May 2012.  
 

SUMMARY 
 
This paper describes the effort made to design a professional development experience 
around the creation of Educative Curriculum Materials. While project staff members have 
previously engaged in a similar effort (Zenigami & Olson, 2011) with elementary 
teachers, the operation in Project DART was significantly different. First of all, this effort 
involves 21 secondary teachers from six schools instead of involving all teachers from 
the same school. Second, two participants are resource teachers working at the 
district/state level. This means that Project DART had to work harder to develop the 
notion of all people working together in a common effort, whether at the whole group or 
working group level. On the other hand, Project DART had a common thread to 
investigate, that of ‘algebra’, and the online and print resources that they were initially 
provided all focused on algebra. That the teachers were from secondary schools and there 
was a common thread provided a focus around which all teachers could communicate and 
share ideas. Using Google Groups and Documents for connected online experiences 
appeared to bring the groups together as a community and helped make them comfortable 
sharing their work within and across groups. The secondary teachers and their 
mathematics colleagues at the university valued the opportunity to interact with each 
other. The various assessment information gathered by the project, including the 
comments shared in this paper, give a picture of a positive professional development 
experience for participants and staff members alike. 
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ABSTRACT 

 

The purpose of the study is to determine the effects of the Industrial Skills Enhancement 

Program (INSEP) on the acquisition of knowledge of employability skills among engineering 

graduates in Malaysia.  Assessments will be made regarding how well engineering graduates 

acquire knowledge of employability skills after the program.  The study will ascertain affecting 

factors that affect the acquisition of knowledge of employability skills as well as relationships 

among components in the knowledge of employability skills by using a scientific experimental 

study.  The knowledge components focused upon in this study are based on the proposed 

Malaysian Engineering Employability Skills (MEES) framework, which consists of the 

integration of five attributes: (a) lifelong learning, (b) problem-solving and decision-making 

skills, (c) knowledge of science and engineering principles, (d) knowledge of the contemporary 

issues, and (e) engineering system approaches.  The research will be conducted during 2012 – 

2013 and use 90 INSEP participants in engineering courses as well as 90 industrial employers.  

The data will be collected by using a self-developed instrument, which is a combination of 

Likert-scale and open-ended questions.  The results of this study will reveal knowledge 

acquisition among the program participants after they complete the program by comparing 

employers’ feedback.  Based on the collected data, factors that affect the acquisition of 

knowledge of employability skills and correlations among knowledge components that influence 

employability skills will be determined for further program improvement. 
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Introduction 

Today’s world economic environment is undoubtedly fast-changing and challenging.  

The rise of a new world economy geared by a service-providing industry sector such as 

information technology alters the landscape of the economic world from material to knowledge-

based economy.  Malaysia, a rapidly-growing middle-income country, has transformed itself 

from a producer of raw materials into an emerging multi-sector economy in order to fit in with 

and adopt the current economic flow.  Under current government, Malaysia is attempting to 

achieve high-income country status by the year 2020 and to move farther up the value-added 

production chain by attracting investments in multi-economy areas.  Due to the slow economic 

climate worldwide, the Malaysian government is also continuing efforts to boost domestic 

demands and to wean the economy off of its dependence on exports.   

Instead of the slowdown of the world economic growth today, the economy of Malaysia 

has grown from the year 2000 until 2010 with the average quarterly Gross Domestic Product 

(GDP) of 1.20 percent, reaching an historical high of 5.70 percent in September of the year 2009 

and a record low of -7.80 percent in March of the year 2009.  Recently, the GDP in Malaysia 

contracted over the year 2010 (Trading Economics, 2010).  The contraction economic trend in 

Malaysia impacts various socioeconomic problems including the increase of unemployment rate 

among new graduates. 

Since the year 2008, the unemployment rate in Malaysia continues to climb (Central 

Intelligence Agency, 2010).  Although the unemployment rate in Malaysia in the year 2010 is 

only 3.70%, ranking 159 in the world and far better if compared with some modern countries, the 

increasing unemployment pattern set off an apprehensive phenomenon among students, 

especially graduated students.  They worry about slim chances for getting a job in the future.  

Reacting to this growing problem, government, industries, and educational institutions are 

seriously trying to solve it before it is too late and severe to the country.  Reformation, 

restructuring, and reformulation of the Malaysian economy are actively being done in order to 

minimize the unemployment rate, hence, attracting foreign investors to continuously invest in 

Malaysia. 

Engineering graduates are not exempted from the unemployment problem (Shah, 2008).  

Due to lack of employability skills among engineering graduates, many graduates feel it is very 
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difficult to find a job especially in the globally competitive market today (Idrus, 2009; Mai, 

Simkin, & Cartledge, 2010; Martin, Maytham, Case, & Fraser, 2005; Rugarcia, Felder, Woods, 

& Stice, 2000; Tong, 2003).  In addition, Zaharim et al. (2009) describe that there are 

skyrocketing demands and expectations from employers to hire excellent, high skilled, and 

competent students.  Another contributing factor to the engineering unemployment problem is a 

stagnant industrial environment in Malaysia recently affected by new emerging industrial and 

low human resource cost countries such as China and India.  These new economic power 

countries are attracting investors to preferably invest in their countries.  This scenario affects the 

unemployment problem in countries such as Malaysia where labor costs are rising. 

In order to minimize the unemployment problem and leverage the industry to up skill the 

workforce, the Malaysian government initiates comprehensive training programs for unemployed 

graduates in the Tenth Malaysia Plan 2011-2015.  One of the programs is the Industrial Skills 

Enhancement Program (INSEP).  The INSEP offers opportunities to fresh, unemployed, and 

retrenched graduates to acquire much needed industrial skills as well as qualification and 

experiences that can further their own career growth potentials and make them employable in the 

global workplace.  Funded by the federal government, this training program is a collaborative 

program between the government of Malaysia and Malaysian industries which involve local and 

international expertise (The Malaysia Economic Planning Unit, 2010).  The INSEP is conducted 

in various training and educational institutions all over the country.  The INSEP offers wide 

ranges of highly-demanded training courses in engineering, information communication 

technology (ICT), and management fields instructed by highly capable trainers.  Upon 

completion of the training program, participants will be more marketable in the employment 

market and particular industries (Azroai & Kaprawi, 2010). 

 

Statement of the Problem 

According to data portrayed by Shah (2008), engineering graduates are the third highest 

unemployed graduates after those in computer science and business and management.  Research 

indicates complaints from industrial employers to local or even overseas engineering students 

that there are gaps attributed to a lack in knowledge of employability skills such as people 

management, problem-solving, and decision-making (Tong, 2003).  Supported by Mohammad, 
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Nor, Omar, and Mohammed (2010) and Salleh, Othman, Esa, Sulaiman, and Othman (2007), 

engineering graduate students, especially new graduates, are having difficulties in getting a job 

due to a lack of employability skills.  The lack of employability skills makes it difficult for them 

to fulfill the current work demands and professional expectations in order to succeed in a fast-

changing and global working environment today (Bakar & Hanafi, 2007).   

Additionally, comments from industries indicated that engineering skills trainings and 

instructional methods used in local educational institutions are outdated and too rigid (Shah, 

2008; Sorby, Baartmans, & Oppliger, 2001).  Students are taught with overly theory-based 

engineering knowledge and tied to exam-oriented assessments, which are not promoting the 

development of employability skills.  There is also low interpersonal-communication skill 

embedded in the current engineering curriculum design that does not prepare students for the 

challenging world of work (Mukhtar et al., 2009; Nor, Rajab, & Ismail, 2008). 

Furthermore, there are a lot of new higher educational institutions in Malaysia, with half 

of the academic staff members young and new to the teaching and training profession as well as 

lacking industrial-based working experiences (Salleh et al., 2007).  This scenario raises concern 

that the INSEP-conducted institutions are not able to provide appropriate knowledge nor to 

implement real-world application in their teachings for engineering students.  Therefore, the 

major problem this study is the assessment of the impact of the Industrial Skills Enhancement 

Program (INSEP) on the acquisition of knowledge of employability skills among Malaysian 

engineering graduates.   

 

Purpose and Objectives of the Study 

The purpose of this study is to describe and compare the acquisition of knowledge of 

employability skills between engineering graduates participating in the Industrial Skills 

Enhancement Program (INSEP) with those graduates who chose not to participate in the 

program.  Based on the problem statement, there are four objectives that will be concentrated on 

by the researcher: 

1. Assess and compare the acquisition of knowledge of employability skills between the 

INSEP participants and employers. 
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2. Determine the factors that affected the acquisition of knowledge of employability 

skills among the INSEP participants. 

3. Ascertain those relationships among components in knowledge of employability 

skills. 

 

Significance of the Study 

Analysis and findings of this study will evaluate the INSEP program in helping 

government administration-related directly to the INSEP, especially the Ministry of Higher 

Education Malaysia, the Ministry of Human Resources, and the Ministry of Finance.  The study 

will provide them valuable supporting data on the acquisition of knowledge of employability 

skills among program participants.  Improvement and refinement of the INSEP program could be 

considered in order to strengthen and enhance effectiveness of the program as well as minimize 

the unemployment problem.   

Furthermore, findings of this study will provide beneficial information to instructors and 

graduates in nurturing employability skills specifically the knowledge component.  By 

ascertaining relationships among components in knowledge of employability skills, instructors 

will be able to recognize knowledge areas that emphasize supporting students’ employment.  

Simultaneously, students will be able to identify the factors contributing to the acquisition of 

knowledge of employability skills.  They will be able to develop and nurture their knowledge of 

employability skills that could help them in getting a job in the future. 

 

Definition of Terms 

1. Employability Skills: Those cognitive, affective, or psychomotor teachable basic 

skills necessary for getting, keeping, and succeeding on a regular job, career, and life 

required within flexible and dynamic industrial employers’ demands (Confederation 

of British Industry, 1999; Department of Education, Science and Training of 

Australia, 2006; Robinson, 2000; Zaharim et al., 2010). 

2. Knowledge of Employability Skills: Factual information that a person knows about 

engineering in his or her specialization that provides the necessary understanding of 

scientific and technological principles to gain and maintain employment as well as 
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succeed in the engineering-related working areas based on the Malaysian Engineering 

Employability Skills framework (Zaharim et al., 2010). 

3. Knowledge Acquisition: Theoretical and practical cognitive process of contracting or 

assuming possession of psychological result of perception, attitude, and reasoning 

(Dunlap, 2005; Lyles & Salk, 2007; Zaharim, Yusoff, Omar, & Basri, 2009). 

4. Engineering graduates: Students who have received an academic degree or diploma 

upon completing a 2-year degree or 4-year degree engineering program from 

Malaysian higher educational institutions (Aziz, Noor, M. J. M. M., Ali, & Jaafar, 

2005; Barakat, 2007; Yusof et al., 2004; Zaharim et al., 2009).  

 

Current Trends of Employability Skills  

In today’s changing global environment, more people discuss employment, workforce, 

and job market around the world.  They have voiced out their concerns about their chances of 

getting a job, particularly laid off workers and students who are preparing to enter the working 

environment.  Chances of getting a job are becoming more competitive, challenging, and slim.  

A huge number of candidates are competing for limited number of positions available.  Rising 

from those issues, employability skills become more crucial in helping job seekers as well as 

current workers to succeed in their career and life. 

There are no definitive interpretations and definitions of employability skills 

acknowledged by Fallows and Steven (2000), Harvey (2001), and Brown, Hesketh, and Williams 

(2003) that may be used in all situations.  Some scholars relate employability skills to personal 

capabilities.  Robinson (2000) defined employability skills as those “basic skills necessary for 

getting, keeping, and doing well on a job” (1).  These are the skills, attitudes, and actions that 

enable workers to get along with their fellow workers and supervisors.  Moreover, Robinson 

clarified that employability skills are teachable and possible to be taught in both schools and 

employment settings.  Correspondingly portrayed by Hillage and Pollard (1998), employability 

skills are individual capabilities that help in gaining initial employment, maintaining current 

employment, and obtaining new employment if necessary.   

Confirmed by Evers, Rush, and Bedrow (1998), employability skills are essential specific 

personal competencies with the following: self managing, communicating, managing people and 
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tasks, and mobilizing innovation change.  In addition, Department for Employment and Learning 

of Northern Ireland (2004) stated that employability skills are “the capability to move into and 

within labor markets and to realize potential through sustainable and accessible employment” 

(5).  Employability skills have also been described as “non-technical skills and competencies 

which play a significant part in contributing to an individual’s effective and successful 

participation in the workplace” (5) (Department of Education, Science and Training of Australia, 

2006).   

Meanwhile, Fallows and Steven (2000) explicated employability skills as “skills 

necessary for employment and for life as a responsible citizen” (8).  They clearly stated that 

employability skills are required and universally accepted for numerous situations as well as 

when transferred into another situation.  Bhaerman and Spill (1988) specified employability 

skills as those transferable skills that indicate a person is prepared for a particular occupational 

environment.  Similarly, Civelli (1998) views employability skills as a series of necessary 

competencies and knowledge in new or different arrangements by an individual or by a group of 

people.  Therefore, with all these definitions, employability skills can be summarized as essential 

skills and capabilities for individuals to acquire employment successfully. 

As a matter of fact, there are interpretations that have delineated employability skills as 

abilities that are highly required within flexible and dynamic employers’ demands, as well as to 

succeed in a career and life.  For instance, Harvey (2001) overlaid employability skills as “the 

possession of basic core skills, or extended set of generic attributes, or attributes that a type of 

employer specifies” (98).  In addition, the Confederation of British Industry (1999) determined 

employability skills are the “possession by an individual of the qualities and competences 

required to meet the changing needs of employers and customers, and thereby help to realize his 

or her aspirations and potential in work” (1).   

Employability skills can also be explained as curricular process of a set of achievement; 

skills, understandings, and personal attributes that makes a graduate more likely to gain 

employment and be successful in their chosen occupations, which benefits themselves, the 

workforce, the community, and the economy (Yorke, 2004).  Moreover, employability skills are 

“transferable core skill groups that represent essential functional and enabling knowledge, skills, 

and attitudes required by the 21st century workplace” (1) (Overtoom, 2000).  These are a 

necessary process for career success at all levels of employment and for all levels of education.  
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Confirmed by the Secretary's Commission on Achieving Necessary Skills (SCANS) (2009) in 

the United States, employability skills are referred to as not only non-technical skills or 

competencies but also the process of successfully getting a job.  These definitions show that 

employability skills are developed from students’ learning in school until they excel in their 

career settings and lives. 

In addition, employability skills have been viewed by numerous perspectives.  From 

employers’ perspective, employability skills are appropriate skills and attributes that may help a 

potential employee get employed (Curtis & McKenzie, 2002).  Curtis and McKenzie believe that 

job seekers perceive employability skills as availability of enabling support or contract terms to 

accept a specific job and may be varied and changing depending on the current situation and 

interest.  Supported by McQuaid and Lindsay (2005), employability skills are defined as 

“specific types of demand that may vary across space, time, and employers referring to the 

individual’s relationship with a single job” (214).  Thus, there are no exclusively descriptive 

definitions of employability skills because the term can be applied in many situations and 

multiple dimensions (Brown et al., 2003). 

Employability skills also have been identified with various terms based on the context of 

the situation.  The term of employability skills is broadly known as generic skills in many studies 

and research.  Sometimes, it been designated as non-technical or soft skills that refer to value-

added skills after formal academic knowledge and skills in specific area (Tong, 2003).  It also 

been known as core skills or key skills to show importance of the skills to be possessed (Harvey, 

2001).  Moreover, it also been termed as job readiness skills or capabilities in preparing for a 

work or a job (Fallows & Steven, 2000). 

 

The Malaysian Engineering Employability Skills Framework 

Concepts of employability skills are broad.  They can be adapted and applied to any 

disciplinary area including engineering.  Based on proposed perspective from Malaysia, 

engineering employability skills are abilities to perform engineering related skills, knowledge, 

and personal attributes to gain employment, maintain employment, and succeed in engineering 

field ascertained by Zaharim, Yusoff, Omar, Mohamed, & Muhamad (2007).  These skills are 

practically important for engineers, technicians and technologists in applying a basic 
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understanding of the general engineering principles and technical skills.  Currently, Zaharim et 

al. (2010) are proposing a Malaysian Engineering Employability Skills (MEES) to be accepted as 

a formal national framework for engineering related programs (see Appendix A).  The MEES 

framework is still in the progress of development and open for deliberations.  Formation of the 

framework may help in providing a guideline to generate skilled engineers, technicians, and 

technologists that are ready for Malaysian industrial practice.   

The proposed MEES framework is grounded by three components: (a) personal 

attributes; (b) personal skills; and (c) knowledge.  These primary components are the integration 

of ten individual attributes or skills.  Those ten skills are listed as: communication skill (EES1); 

teamwork (EES2); lifelong learning (EES3); professionalism (EES4); problem-solving and 

decision-making skills (EES5); competent in application and practice (EES6); knowledge of 

science and engineering principles (EES7); knowledge of contemporary issues (EES8); 

engineering system approaches (EES9); and competent in specific engineering principle 

(EES10).  The EES1, EES2, EES3, EES4, and EES5 are personal attributes that enable an 

individual to work effectively with others in engineering workplace and local society.  The 

EES1, EES2, EES5, EES6, and EES10 are considered as personal skills that provide the 

foundations to gain and uphold engineering employment.  For knowledge component, the EES3, 

EES5, EES7, EES8, and EES9 are the required factual engineering and sciences information for 

work. 

In the MEES framework, the knowledge component that influences employability skills 

is outlined as integration of five proposed skills: (a) lifelong learning, (b) problem-solving and 

decision-making skills, (c) knowledge of science and engineering principles, (d) knowledge of 

the contemporary issues, and (e) engineering system approaches.  These key skills reflect the 

necessary understanding of scientific and technological principles required for employment and 

success in the engineering field.  Failure to acquire these important skills in classrooms or 

workplace settings will affect job readiness in influencing employability skills. 

There is no single accepted definition of lifelong learning.  Definitions and applications 

of lifelong learning can be found in many disciplines and areas, which make it applicable for 

different contexts.  However, most of the definitions of lifelong learning stress that it is not a 

system or artifact in education, but rather as a philosophical principle with respect to the 

organization of education and learners themselves.  Faure (1972) defined lifelong learning as a 
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process of accomplishing personal, social, and professional development throughout the life-span 

of individuals in order to enhance the quality of life for both individuals and their collectives.  It 

is a comprehensive and unifying idea, which includes formal, non-formal, and informal learning.  

These types of learning are for acquiring and enhancing enlightenment to attain the fullest 

possible development in different stages and domains of life.   

Confirmed by Sharples (2000), the basic premise of lifelong learning is that “it is not 

feasible to equip learners at school, college, and university with all the knowledge and skills they 

need to prosper throughout lifetime” (178).  Thus, lifelong learning does not stop at the end of 

formal schooling and will continue as a kind of journey process that can be applied to all ages 

and stages of education.  Generally, lifelong learning education is based on organizing principle 

for all types of education and can be classified based on patterns in education such as formal, 

informal, and non-formal patterns with the notions of vertical articulation and horizontal 

integration in a life-wide perspective (Tuijnman & Bostrom, 2002). 

In the publication of the UNESCO Commission Report, Faure (1972) considered a 

variety of proposals for educational reformation that could change education in the second half 

of the 20
th

 century.  Faure proposed the promotion of human skills and abilities as the primary 

objective at all levels of education, situation-specific learning application in everyday life and 

work, development of a learning society and culture, and the involvement of the community in 

the learning process.  This report gave insights to traditional education and training based on 

conventional methods and practices.  The transformation for lifelong learning focuses holistically 

on the needs and demands of the learners themselves.   

Some authors stated that the interest and need for lifelong learning exists because of 

current trends in education.  Longworth (2003) emphasized several triggers trends in lifelong 

learning: (a) fundamental global demographics; (b) pervasive influence of media and technology 

on the development of people’s thoughts, ideas, and perceptions; (c) environmental imperatives; 

(d) new scientific and technological developments; (e) booming of the knowledge and 

informational technology; (f) individualization and the breakdown in parts of the Western society 

of religious and family structures; and (g) needs of both industry and people to remain innovative 

and flexible for employment.  While some of the reasons are still relevant, some of them are 

outdated do not take into account the current environment.  Most factors are effects from the 

development of advanced industrial nations.   
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The reasons listed by Longworth are shared similarly in earlier publications in lifelong 

learning by Hiemstra (1976) and Schuetze and Slowey (2000).  They outlined rapid change in 

society and lifestyle as a force in promoting the needs of lifelong learning to the world.  Thus, it 

is essential for engineering students from all levels of degrees and programs to recognize the 

need to undertake lifelong learning in engineering.  Furthermore, engineering graduates are 

required to have sufficient skills in order to possess and acquire the capacity of lifelong learning 

in engineering (Field, 2006; Zaharim et al., 2010).  Individuals are encouraged to acquire new 

skills and abilities throughout their working lives and capacity for self-direction, metacognitive 

awareness, and disposition toward lifelong learning (Dunlap & Grabinger, 2008). 

Another important aspect to nurture lifelong learning in engineering knowledge is solid 

engagement in the process of rethinking the present and future for engineering education and 

training.  This engagement enables individuals with a wide range of literature on the education 

and training throughout life and start producing the new conceptualizations and propositions in 

greater depths (Edwards, 1997).  It will lead to better understanding and capability in lifelong 

learning.  At the same time, the engagement helps nurturing engineering knowledge in 

influencing employability skills in the globally changing world.  Woods, Felder, Rugarcia, and 

Stice (2000) and Otala (1994) emphasized the vital of personal learning targets and learning 

goals.  Their papers suggest that the development of lifelong learning skills can be succeeded not 

only by using theory and cognitive possession, but also using hands-on practice.  Students are 

encouraged to set their targets and try to achieve their goals by utilizing constructive practices 

and academic works.  In doing so, individuals able to recognize the need to undertake and 

acquire lifelong learning in influencing employability skills. 

Another skill that contributes to development of knowledge component in the MEES 

framework is problem-solving and decision-making skills.  Problem-solving and decision-

making skills are related in application of situation analysis, formulation, and followed by action 

based on the selected choice and personal judgment.  The skills involve a mental process and the 

larger problem process.  These processes include problem finding and shaping.  Also, the skills 

are considered to be the most complicated intellectual functions for human beings by using 

higher-order cognitive processes.  They require more than the acquisition of prerequisite skills 

including the modulation and the control of more routine or fundamental skills (Jonassen, 2000). 

http://en.wikipedia.org/wiki/Problem
http://en.wikipedia.org/wiki/Problem_finding
http://en.wikipedia.org/wiki/Problem_shaping
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Simon et al. (1987) indicated that problem solving requires attention, goal setting, and 

suitable courses designed for action.  Meanwhile, decision making requires evaluating and 

choosing among alternative actions.  The abilities and skills that determine the quality of our 

problem solutions and decisions are controlled by human brain.  Therefore, understanding how 

human minds work in terms of problem solving and decision making is an important target for 

basic scientific research as well as “used-inspired” scientific research.  A basic scientific research 

in problem solving and decision making focuses on fundamental knowledge of the skills, 

whereas a used-inspired scientific research stress on consideration of using the skills (Proctor & 

Zandt, 2008).  These two types of research are needed to be able to evaluate results of research 

and determine whether they are applicable to the situation of interest, in this case, employability 

skills. 

In addition, D'zurilla and Goldfried (1971) defined problem-solving as a behavioral 

process.  The process begins with making available a variety of response alternatives for dealing 

with a problematic situation and increasing the probability of selecting the most effective 

response from these alternatives.  The process includes five stages of problem-solving: (a) 

general orientation or set; (b) problem definition and formulation; (c) generation of alternatives; 

(d) decision-making; and (e) verification.  These definitions delineate that the decision making is 

a part of the problem-solving process and is required to be achieved in order.  The step cannot be 

missed to avoid leading to misconceptions and wrong actions.  Based on the definitions, problem 

solving occurs mostly in earlier part of the problem-solving and decision-making process.  It is 

important to ensure the clear interpretation and identification of problem in the process.  

Meanwhile, decision making plays a vital role and is definitely important in real life settings, 

since most of the problems in life have more than one correct solution and may be handled 

adequately in a number of different ways.  

Similarly, according to the MEES framework, engineering graduates supposed to have 

the skills sufficient to (a) undertake problem identification; (b) implement problem solving; (c) 

apply formulations and solutions; (d) be creative, innovative, and see multiple views in solving 

the problem; and (e) analyze and identify the root cause of the problem (Zaharim et al., 2009; 

Zaharim et al., 2009). 

According to Rugarcia et al. (2000), the profiles of engineers, technicians, and 

technologists to function effectively in the community can be sketched in terms of three vital 
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components: (a) knowledge, facts, and concepts that are required to be known and understood by 

them; (b) the skills they use in managing and applying their knowledge; and (c) the attitudes that 

dictate the goals toward which their skills and knowledge will be directed.  Thus, knowledge is a 

kind of source for engineers, technicians, and technologists; whereas skills are the tools used to 

manipulate the knowledge in order to meet a goal dictated or strongly influenced by the attitudes 

(Woods et al., 2000).  Those components fulfill three types of knowledge of science and 

engineering principles in the MEES framework: (a) knowledge acquisition of engineering 

principles; (b) knowledge of engineering fundamentals application; and (c) skills and knowledge 

of science and engineering evaluation and analysis (Zaharim et al., 2009). 

In recent years, there have been signs of change and reformation in the future of 

engineering education.  Felder, Woods, Stice, and Rugarcia (2000) indicated that traditional 

instructional methods are no longer adequate to equip engineering graduates with the engineering 

knowledge, fundamentals, principles, skills, and attitudes.  There is a need for new mechanisms 

such as alternative instructional methods to counter the problem in acquiring the knowledge of 

science and engineering principles.  Therefore, alternative instructional methods are being tested 

extensively to get positive prospects of application in engineering field.  This effort gives insight 

to acquisition of knowledge of science and engineering principles in influencing employability 

skills (Zaharim et al., 2009). 

Additionally, in order to acquire the knowledge of science and engineering principles, it 

is important to understand principles of sustainable design development and decision making in 

selecting and using proper tools and equipments for specific job or task.  The skills to understand 

engineering principles design and to make decision in science and engineering are required to 

students (Zaharim et al., 2010).  So, they are able to apply their perceived knowledge not only in 

a classroom, but also in a workplace setting and local community.  This skill is important for a 

specific job or task, which involves complexity and expertise.   

Knowledge of contemporary issues is comprehensively subjective and general in terms of 

definition and implementation.  Balachandran, Clough, Jinkins, and Kile (2008) defined 

contemporary issues in engineering as current events, situations and developments in science, 

mathematics, engineering, and technology areas, which have an impact to the implementation of 

a specific engineering technology.  Knowledge of contemporary issues is definitely important to 

be acquired by engineering graduates.  It is an increasingly important aspect of employability 
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skills in order to educate engineering students about ability in demonstrating technical 

competence and having a broader understanding of contemporary issues like ethics, business 

concepts, economics, professionalism, intellectual property rights, and societal impact (Barakat, 

2007; Henry & Richey, 2010).  Job candidates who possess the knowledge of contemporary 

issues will be able to adapt easily with any changes and trends in the global job market. 

The required skills in acquiring the knowledge of contemporary issues in influencing 

employability skills are (a) independent and continuous learning in the acquisition of new and 

current information, skills, and technologies; (b) use of information technologies; (c) use of 

communication technologies in the information-based era; (d) use of computing and multimedia 

technologies; (e) be a news reader and follower in order to get idea of the latest issues locally and 

internationally (Zaharim et al., 2010).  Supported by Lowe (2002), these skills are necessary for 

engineering graduates in terms of employability skills development.  Failure to obtain those 

skills turns individuals into outdated workers.  These workers will impede themselves to be 

excellent workers in the workplace especially in engineering, which is closely related to the fast-

changing information technologies.  At the end, the outdated workers will not be able to compete 

in the dynamic global business today, which is influenced by information technologies. 

Ability to continue learning independently and continuously after the end of formal 

schooling or training program is a common approach used to acquire knowledge of 

contemporary issues (Field, 2006; Longworth, 2003).  Continuous learning and training helps 

students in acquiring new knowledge, skills, and technologies in engineering-related field 

especially in the contexts of use of information, communications, and computing technologies.  

Currently, information and knowledge is expanding at an increasing rate.  This explosion of 

knowledge is occurring in various fields including information, computer, and communication 

technologies, which are experiencing a rapid revolution recently (Blue et al., 2005).  Thus, it is 

essential for engineering graduates to possess the latest skills in information, computer, and 

communications technologies in order to face challenges in the global business today.  

Moreover, headlines and top news in newspapers, electronic news, and global forums required to 

be recognized not only by current workers but also students who are preparing to enter the job 

environment, so that, they are able to follow current and potential development issues that 

significantly impact engineering field. 
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With regards to the MEES framework, engineering students are required to utilize an 

engineering systems approach in promoting employability skills.  Utilization of the engineering 

system approach is needed in design and evaluation of operational performance (Zaharim et al., 

2009; Zaharim et al., 2009).  Pahl, Beitz, and Wallace (1996) described the needs for systematic 

design that relies on basic scientific and engineering knowledge as well as special experience in 

the specific engineering area.  Basic scientific design applies science-based methods to analyze 

the structure of technical systems and their relationship with the environment.  This positive 

application leads to development of employability skills.  

In engineering disciplines, systematic approach design can be broken up to four different 

design stages: (a) practical utilization of an engineering systems approach; (b) procedural and 

systematic engineering design; (c) engineering design analysis using all possible knowledge of 

science, mathematics, and technology fields; and (d) assessment and evaluation of operational 

performance of systems.  These four design stages proposed by Zaharim et al. (2010) function to 

develop employability skills that can assist potential workers in finding a job, particularly in 

engineering.  These four design stages can often be seen in practical application, engineering 

system approach is much related to bodies of engineering knowledge in the context of 

implementation. 

Additionally, a complete cycle of engineering systems approach does not stop at a 

process of acquiring and understanding knowledge.  Based on the required skills in the MEES 

framework, individuals supposed to be able to demonstrate their knowledge and understanding 

of engineering system in workplace settings such as management, analysis, planning and 

business practices (Pinelli, 2001; Zaharim et al., 2010).  Integration of workplace settings with 

knowledge of engineering system upgrades the workers’ performance and productivities 

efficiently.  Overall, engineering systems approach is an important skill in promoting 

engineering employability skills. 

 

The Industrial Skills Enhancement Program (INSEP) 

The Industrial Skills Enhancement Program (INSEP) is a special government funded 

program in the Tenth Malaysia Plan 2011-2015.  It is targeted for new, unemployed, and 

retrenched graduates with engineering, technical, and information communication technology 
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(ICT) backgrounds.  The primary objective of the training program is to help graduates with the 

right competencies and innovative capabilities to secure employment by providing industry-

collaborated and skills-upgrading training.  The program offers much needed industrial skills, 

qualifications, and experiences to help to career development and employment in the global 

occupational workplace (The Malaysia Economic Planning Unit, 2010).   

To start, the INSEP is conducted in eleven selected state training and educational 

institutions all over the country and instructed by qualified trainers.  Participants will receive 

worthy benefits such as fully subsidized training fees from the government and a monthly 

allowance throughout the whole program.  Accommodation will be provided depends on 

institutions.  During the program, participants will be exposed with relevant theoretical training 

and industrial-related training as well as potential employment with an industrial training 

company.  The total duration of the INSEP program varies between five months to eighteen 

months depending on the courses’ design and arrangement with local companies. 

The course design of the INSEP is comprised of two significant parts: (a) lectures and 

laboratory training, and (b) industrial training or attachment with local employers to both 

enhance and complement classroom training.  Lectures and laboratory training will include any 

necessary theoretical knowledge needed for particular courses or areas and personal skills 

enhancement such as communication, presentation, writing, and management.  After that, the 

INSEP participants will be attached with multinational or local or government-linked companies 

to apply what they learned.  Such an arrangement will create a win-win situation where 

employers can increase their productivity while graduates gain more working experience, 

preparing them for potential employment opportunities. 

 

Research Questions 

In order to narrow the topic area of this study, the researcher formulates the following 

research questions:- 

1. Do employers and INSEP participants believe the program provides the knowledge of 

employability skills for future successful employment? 

2. Are there factors that contribute to the acquisition of knowledge of employability 

skills for workplace success perceived by the INSEP participants? 
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3. Are there relationships among the components in knowledge of employability skills 

perceived by the INSEP participants? 

 

Research Design 

Research Question 1: Do employers and INSEP participants believe the program provides the 

knowledge of employability skills for future successful employment? 

A static comparison group design will measure perceptions of and attitudes toward the 

acquisition of knowledge of employability skills from employers’ perspective.  In this situation, 

no pretest data collection will be done.  The INSEP participants, as well employers, only will be 

administered for posttest data collection.  This posttest procedure will assess perceptions and 

attitudes from employers’ standpoint.  The INSEP participants will be selected randomly.  All 

employers who are involved in the INSEP program will be selected.  After completing the 

engineering course, the INSEP participants, as well as employers, will be administered for 

posttest data collection.  The INSEP participants and their employers will be matched in order to 

compare and contrast the knowledge of employability skills between the two groups. The static 

comparison group design for getting employers’ perspective is illustrated as below. 

 

Knowledge Acquisition: Employers and INSEP Participants 

INSEP participants   : R   INSEP    M2 

Employers    :       M2 

 

R - Random sampling.   INSEP        - Treatment (INSEP training program). 

M2 - Posttest assessment.    

 

Research Question 2: Are there factors that contribute to the acquisition of knowledge of 

employability skills for workplace success perceived by the INSEP participants? 

To identify factors that contribute to the acquisition of knowledge of employability skills, 

the data will be gained based on the INSEP participants’ feedback.  In this situation, only the 

INSEP participants will be assessed.  The INSEP participants will be administered for posttest 
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data collection.  This posttest procedure will assess perceptions and attitudes from program 

participants’ perspective.  The INSEP participants who have undergone engineering courses in 

the Malaysian peninsular states will be selected randomly.  The posttest assessment will be 

conducted to the INSEP participants at the end of the program.  Factors affecting knowledge 

gained of employability skills among program participants will be figured out according to their 

perceptions and attitudes.  The revealed factors will be useful for individual and future program 

improvement.  The research design to identify factors that contribute to the acquisition of 

knowledge of employability skills is illustrated as below. 

 

Research Question 3: Are there relationships among the components in knowledge of 

employability skills perceived by the INSEP participants? 

In order to reveal relationships among the components in the knowledge of employability 

skills, the researcher will utilize data based on the INSEP participants’ perceptions and attitudes.  

Only the INSEP participants will be assessed after completing the program.  The INSEP 

participants who have undergone engineering courses in the Malaysian peninsular states will be 

selected randomly.  The posttest assessment will be conducted to the INSEP participants at the 

end of the program.  Correlation among components in the knowledge of employability skills 

will be identified using a statistical approach.  The potential relationships among components 

will help in explaining and predicting the successful acquisition of knowledge of employability 

skills.  The research design to reveal relationships among the components in the knowledge of 

employability skills is illustrated as below. 

 

Population and Sample 

All the developed research questions address issues that are of great relevance to 

particular research populations.  Two groups of population will be used in this study.  The groups 

in this study are: (a) the INSEP participants who have undergone the training program under 

engineering courses offered by the INSEP institutions; and (b) local or international engineering-

related employers or companies.  Stratified simple random sampling method will be applied to 

select 90 engineering INSEP participants with their internship employers for this study.  
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Instrumentation 

To collect quantitative data in this study, the researcher will use self-developed 

questionnaires as an instrument.  Different questionnaires will be used for different population 

groups.  The questionnaires will be developed based on specified criteria in the MEES 

framework that are proposed by Zaharim et al. (2010).  The questions will assess respondents’ 

perceptions of and attitudes toward knowledge of employability skills before and after the 

INSEP program. 

The INSEP participants’ questionnaire consists of three parts.  Part A of the questionnaire 

will request demographic information from participants such as gender, program, years of 

graduation, and last grade point average.  Part B of the questionnaire will include Likert-scale 

questions that are clustered into five knowledge components in the MEES framework: (a) 

lifelong learning, (b) problem-solving and decision-making skills, (c) knowledge of science and 

engineering principles, (d) engineering system approaches, and (e) knowledge of contemporary 

issues.  To help in developing the knowledge component questions, other proven theories that 

support the knowledge component in the MEES framework will be considered.  Five-point 

Likert-scale (1-5) questions will be used for the purpose of descriptive and inferential statistics.  

Part C will include open-ended questions that are asking for a response such as how well INSEP 

prepares participants for workplace success in terms of knowledge and factors that help for 

knowledge acquisition. 

 

Pilot Study 

A pilot test will be conducted prior collecting real data to determine reliability and 

validity of the instrument used in this study.  The pilot test is planned to be conducted in 2012, 

the next period of enrollment for the INSEP participants.  The researcher will administer and 

distribute the questionnaire to the pilot test sample.  A small sample consisting of the selected 

INSEP participants as well as employers will be administered and assessed using self-developed 

instrument.  Additional comments and critiques from pilot test sample are welcomed to revise, 

refine, and improve instrument for this study.  Average completion time of the questionnaire, as 

well as procedures to be followed, will be monitored to help succeeding in real data collection. 
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Data Collection 

Pretest data for the INSEP participants will be collected during a time of convenience for 

the respondents and the researcher.  This will occur within the first two weeks after the INSEP 

engineering course begins.  The researcher will distribute the questionnaire to the INSEP 

institutions as well as research consent form before participants’ enrollment.  After confirming 

the enrollment date, the researcher will keep reminding institutions to distribute the questionnaire 

within two weeks of the course.  For posttest assessment, similar INSEP participants will be 

contacted by mail, phone, or electronic mail.  Posttest data for the INSEP participants will be 

collected during a time of convenience for the INSEP participants.  This will occur within the 

last two weeks of the industrial training program.  A reminder to the INSEP participants will be 

sent two weeks prior to posttest data collection as well. 

Data for employers will be collected with help from the INSEP participants during their 

posttest assessment.  The INSEP participants will receive posttest questionnaires both for 

themselves and for their employers.  They will help to distribute questionnaires to their 

employers and return them back to the researcher together.  This will occur within the last two 

weeks during the industrial training session.  The availability of subjects will depend on their 

information they provide about their schedules.  A reminder for posttest assessment will be sent 

two weeks earlier to participants and employers. 

 

Data Analysis 

Collected data will be analyzed scientifically in this study.  The researcher will analyze 

different objectives and research questions separately.  Research question 1 will identify 

employers’ and INSEP participants’ perceptions of and attitudes toward knowledge of 

employability skills for future successful employment.  Research question 2 will delineate 

factors that contribute to the acquisition of knowledge of employability skills for workplace 

success among the INSEP participants.  Research question 3 will search for relationships among 

the components in the knowledge of employability skills perceived by the INSEP participants.   

Demographic questions in Part A questionnaire will study characteristics of the research 

populations.  Also, the questions will provide insight into the links between socioeconomics 

characteristics and other social attributes of the research populations.  Demographic data will be 
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analyzed by using SAS 9.2 statistical software.  Frequencies for every question will be counted 

and totaled.  Result will be plotted in graphs or presented in tables to show the distribution of 

socioeconomics characteristics and social attributes of the research populations.   

The open-ended questions in Part C questionnaire for the INSEP participants is a 

qualitative component in instrument of this study.  The questions will ask for a response about 

how well INSEP prepares participants for workplace success in terms of knowledge and factors 

that help for knowledge acquisition.  Qualitative data will be organized by using Microsoft Excel 

and then analyzed systematically.  The researcher will create response categories for the different 

themes related to the objective of the questions.  Response will be labeled or coded with one or 

several categories in a spreadsheet.  Then, the researcher will identify the trends and patterns in 

the data as well as the main issues raised by respondents.  The analyzed data will be summarized 

descriptively for discussion of the results. 

The Likert-scale questions in Part B questionnaire for all research populations is a 

quantitative data gathering tool in this study.  Quantitative data will be analyzed by using SAS 

9.2 statistical software.  The questions will measure perceptions of and attitudes toward the 

acquisition of knowledge of employability skills from the INSEP participants, employers, and 

non-participants.  Responses from the Likert-scale questions will be coded by assigning a 

numerical value to each response.  These responses will be coded as follows: strongly agree (SA) 

= 5, agree (A) = 4, undecided (U) = 3, disagree (DA) = 2, and strongly disagree (SD) = 1.  The 

researcher will add up the total value for each cluster of knowledge components.  Range of 

responses will be expressed and summarized by using descriptive statistics, mean and standard 

deviation.  Data will also be summarized by using inferential statistical techniques such as 

normal and paired t-test to show differences in perceptions of and attitudes toward knowledge 

acquisition of employability skills.  The result will be presented in graphs and t-test tables with 

showing p-values for discussion.  
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Malaysian Engineering Employability Skills 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

EES1 – Communication Skills 

EES2 – Teamwork 

EES3 – Lifelong Learning 

EES4 – Professionalism 

EES5 – Problem-Solving and Decision-Making Skills 

EES6 – Competent in Application and Practice 

EES7 – Knowledge of Science and Engineering Principles 

EES8 – Knowledge of Contemporary Issues 

EES9 – Engineering System Approach 

EES10 – Competent in Specific Engineering Principle 
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ABSTRACT 

 
Maritime Education and Training (MET) Institutes must have simulators for the 

training of undergraduates students, meanwhile for the refreshment trainings of them based on 

the STCW Convention. Maritime simulations are simulation is the most advanced maritime 

training simulation capability available in the world today. The most common marine 

simulators are Ship's bridge simulator, Radar-ARPA simulator, Engine room simulator, Cargo 

handling simulators, etc. Ship’s bridge Simulator is directed towards the improvement of ship 

handling operations through the use of various ship types navigating under simulated weather 

and sea conditions in different seaways of the world. This simulator also serves the maritime 

industry for officer training purposes. The Radar-ARPA Simulator includes two own ship’s 

bridges, is equipped with different navigational instruments. This simulator is predominantly 

used as radar booths, but is each equipped with a visual display system. Each of visual views 

which has 60 degree’s horizontal field is generated with a highly efficient virtual image 

generation system. The acoustic effect that are the sounded from outside vehicles or from the 

vessel's own engine is generated with a corresponding acoustic generator.  

This paper focused on the simulator trainings in the Maritime Education and Training 

(MET) Institutes. It is aimed to propose integrated simulator training among these simulators 

depends on a qualitative analysis using by expert opinions. Based on this view point, it is also 

supposed to get more efficient usage of simulators and more efficient training.  

Key Words: Maritime Education and Training, Efficient Training, Simulator. 
 
 
 



 
 
1. Introduction  

 Simulation is the imitation of some real thing, state of affairs, or process. The act of 

simulating something generally entails representing certain key characteristics or behaviors of 

a selected physical or abstract system. Simulation is used in many contexts, such as 

simulation of technology for performance optimization, safety engineering, testing, training, 

education, and video games. Training simulators include flight simulators for training aircraft 

pilots in order to provide them with a lifelike experience. Simulation is also used for scientific 

modeling of natural systems or human systems in order to gain insight into their functioning. 

Marine simulators train ships' personnel. The most common marine simulators include: 

 Ship's bridge simulators 

 Engine room simulators 

 Cargo handling simulators 

 Communication / GMDSS simulators 

 ROV simulators. 

 This paper focused on the simulator trainings in the Maritime Education and Training 

(MET) Institutes. It is aimed to propose integrated simulator training among these simulators 

depends on a qualitative analysis using by expert opinions. Based on this view point, it is also 

supposed to get more efficient usage of simulators and more efficient training.  

 

2. Marine Simulator 

Marine simulators train maritime student and ships' personnel. The most common marine 

simulators include: 

 Ship's bridge simulators 

 Engine room simulators 

 Cargo handling simulators 

 Communication / GMDSS simulators 

 ROV simulators. 

 

3. Istanbul Technical University Maritime Faculty  

 Istanbul Technical University Maritime Faculty is composed of an English preparatory 

school and an undergraduate school (BSc-4 Years) within three academic departments. The 

departments in the faculty are namely; Sea Transportation and Management Engineering 



Department, Marine Engineering Department and Basic Sciences Department. Within ITU-

Institute of Science and Technology are offering taught MSc Program (started in 1992) and 

research oriented PhD Program (started in 2003). By means of these post-graduate programs, 

faculty supervised several MSc theses and PhD dissertations, and started the education of 

maritime academicians in the country. Within ITU's international joint academic degree 

program framework, faculty also has a joint undergraduate degree program with the State 

University of New York's (SUNY) Maritime Faculty. Within this program the students follow 

courses in New York for one and a half years and the remaining education is concluded in 

Istanbul.  

           Istanbul Technical University Maritime Faculty has six different simulators for 

education purposes. These are Full Mission Ship Handling Simulator, Arpa-Radar Simulator, 

Liquid Cargo Handling Simulator, VTS Simulator, GMDSS Simulator and Ship Engine 

Room Simulator. Simulators are using for education purposes, research study and short 

courses. Some courses as Maritime Practical Studies, Ship Management, Bridge Team 

Management and Electronic Navigation are using this simulator. 

 

3.1 Full Mission Ship Handling Simulator 

 Simulations are directed towards the improvement of ship handling operations through 

the use of various ship types navigating under simulated weather and sea conditions in 

different seaways of the world. The simulator also serves the maritime industry for officer 

training purposes. The simulator enables an accurate replication of handling characteristics of 

vessels ranging from VLCCs to small patrol craft. Night and day light operations can be 

simulated in a wide variety of geographic locations and other sea areas can be constructed to 

meet requirements. The instructor station allows the instructor to set up, design and modify 

exercise and to control and monitor exercises. The Full Mission ship's bridge has a wheel 

house equipped with highly sophisticated instruments representing a real ship’s bridge.  

 

 

 



 

Fig.1 Full Mission Ship handling Simulator Main Bridge 

 

 

 

3.2 ARPA-Radar Simulator 

 The ARPA and Radar Simulator in ITUMF is shown in Fig.3, which includes 2 own 

ship’s bridges equipped with different navigational instruments.  This simulator is 

predominantly used as radar booths, but is each equipped with a visual display system. Each 

of visual views which has 60 degree’s horizontal field is generated with a highly efficient 

virtual image generation system.  The acoustic effect that are the sounded from outside 

vehicles or from the vessel's own engine is generated with a corresponding acoustic generator. 

Fig.2 Full Mission Ship handling Simulator Main Bridge layout 



Each of the bridges includes following components:  

 2 consoles with Radar and ARPA unit (two Sperry, and two generic display) 

 steering-stand console  

 chart table with navigational instruments such as Loran, Omega, GPS, DGPS, Echo 

sounder 

 Visual Generator with LCD Projectors (SatirT.,etc,2004). 

 

Fig. 3 Bridge of the ARPA-Radar Simulator 

 

4. Simulator at the Maritime Education 

 Simulators are used in the some courses at the third and fourth classes.  Two practice 

courses which are Maritime Practical Studies and Ship Management are eight hours simulator 

courses. Maritime Practice is practical part of the some navigational classes such as Electronic 

Navigation, Bridge Team/Resource Management, Marine Communication (GMDSS) and 

Ship Maneuvering. These courses, which are important courses for license, are second and 

third class courses. Maritime Practice is four parts and these parts are ARPA-Radar Simulator 

training, Full Mission Ship Handling Simulator training, GMDSS Simulator training and Boat 

Training the sea area. Maritime Practice Course is focused simulator training various 

simulators such as Full Mission Ship handling Simulator, Arpa-Radar Simulator, GMDSS 

Simulator and boat training. Courses eight hours a week and third grade students are divided 

four groups, each groups are joining different simulator same time. Practical studies taking 

into account the total number of students in the MPS course is divided 



into 4 sections. Total 12 students are for each section. Each simulator has two practical rooms 

for instructor. Four instructors simultaneously practice with four student’s group according 

course’s objectives. All students shift each simulator every four weeks.  

 

 

 

 

 

 

 

 

 

 

 

 

 

Fig.4 Rotation of students every simulator at the MPS 

 

 

There are also sectoral short courses for seafarer at the simulators. Seafarer must some 

training when their sea life. Some courses are compulsory for them such as Advanced Fire 

Fighting, Medical Care, Ship Security Officer, Tanker Safety Courses, Ship Handling and 

Cargo Handling Courses,  etc. Simulators are used effective on these short courses. Shipping 

companies send regularly their seafarers continuous education center Table 1. Bridge 

Team/Resource Management Course, Electronic Chart Display and Information System 

(ECDIS) Course, Ship Handling Course training are provided by the Full Mission Ship 

handling Simulator. ARPA-Radar Course and Vessel Traffic Systems Basic Operator Course 

are provided by the ARPA-Radar and VTS Simulator.  

Full Mission Ship handling Simulator is used research projects. There are several 

research projects which are port risk analysis and maneuvering project, successful finished on 

the simulator.    

 

 

 

Ship Maneuvering 
Course  Practices 

No of students: 6+6
 

 GMDSS Simulator 
for Marine 

Communications 
No of students: 6+6

Arpa-Radar 
Simulator for 

electronic 
navigation practices 
No of students: 6+6

Full Mission SHS 
for Colreg, VTS, 
Ship Handling 
Practices No of 
students: 6+6 



 

Table.1 Total course participants on the simulators 

Courses Number of Participants TOTAL 
2004 2005 2006 2007 2007 

Bridge Team/Resource 
Management 

39 47 47 52 136 321 

Electronic Chart Display 
and Management (ECDIS) 

13 23 52 107 41 236 

Turkish Straits Vessel 
Traffic & Environmental 

Safety Course 

0 0 0 15 8 23 

Ship Handling & Cargo 
Handling 

27 25 52 32 25 161 

Turkish Straits Vessel 
Traffic System Operators 

Basic Course 

10 19 12 14 0 55 

IMO Model Course 6.09 
Training for Trainers 

0 24 0 0 0 24 

TOTAL 89 138 163 220 210 820 
 

 

Table.2 Research projects on the simulators 

Project Type Number of 
Projects 

Risk Analysis for Emergency Planning 32 
Port Revised Construction Risk Assessment 15 

Port Manuevering Component 3 
Vessel Traffic Analysis 2 

Total 52 
 

 

Conclusions 

 Simulators are effectively using at maritime education recent years.  It emphasizes the 

methodologies for preventing trainees perceive simulation activities as a computer game and 

utilizing it efficiently especially in fully occupied training sessions. Each student use 

approximately 80 hours simulator at the third and fourth grade. Simulator is simulating real 

ship’s operations. Students can learn their faults in the scenario. After scenario lecturer and 

students are discussed. Simulators also are used at the short sectoral courses within semester 

and summer. Faculty lecturers are research activities for their academic life on the simulator. 

 

 



Finally the conclusions are summarized; 

1) All students use simulators effectively at the practical courses.  

2) Simulator’s scenarios give professional experience to maritime student. 

3) After graduate maritime student continue practical training at the simulator regularly. 

4) Simulator is given research activities for the academicians.  
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6. Abstract 
 
In 1991 Estonia restored its independence from the Soviet Union. Since, more and more 
Russian speakers in Estonia (who constitute appr one fourth of the population of the 
country) use Estonian as L2. Conducting assessment of language and learning disabilities 
in such a multilingual setting is challenging. Educators and speech therapists have to 
determine whether a bilingual child is progressing adequately in his or her language 
development or whether he or she may be in need of special services. 
 
Various studies have reported considerable similarities in language profiles of typical L2 
learners and monolingual children with specific language impairment (SLI), especially in 
relation to inflectional marking (e.g.  Paradis, 2005). These similarities are particularly 
prominent in the early stages of dual language learning, within the first 2 years in particular 
(Paradis, 2010). Such an overlap poses a serious clinical problem of identifying language 
impairment in children who are L2 speakers. Misidentification  of  SLI in bilinguals could 
happen. 
 
The current study attempts to examine the evidence for similarities in language profiles of 
typically developing Russian-Estonian sequential bilingual children (L2) and monolingual 
Estonian children with specific language impairment (SLI). 
 
Cross-linguistic studies indicate that language profiles depend on properties of the 
particular languages being acquired. Estonian has a rich inflectional morphology. 
Acquisition of Estonian morphology is problematic for children with SLI and bilingual 
children acquiring Estonian as L2. Some forms/items of nominal morphology are 
important cues to meaning, but at the same time difficult to acquire. Thus, accuracy and 
error types in the production of the following grammatical morphemes in elicited speech 
were examined in the study: singular genitive and partitive, plural partitive. The elicitation 
probes were part of the Estonian Language Test for 5-6-year-olds (Padrik, Hallap, Mäll, 
Aid, 2008). 
 
The study comprised 95 typically developing Russian-Estonian sequential bilingual 
children and 66 monolingual Estonian speaking children with specific language 
impairment aged 5-6. The results revealed that both groups showed similar grammatical 
profiles in case of the genitive form. The groups demonstrated minor differences in 
applying another form than expected in the production of genitive. However, significant 



differences in grammatical profiles of monolingual SLI and typically developing bilingual 
children in Estonian were noticed in case of nominal morphological forms such as singular 
and plural partitive. Differences between the two groups were found with respect to 
accuracy rates and the distribution of error types: bilingual children produced a higher 
level of commission errors than SLI children. Detailed analysis of error patterns in the 
production of grammatical morphemes is particularly relevant  to the education of bilingual 
and SLI children. This paper analyses more thoroughly different substitutes for partitive 
forms which were produced by the two groups involved in the study. 
 
Moreover, the paper discusses the explanations for the error mechanisms of the two 
groups, limitations of the research as well as ideas for the future research.  
 
In conclusion, the work identifying overlaps and divergences in error patterns exhibited by 
children with SLI and L2 learners is extremely important from a clinical perspective. The 
comparisons of descriptive profiles across bilingual and monolingual children with and 
without SLI provide a starting point for exploring the theoretical implications of 
morphological difficulties associated with L2 acquisition and SLI. 
 
References: 
Padrik, M., Hallap, M., Mäll, R., Aid, M. (2008). Eestikeelne kõnearengu hindamise test 5-
6-aastastele lastele (The Estonian Language Test for 5-6-year-olds). Kog. M.Padrik, 
K.Palts, P.Häidkind (toim.). Eripedagoogika: teadus ja praktika 2008. Konverentsi teesid. 
Tartu, 31.10.-1.11.2008. Lk. 32-33. 
Paradis, J. (2010). The interface between bilingual development and specific language 
impairment.  Applied Psycholinguistics, 31, 227-252. 
Paradis, J. (2005). Grammatical Morphology in Children Learning English as a Second 
Language: Implications of Similarities With Specific Language Impairment. Language, 
Speech, and Hearing Services in Schools, 36, 172-187.  
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Student perceptions of engaging learning and constructivism 

 

Abstract- 

The purpose of this project was twofold. First, it explored first year students’ perceptions of 
engaging learning and constructivist approaches to teaching. Second, it reflected on these 
student perceptions in order to gain an understanding of the significance of attending face to 
face lectures and tutorials and what learning takes place through constructivist pedagogy. It 
explored the potential of constructivist approaches to teaching in higher education by 
reflecting on the use of visual, auditory or concrete aids in classes. This paper identified 
students’ understandings and ideas on how they view constructivist approaches in higher 
education. It assessed what students’ perceive as effective and engaging strategies in 
classes. 

The demographics of the participants were Bachelor of Education (Primary), Bachelor of 
Education (Early Childhood and Primary) and the Bachelor of Teaching/Bachelor of Arts.  
When choosing the participants, a total of 20 males and 20 females across each degree was 
randomly selected, this meant that males and females were evenly chosen for the purpose 
of completing the questionnaire. 

The methodology was that of an ethnographic case study, using both qualitative and 
quantitative approaches. The researcher formulated a 12 question questionnaire, with 
questions that probed students’ thoughts on how they learned best in the first year of their 
degree. The questionnaire was a mix of open, closed, dichotomous questions and Likert 
scales (Cohen, Manion & Morrison, 2007).  

The main results of the study showed that students’ participation, engagement and student 
centred activities in their tutorials and lectures were significant to their learning.  The results 
revealed ways in which students learn best and what assisted their learning. It was evident 
from student comments and opinions that specific constructivist techniques did aid 
engagement and learning.  Which degree the students were enrolled in did not appear to be 
significant within the results and there were limited comparative differences between male 
and female comments. 

 

 

(Key words- Constructivism, student centred, active learning, student engagement) 
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Introduction 

Student numbers are increasing in many universities across Australia (ACER, 2010). With 
this influx so apparent, academics’ roles of maintaining student connection and engagement 
are also increasing. To engage with all students all of the time is near impossible in large 
classes. However, the employment of constructivist strategies in both large and small 
classes, affords consideration of individual students’ prior knowledge enabling them an 
opportunity to offer their opinions in ways with which they feel comfortable. 

This paper reports on a study conducted with a cohort of first year education students in 
which members were asked to complete a questionnaire aligned with approaches that would 
or could assist their engagement in classes. 

The purpose of this project was twofold. First, it explored first year students’ perceptions of 
engaging learning and constructivist approaches to teaching. Second, it reflected on these 
student perceptions in order to gain an understanding of the significance of attending face to 
face lectures and tutorials and what learning takes place through constructivist pedagogy. It 
explored the potential of constructivist approaches to teaching in higher education by 
reflecting on the use of visual, auditory or concrete aids in classes. This paper identified 
students’ understandings and ideas on how they view the constructivist approach in higher 
education. It assessed what students’ perceive as effective and engaging strategies in 
classes. 

A concise literature review- ‘Practising a constructivist pedagogy’ 

There is no one definition of constructivism; instead there are many subsets of meaning and 
description (Matthews, 2003). However, the most common aspects of research into 
constructivism focus on several key areas which are outlined by Good and Brophy (1994) 
and Cooperstein and Kocevar-Weidinger (2004). They suggest that “learners construct their 
own meaning; new learning builds on prior knowledge; learning is enhanced by social 
interaction and meaningful learning develops through authentic tasks” (Cooperstein & 
Kocevar-Weidinger, 2004, p. 142; Cannella & Reiff, 1994).  In other words, if students and 
teachers are to reflect and promote a constructivist approach in teaching and learning 
activities ,then real life experiences must be implemented and developed in order to 
stimulate and assist with student centred learning. Essentially, constructivist approaches to 
teaching and learning can also be seen as those enhancing student engagement and 
student centred learning. Teachers who engage in constructivist pedagogy should be a 
facilitator of student learning, as opposed to a presenter of information (Kemper, 1997; 
O’Neill & McMahon, 2005). 

When implementing constructivist approaches, teachers can consider the possibilities of 
opening up the classroom to student engagement which in turn may follow with student 
connection with each other and the teacher.   Students are active participants in learning 
rather than passive recipients of information. Students who are engaged in active learning 
construct their own knowledge and make their own meaning (Vygotsky, 1978; Woolfolk & 
Margetts, 2010; McInerney & McInerney, 2010). 

However, current research by Matthews (2003) outlines differences among the constructivist 
perspectives, and questions the concept that relates to “how knowledge is constructed” 
(p.52). He contends with the notion that many teachers who rely on constructivist 
approaches do “very little formal teaching” (p.52).   Baines and Stanley (2000) and Gordon 
(2008) support this idea and previously found that teachers “set up the learning environment, 
know student preferences, guide student investigations and then get out of the way” (p.325). 
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However, Mahmood (2007) postulates that constructivist approaches do not add meaning to 
student learning, and it portrays no bearing on teaching and learning at any level.  Miranda 
(2009) concurs and suggests that it may not be the “best way to educate most community 
college students”, as some students may have experienced “negative past classroom 
experiences, low self esteem and may not benefit from constructivist approaches or active 
learning” (p.21).  It is evident that negative connotations exist within the research.  Despite 
these differences outlined by Mahmood (2007), Miranda (2009) and others, constructivism is 
promoted as a way to enhance student achievement and meaningful learning and should be 
accepted and implemented in the classroom. 

Solomonides (2009); Macken (2009); Wood, McNeil and Harvey (2008); Gagnon & Collay 
(2007) concur and believe that student engagement and achievement can be thought of as 
“students being actively involved in their learning” (Solomonides, p.1) and academics must 
understand their students and include collaborative and active learning activities for students 
to succeed.  Mahmood (2007) maintains that lecturers must value the experiences students 
bring to classes but acknowledges that this might challenge teachers when implementing 
constructivist approaches in the classroom. He recognizes this challenge as teachers having 
to maintain learning, engagement and motivation of the students from the very beginning to 
the end of the lesson.  He poses the question to teachers in light of this challenge; “How do 
teachers get the students engaged in the first place?” (p.21). He places emphasis on 
engagement as being an initial challenge in teaching. Understanding and acknowledging 
students prior learning experiences and learning styles could assist in fulfilling this challenge. 
Knowing your students and understanding how they may learn could assist in the planning 
and implementation of specific activities in the classroom (Queensland Studies Authority, 
2006). Further to this Herron (2009) places emphasis on the importance of positive 
teacher/student relationships and how they should be formed in order to assist with effective 
learning. 

Over the years there has been a significant paradigm shift away from traditional classroom    
teaching, to more student centred, constructivist approaches to teaching and learning. 
However, Lea, Stephenson and Troy (2003); O’Neill and McMahon (2005) argue that this 
approach is claimed to be widely used, but in fact, in reality the approaches are not being put 
to practice, particularly at the higher education level.  

Cornish (2007) asserts that there is often tension in the implementation of the approach at 
the higher education level, but maintains that it does lead to effective learning.  In an 
opposing article Hua Liu and Matthews (2005) focus on “the good, the bad and the ugly” of 
constructivism and draw on research by Phillips (1995) who promotes it as a “quasi-
religious” aspect (p.388). Phillips (1995) suggests there are many aspects to it (sects) and 
however powerful in particular classroom settings, there will always be distrust from non-
believers.  This is an interesting analogy from Phillips (1995). However, he does maintain 
that it has some interesting ideas and it deserves “praise for bringing issues to the fore in the 
discussion of learning and the curriculum” (p.388). 

The study being reported on in this paper built upon and extended this research. 
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Research methods- data collection and analysis 

The purpose of this study was to explore first year students’ perceptions of engaging 
learning and constructivist approaches to teaching.  It also reflected on these student 
perceptions in order to gain an understanding of the significance of attending face to face 
lectures and tutorials and what learning takes place through constructivist pedagogy. The 
focus question for this research project was: What constructivist approaches do students 
learn from when they attend on site tutorials and lectures?  It explored the potential of 
constructivist approaches to teaching in higher education by reflecting on the use of visual, 
auditory or concrete aids in classes.  

The methodology was that of an ethnographic case study, using both qualitative and 
quantitative approaches. The researcher formulated a 12 question questionnaire, with 
questions that probed students’ thoughts on how they learned best in the first year of their 
degree. The questionnaire was a mix of open, closed and dichotomous questions and Likert 
scales (Cohen, et al, 2007) (See Appendix 1). 

The researcher chose to manually analyse the data, by assessing each answer to the open, 
closed and dichotomous questions. These answers were then organized into recurring 
themes (Creswell, 2008).The Likert scales questions were also manually analysed and then 
arranged electronically to compare the findings.  

The research method involved a two part investigative process implementing combined 
methods (Gorard & Taylor, 2004). A quantitative approach was applied in questions 1,2,8 
and 9.  Data were analysed using exploratory data analysis of frequencies and percentages 
(Cohen, Manion & Morrison, 2007) with the assistance of simplistic tables and diagrams 
from the word document program. 
 
Qualitative data analysis is appropriate for most researchers in the field of education as it 
can be deemed as a “work in progress” (Schram, 2003, p. 137; O’Donohue & Punch, 2003). 
Students’ written comments in questions 3, 4, 5, 6, 7, 10, 11 and 12 were examined using a 
qualitative approach. Students’ qualitative comments were analysed using constant 
comparative data analysis (Creswell, 2008) wherein repeating ideas (Auerbach & Silverstein, 
2003) in students’ comments were grouped into common topics and in turn, further clustered 
into categories.  

Further, recurring themes allowed the researcher to distinguish between participants’ 
contributions. The researcher can also investigate and generate themes, summarise 
findings, to prove and seek answers to the research questions, to discover commonalities, 
differences and similarities (Cohen et al, 2007). This was a small study; Cohen et al. (2007) 
note that “qualitative data often focuses on smaller numbers of people” (p.461).  

The questionnaire was distributed via the student blackboard site in one of their semester 2 
units, 2010.  The cohort of males and females between the ages of 18 and 45 was chosen 
randomly with every tenth student chosen, as the researcher had access to their unit as the 
LIC.  Initially, a cohort of 40 students was selected, but by the return date, only a small 
portion of the students had completed it.  The researcher then distributed another 20 
questionnaires to randomly selected males and females. A total of 21 out of 60 were 
returned, a 30% response.  

Ethics clearance was granted and all communication was in line with the ACU Human 
Research Ethics Policy (2010). As noted by Cohen et al (2007) the researcher must take into 
account the level of sensitivity, the time taken to complete the questionnaire and even the 
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invasion of privacy. It is imperative that these ethical issues be taken into account prior to the 
research process and the questionnaire construction.  

Analysis of findings 

“Qualitative data analysis involves organizing, accounting for and explaining the data” 
(Cohen, et al, 2007, p.461).  It is imperative that the data are classified and analysed, in 
terms of the randomly selected cohort of first year education students’ definitions, recording 
the themes, similarities and differences in their answers.  It was the researcher’s intention to 
describe the data in terms of the demographics of the participants, response frequency from 
data and recurring themes. These were evident after data collection and focused on the 
constructivist approaches students learn from whilst attending on site classes. The themes 
were (1) interactive and interesting learning techniques; (2) resources to assist student 
centred learning; (3) teacher feedback and availability.  Each has subsets to assist with data 
analysis. 

(1) Demographics 

Table A demonstrates the demographics of the participants from both Bachelor degrees, that 
is Bachelor of Education (Primary) and Bachelor of Education (Early childhood & Primary), 
and reveals that more females participated from the Bachelor of Education (Primary) (62%) 
than did males (14%), and only females (24%) from the Bachelor of (Early Childhood and 
Primary). There were no participants from the Bachelor of Teaching/Bachelor of Arts.  When 
choosing the participants, a total of 20 males and 20 females across each degree were 
randomly selected. This meant that males and females were evenly chosen for the purpose 
of completing the questionnaire. However, reason for the low return rate from the males is 
unclear. Further investigation of this issue is warranted. 

Table A  

Demographics (N=2 ) 

 Gender      Bachelor  
Education 
Primary 
 
 

Bachelor 
Education 
Early Childhood 
and Primary 

Bachelor 
Teaching/Bachelor 
Arts 

       
Male 3-14% 0 0 
    
Female               
 

13-62% 5-24% 0 

Total 16 5 0   
    
    

(2) Attendance at lectures and tutorials 

Of the cohort questioned participants responses in Table B anticipated that they would 
attend 12 to 11 lectures (90.5%), 10 to 9 lectures (9.5%), 12 to 11 tutorials (95%) and 10 to 9 
tutorials (5%).   When viewing Table C (items h relates to lecture attendance) (81% strongly 
agreed, 14% agree and 5% not sure) suggested that overall they would attend lectures and 
81% strongly agreed and 19% agreed that they would attend tutorials. But in fact from the 
replies from the qualitative questions, students indicated that they would attend lectures 
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(95%) and tutorials (5%).   These results are contradictory, possibly due to the differences in 
the words used; for example; ‘attend’ and ‘anticipate’ (Refer to Table C- h and i). Such a 
contradiction is important to note, as the assumption can be made that students anticipated 
close to 100 % attendance, but in fact, in reality, few students actually fulfilled this goal. This 
is another highlighted issue that needs further investigation. 

 

Table B 

 Anticipated lecture and tutorial attendance 

 
Anticipated attendance at lectures  
 

 
Response Rate and Percentages 

 
12-11 lectures 
 

19                                            90.5% 

 
10-9 lectures 
 

 
2                                                9.5% 

 
8-7 lectures 
 

 
0 

 
Fewer than 6 lectures 

 
0 

 
Anticipated attendance at tutorials 
 

 

 
12-11 tutorials 
 

 
20                                           95% 
 

 
10-9 tutorials 
 

 
1                                               5% 

 
8-7 tutorials 
 

0 

 
Fewer than 6 tutorials 
 

 
0 

 

Table C indicates that students feel they learn best when the lecturer uses strategies that 
actively engage them by incorporating and using auditory (43%, strongly agreed, 43% 
agreed and 14% are not sure), and visual (66.5%, strongly agreed, and 33.5% agreed) 
activities. 

42% of students strongly agreed and 38% agreed that handouts being provided by the 
lecturer is significant with only 10% not sure and 10% disagreeing.  When asked if 
PowerPoint slides are provided by the teacher on blackboard prior to the lecture is useful or 
significant to their learning, 81% strongly agreed and 19% agreed.  

The results suggest that the more entertaining and humorous the lecturer  (42%, strongly 
agreed, 38% agreed, 10% not sure and 5% disagreed), that talk time and open discussions 
are allowed in class (76% strongly agreed, 19% agreed and 5% not sure), along with 
reflective thinking (65% strongly agreed, 38% agreed and 5% not sure),  and real life 
anecdotes (85% strongly agreed, 15% agreed) are incorporated, then the more motivated  
students are to attend on site classes in which they are personally engaged in classes 
(66.5% strongly agreed and 33.5% agreed).  
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In relation to the two statements that received the ‘disagree’ rating, handouts are provided by 
the teacher (10%) and humour is used in classes that relate to the topic (5%), it is evident 
that a small percentage of the participants believe that handouts and humour are not 
important to their learning. 

Table C 

 Response numbers and percentages for items 

 
Items 

Response Proportions 

Numbers and Percentages 

SA A NS D SD 

 

a. Handouts are provided by the 
teacher  

9-42% 8-38% 2-10% 2-10% 0 

b. PowerPoint slides are provided 
by the teacher on Blackboard 
before the lecture 

17-81% 4-19% 0 0 0 

c. Talk time is allowed in classes 16 -76% 4-19% 1-5% 0 0 

d. Real life anecdotes are used to 
support lecture material 

8-85% 3-14% 0 0 0 

e. Reflective thinking practices 
are allowed in class 

12-57% 8-38% 1-5% 0 0 

f. Humour is included in classes 
that relates to the topic 

9-42% 8-38% 2-10% 1-5% 0 

g. I am personally engaged by the 
teacher in classes 

14-66.5% 7-33.5% 0 0 0 

h. I attend face to face lectures 17-81% 3-14% 1-5% 0 0 

i. I attend face to face tutorials 17-81% 4-19% 0 0 0 

j. Visual aids are used in classes 14-66.5% 7-33.5% 0 0 0 

k. Auditory aids are used in 
classes 

9-43% 9-43% 3-14% 0 0 

 

Figure 1 highlights four categories pertaining to how students’ use PowerPoint slides. Figure 
1 shows that 48% of students make notes on PowerPoint slides and only 28% of the 21 
participants who responded, then use these notes as study notes to support their learning; 
38% use them to aid their learning and 28% use them after class to review lecture material. 
However, the response highlighting students make notes on PowerPoint slides in Figure 1 
does not correlate with question 4 in Figure 2, Do you print the notes and take them to 
lectures? These questions are asking similar questions and yet the percentages vary.   
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Figure  1. The use of PowerPoint slides 

Figure 2 shows in relation to question 4 100% of the participants said they print the notes  
and take them to the lecture and 95% indicate that they actually take notes on the slides or 
on other means. It is evident that they rely on notes and slides to print and take to classes.   

 

Figure  2. Questions 4 and 5 
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Recurring themes 

It was necessary in the analysis of the following data, to organize the participants’ answers 
in subsets relating to the recurring themes.  These have been included, along with 
participant comments to illustrate. Each comment has been coded and the term ‘student 
response’ (SR) along with the order in which it was manually analysed. The themes that 
emerged from the open questions were; Table D, Theme (1) Interactive and interesting 
learning techniques; Table E, Theme (2) Resources to assist student centred learning; Table 
F, Theme (3) Teacher feedback and availability.   Each has subsets to assist with data 
analysis. These subsets were indicated by the participants as their preferred way of learning 
and focused on how they feel they learn best.  The data was collected via a questionnaire 
distributed to randomly select first year education students. 

Table D 

Theme (1) Interactive and interesting learning techniques 

Interactive and 
interesting learning 
techniques 

Student Responses 

Music and you tube clips 

 

Music clips, songs, videos (SR2,4,7,8,11,14,16,17,20) 

Music clips, and funny clips like ‘what not to do clips’ add humour (SR1). 

Popular music/media to convey certain messages (SR6). 

Music clips and you tube relevant to the topic encourage interaction (SR10). 

Videos from the web break up lectures (SR19). 

Real life experiences 

 

 

Real life accounts assist learning (SR6). 

Can sometimes clarify information that can be theory heavy and relate it better to practical things 
or everyday life (SR9). 

Tell a real life story to help process information and give example of a lesson (SR11and SR16). 

Interactive activities– 
discussions, role plays 
and opinions 

Interactive activities allows me to apply my knowledge learned, thus making it easier to remember 
(SR4). 

I feel it is another way to solidify the information the lectures are passing on (SR5). 

Studies show that interactive activities help the scaffolding of learning (SR8). 

Can sometimes clarify info that can be theory heavy and relate it better to practical things or 
everyday life (SR9). 

Keeps me interested and allows engagement with other (SR12and SR17). 

Gets brain working while making class interesting and worthwhile.   I stay tuned in (SR15). 

Brings fun into the classroom and links theory to practice (SR16). 

Think, pair and share engage audience (SR17, SR18). 

I can retain information easily and makes learning easier in a pleasant environment (SR21). 

Voice tones 

 

Using a voice with different tones, makes for easier listening (SR12). 
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Table E  

 
Theme (2) Resources to assist student centred learning 

 

Resources to assist 
student centred learning Student Responses 

Revision Sheets Revision sheets at the end of semester (SR2). 

Extended readings Extended readings would be useful links via blackboard (SR8, SR9, SR10). 

Blackboard discussions Blackboard and emails work well (SR3). 

Uploading a piece of work and have the group critique or discuss professionally and courteously 
as part of their assessment (SR6). 

Helpful links on blackboard (SR8). 

Blackboard very helpful and easily accessible (SR10). 

Lecture recording Lectures online, podcast so students can listen if they feel they have missed something (SR12). 

Recording of lecture to assist learning and revising (SR13). 

Guest speakers Visiting lecturers speaking directly about their role. Good and bad of teaching and what to 
expect (SR7). 

Guest speakers from chosen profession (SR14). 

 

Table F 

 
Theme (3) Teacher feedback and availability 

 

Teacher feedback and 
availability  

Student Response 

Unit Evaluation Only end of year census (SR1). 

Unit feedback questionnaire at end of semester (SR9). 

Unit feedback, open to feedback and ask questions (SR13). 

Survey at end of semester (SR17). 

Online assistance Response to emails, discussion board (SR2, SR4, SR6, SR12.) 

Verbal, open channels via email or phone (SR4). 

Announcements to assist with classes (SR12). 

Blackboard discussions allow me to comment critically and analytically about everything 
involved and related to the units (SR15). 

Drop in Time One on one or group meetings (SR5). 

Drop in time, allows us to drop in for a chat (SR6). 

Open door policy, always approachable (SR8). 

Able to meet with lecturer in office (SR12). 

Lecture/tutorial time Face to face in tutorials, or time in lectures (SR2). 

Reflection each week (SR5). 

Enquiries at the end of the tutorial if everyone is happy and checks everything is covered 
(SR8). 

Talk during or after class (SR12). 

Assignment feedback Discussions about unit and assessment (SR3). 

Handing back exams, assignments with comments, so you can learn from mistakes (SR7, 
SR11). 

Lecturers available to run drafts by (SR10, SR11). 

Before and after assessment piece, during a lecture and any time a student and teacher have 
time to discuss and reflect (SR14). 

Questions in lectures (SR16). 
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Discussion of results 

The main results of the study show that student centred activities that engage student 
participation in tutorials and lectures are significant to their learning.  The results reveal ways 
in which students learn best and what assists their learning. It is evident from student 
comments and opinions that specific constructivist techniques aid engagement and learning.  
The specific degree in which the students were enrolled did not appear to be significant 
within the results and there were limited comparative differences between male and female 
comments. 

These results share many similarities to other studies (Cornish, 2007 & Mahmood, 2007) 
and yet some differences have also been identified. Ultimately, there are significant 
attributes that are in line with constructivist approaches to learning.  

A study undertaken by Cornish (2007) regarding implementing constructivist approaches in 
university teaching revealed that applied constructivist pedagogy had some essential 
features.  Firstly, it was a necessity for classes, both large lectures and small group tutorials 
be “student centred with a focus on active learning”. Secondly, “the teacher must be a 
facilitator to the learning and finally, classes must be interactive” (p.4).  She discovered that 
if these features were evident at university level and in particular the units she taught, that 
“student grades were skewed towards the high end of the grading scale” (p.8). She believes 
that “good teaching” is a fundamental process in order to maintain these graded levels and 
the “traditional ways of teaching have been challenged”, although it is too difficult for some 
teachers to make the change to more active learning (2007, p.9).  

This study confirms Cornish’s (2007) results, as commonalities and similarities were 
discovered. The overarching and recurring themes examined in my research are very similar 
to the essential features she describes.   

A study by Mahmood (2007) analysed student engagement and constructivism in science 
lessons and the results, although a very different area of research, were that the more the 
students actually participated in class activities and collaborated with their peers and the 
teacher, the higher the success of the science experience.  Throughout class discussions, 
however, came disagreement, thus reaffirming the need for class activities that can highlight 
difference of opinion and can lead to “better collaboration and in turn bring greater class 
participation” (p.105).  

Herron (2009) discovered similar discomfort during her study of four graduate teaching 
assistants, and in particular one teaching assistant who believed in constructivist 
approaches, but, had limited empathy towards his science students and in fact he was a 
“detached and critical overseer, who did not assist his students and belittled those who 
asked” (p.8). It would seem that constructivism was not fully employed in this classroom as 
the teacher lacked empathy and therefore, could not in turn understand his students’ issues.  
In saying that, he struggled with developing positive teacher/student relationships. He did not 
allow for connection with his students and seemed to undermine the prior knowledge they 
brought to the classroom. 

Maintaining engagement and connectedness with students are important facets of 
professionalism in higher education and as seen in Herron’s (2009) study, one of her 
participants did not commit to this professionalism.  The difference with this researchers 
findings was that students believe that the ‘lecturers are approachable, allow for 
conversation and are willing to assist in the way of feedback, class discussions and 
engagement’. These comments can be viewed in Table F. 
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Further investigation arising from the study could include: 

How do first year education students’ learn when they attend on site lectures and tutorials? 

What media assist with their learning? 

Does student engagement assist learning? 

Do students learn through the incorporation of constructivist approaches in the learning 
environment?  

Are the strategies incorporated in classes really constructivist? 

It has also been noted, that additional themes and ideas were raised with insufficient 
frequency to include in existing themes. 

Implications for professional practice  

This study has raised several implications for professional practice. One is that lecturers 
must implement student centred engagement, active physical and mental involvement, and 
manipulation of concrete objects directly and indirectly, time to pose questions, to seek and 
assist with answers, all of which are perspectives of constructivism. For example, students 
could participate in lecture and tutorial activities known as ‘think, pair and share’ in order for 
them to share their opinions and rely on prior knowledge of the unit.  This example also 
allows for student engagement which in turn enhances their learning. This was revealed by 
the surveyed students as outline by their responses in Table D- Interactive and interesting 
learning techniques.  

General Implications 

As a result of this study, significant changes will occur in my teaching. I will not just lecture, 
particularly to large groups in lecture theatres.  I plan to engage students’ in talk time and 
constantly incorporate active participation, for example; activities such as ‘celebrity head’.  
This highlights students prior knowledge whereby they are required to rely on short or long 
term memory and ask questions of their peers in order to find the answer to the name of 
‘famous person or character’ they are wearing on their head which is attached to a colourful 
hat. Another activity that highlights their psychological, social and creative development is 
the way in which the students are expected to conduct a theoretical workshop based on a 
topic and case study.  The workshop must include hands on, student centred activities that 
their peer group engages in. 

Ramsden (2003); Biggs and Tang (2007) refer to this as “activity theatres”…”where teaching 
and learning activities take place” (p.104). Students have the opportunity to engage in 
valuable student centred, socially constructed activities (Woolfolk & Margetts, 2010). Powell 
and Kalina (2005) view constructivism as the basis for social interactions when learning in 
the classroom. It is also seen as an “integral part of learning” within a social context 
(Vygotsky, 1978; Woolfolk & Margetts, 2010; Krause, Bochner, Duchesne & McMaugh, 
2010). Ultimately, the evidence collated will formulate some significant changes to my 
teaching and hopefully for other lecturers and researchers in the field. 
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Recommendations for future research 

There are several recommendations for future research and they include; a broadening of 
the scope of the study to include other local universities; data could be collected from staff 
who believe they implement a constructivist pedagogy and the study could be enlarged to 
include second, third and fourth year education students. 

Limitations of the study  

There are definite changes that can be applied to this present study.  It was limited to first 
year, second semester education students from one university in Brisbane, therefore cannot 
be compared to other campuses or other year levels. The wording of some questions in the 
questionnaire limited student responses and therefore need to be reassessed so the best 
answers could be analysed. The questionnaire was sent to potential participants via online 
delivery of Blackboard. For future studies their university email account could be used to 
solidify receipt. Consideration of the timing of the questionnaire release must be made, as 
students were beginning a hectic second semester and had little or no extra time to 
complete a questionnaire; therefore, this may be the reason that the response rate was low. 
In the future, the release could be once the semester has commenced and students have 
settled into their university routine. 

Conclusion 

The purpose of this project was to explore first year students’ perceptions of engaging 
learning and constructivist approach to teaching. It also reflected on these student 
perceptions in order to gain an understanding of the significance of attending face to face 
lectures and tutorials and what learning takes place through constructivist pedagogy. It 
explored the potential of constructivist approaches to teaching in higher education by 
reflecting on the use of visual, auditory or concrete aids in classes. This paper also identified 
students’ understandings and ideas on how they view the constructivist approach in higher 
education. It assessed what students’ perceive as effective and engaging strategies in 
classes. From the evidence and data presented, it is clear that for this group of students, 
constructivist approaches to teaching first year students do and will continue to enhance 
student learning. 

Higher education is changing and improving constantly (Baldwin, 2009). Constructivism and 
active participation and learning play a large role in the changes of university.  This includes 
student stimulation, excitement and engagement.   As constructivism grows and improves, it 
will become very demanding for higher education educators to implement the concept to 
reach its full capacity (Richardson, 1997).  It is a very descriptive learning theory, by which, 
people learn and develop their knowledge through various techniques, as opposed to what 
they should learn. It should also be acknowledged that if academics did employ such 
techniques or strategies into their personal pedagogy that it is by no means an easy task 
and will require commitment and passion.  

Finally, Cornish (2007) is a firm believer as am I, and we wish to see it continue, 
implemented and supported in all domains of education. Whilst there are limitations, for 
example; negative past experiences in the classroom and low self esteem from these 
negative experiences which does not allow students to participate fully, overall, constructivist 
learning does engage students and is viewed as engaging a positive learning environment. 
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Appendix 1 

Sample Questionnaire 

 

Please pick the appropriate response 

 

Are you male or female?                     Male    Female 

 

1.     What degree are you enrolled in at university? Please tick the correct one. 
 

           ___   Bachelor of Education – Primary 

     ___   Bachelor of Education- Early Childhood and Primary 

     ___   Bachelor of Teaching/Bachelor of Arts 

 

_________________________________________________________________________
___ 

      
2. Circle a number which closely represents your opinion about each statement.  

 
5- Strongly agree; 4- Agree; 3- Not sure; 2-Disagree; 1-Strongly disagree. 
   

      It helps my learning when -  

 
Handouts are provided by the 
teacher 
  

 
5 

 
4 

 
3 

 
2 

 
1 

Power point slides are 
provided by the teacher on 
blackboard before the lecture 
 

 
5 

 
4 

 
3 

 
2 

 
1 

Talk time is allowed in 
classes 
 

 
5 

 
4 

 
3 

 
2 

 
1 

Real life anecdotes are used 
to support lecture material 

 
5 

 
4 

 
3 

 
2 

 
1 

 
Reflective thinking practices 
are allowed in class 
 

 
5 

 
4 

 
3 

 
2 

 
1 

Humour is included in 
classes that relates to the 

 
5 

 
4 

 
3 

 
2 

 
1 
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topic 
 
I am personally engaged by 
the teacher in classes 
 

 
5 

 
4 

 
3 

 
2 

 
1 

 
I attend face to face lectures 
 

 
5 

 
4 

 
3 

 
2 

 
1 

 
I attend face to face tutorials 
 

 
5 

 
4 

 
3 

 
2 

 
1 

 
Visual aids are used in 
classes 

 
5 

 
4 

 
3 

 
2 

 
1 

 
Auditory aids are used in 
classes 
 

 
5 

 
4 

 
3 

 
2 

 
1 

      
 

List  other ways that your teachers assist with your learning. 

 

 

 

    

3. How do you use available power point slides? 
___________________________________________________________________
___________________________________________________________________
______ 

 

 
4.  Do you print them and take them to lectures?             YES        NO 

 

      5.    Do you take notes in classes using the slides or other means?  YES   NO 

 

 

      6.    In what ways do these notes assist your learning when revising the material?     

 

_________________________________________________________________________
__ 
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      7.   How can teachers make learning interactive and interesting?  

 Name some techniques that teachers have used in tutorials to make learning 
interactive and interesting. 

_________________________________________________________________________
__ 

 

Name some techniques that teachers have used in lectures to make learning 
interactive and interesting. 

_________________________________________________________________________
___ 

 

     8.     How many tutorials do you anticipate attending in semester 2, 2010.  

Please tick your choice 

 
12-11 
 

 

 
10-9 
 

 

 
8-7 
 

 

 
Fewer than 6 

 

 

   

 9.       How many lectures do you anticipate attending in semester 2, 2010.  

Please tick your choice 

 
12-11 
 

 

 
10-9 
 

 

 
8-7 
 

 

 
Fewer than 6 
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 10.    Please comment on ways interactive activities in classes supports your 
learning. 

 
_________________________________________________________________________
__ 

 

 

   11.   What other resources would assist your learning other than attending   face to 
face lectures and tutorials? 

 

 

 

    12.    Describe any examples that you know when your teacher provides 
opportunities for personal or unit feedback. 

 

_________________________________________________________________________
___ 

 

 

 

 

Thank you for your time. 
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Out of Many, One:  A Multiple Source-by-Method Needs Assessment for 
Use in a Japanese University Language Program  

 
Kathleen A. Brown 

Introduction 

The Background of the Issue 

         Needs Assessment. 

Needs Assessment (NA) plays an important role in the development of 

language and curriculum programs (English & Kaufman, 1975; Stufflebeam, 

McCormick, Brinkerhoff, and Nelson, 1985; Witkin, 1984). As a means by 

which valuable information can be collected, NA has gained popularity in a 

variety of fields over the past several decades.  The collection, analysis, and 

interpretation of the information gathered through an NA is not an easy task, 

however, and involves addressing such questions as: (a) How will needs be 

defined? (b) Whose needs will be addressed? (c) What NA model will be used? 

(d) How will the data collected be analyzed? and (e) How will the results be 

implemented? The attention given to these questions will determine not only 

how a NA will be conducted, but how successful the outcome of the NA will 

be. 

In addition to these questions, there are also a number of factors that can 

affect the implementation and success of a NA: (a) the participation by and 

support of the stakeholders involved; (b) the selection of data collection 

methods and analysis that are appropriate for the context; (c) the 

acknowledgement that the NA is a process that includes the implementation of 

findings, and not merely the data collection methods; (d) the understanding that 

the decision-making processes involved in an NA constitute but one aspect of 
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the entire process, and; (e) the recognition of political factors that may play a 

role in terms of access, funding, implementing, and reporting the findings and 

decisions made regarding the outcome of the NA. 

Although there are many definitions of needs assessment and what 

characterizes a need, a particularly useful definition of needs assessment is 

found in Witkin and Altschuld (1995), who defined needs assessment as: “A 

systematic set of procedures undertaken for the purpose of setting priorities and 

making decisions about program or organizational improvement and allocation 

of resources. The priorities are based on identified needs” (p. 4). One of the 

most valuable attributes of a successful NA is this ability to set priorities of the 

outcomes through the needs assessment procedure.  

The Japanese University Context. 

Needs assessment promises to play in important role in the Japanese 

educational context as well.  Through the MEXT 2003 Action Plan, Goals to 

Cultivate “Japanese with English Abilities,” in which the Ministry stated that 

the main goal was for English language ability to be required for all Japanese 

nationals, the entire Japanese educational system came under revision The 

MEXT 2003 action plan included things such as improving English classes, 

improving student motivation to learn English, changing the system for 

selecting school and university applicants, and including a listening section on 

the nationwide screening test, the University Center Examination (MEXT, 

2003). 

At the same time as this switch in focus on foreign language education has 

been occurring in the Japan, there has also been a decline in student numbers 

due to a decrease in the birthrate, resulting in an increasing variety of students 
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enrolling in tertiary education (MEXT, 2006). As the demographics of the 

student body change, so do the dynamics of the university itself. Four-year 

universities have continued to take over the market previously held by two-year 

colleges (tandai) and vocational institutions (senmon gakko), and with this 

change, Japan is beginning to see a new accountability in education. What this 

means for Japanese universities is the examination of an increasing rationale for 

moving away from teaching English merely for the sake of offering English in 

the curriculum as part of a liberal arts education, and addressing more explicitly 

the pragmatic issues of justifying English language study as part of the 

university curricula. It can be argued that university administrators must address 

students’ needs more effectively, and one step towards this goal is to identify a 

system for NA that addresses the multi-faceted roles of and needs for English at 

the tertiary level. 

Purpose of the Study 

The purpose of this study was to examine the needs of a wide variety of 

stakeholders in order to develop an English language program at the Japanese 

university level. It was important that the program be accountable to those for 

whom it was designed, and for those invested in its continued success. It was 

necessary to allow all members who were invested in the language program to 

feel that they had played a role in its development and that the results were built 

around the needs of many, rather than around isolated groups or individuals. 

Through the careful identification of the needs of various stakeholders, it was 

hoped that a richer information pool on which to base curriculum decisions 

could be created. This would then add to the overall viability of the program, as 

it would be representative of a variety of needs and interests.  
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In an age of increasing accountability in education, this goal addressed the 

evolution of a “defensible purpose” (Stufflebeam, et. al., 1985, p. 16) and a 

“defensible curriculum” (Brown, J.D., 1995, p. 36). In order to create a 

language program distinguished by clarity of purpose through the use of high-

quality assessment measures, a systematic approach to the collection of data 

concerning stakeholder needs was needed. The model used in this study is the 

first cycle of an iterative Needs Assessment/Evaluation Model  that is 

comprised of the following components: 1) Planning the NA; 2) Doing the NA; 

3) Planning; and 4) Implementation (Brown, K.A., 2010).   

For the purposes of this study, stakeholders are defined as “…those whose 

opinions should be considered in forming the purpose, scope, and design of the 

needs assessment. They include those who will receive, use, and benefit from 

the results” (Soriano, 1995, p. 6). Needs assessment is understood to include the 

collection and analysis of information to inform curriculum development and 

choices within the context of a teaching institution. Needs encompass a larger 

framework than the language needs of the learners. For this study, language 

needs are defined as (a) particular linguistic items and functions; (b) the 

perceived need for English from the perspectives of learners, instructors, 

administrators and domain experts; and (c) goals and expectations for English 

language learning from the perspectives of learners, instructors, administrators, 

and domain experts. Situation needs include other factors at the societal, 

institutional, instructor, and learner levels that potentially influence the 

development language program curriculum (Brown, K.A., 2010). 
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Methods 
Setting and Participants 

The study site was a Japanese four-year private liberal arts university with 

four faculties: Commerce, Economics, Law, and Literature, and a total student 

population of approximately 6,000 students. The majority of the participants 

involved in this study were students enrolled in the university at the time the 

data were collected. A variety of student groups were included as participants: 

(a) first-year students (n = 1027); (b) second-year students (n = 497); and (c) 

third-year (n = 7) and fourth-year students (n = 2) who were in the process of 

job hunting. 

In addition to students at the university, these groups were defined as 

stakeholders for the purposes of the study: (a) Japanese L1, non-language 

teaching staff from various faculties; (b) English teaching staff (Japanese L1 

and English L1); (c) the deans and curriculum chairs of the four faculties; (d) 

the director of the Foreign Language Institute; (e) staff of the university Career 

Office (Shushokuka); (f) staff of the university Curriculum Office (Kyoumuka); 

and (g) the staff and teachers belonging to the University Teaching Center. 

The field where current graduates of the university are working was 

another important source of data, particularly the personnel of offices where 

graduates are currently employed. These individuals, as well as the staff of the 

university Career Office and University Teaching Center are defined as domain 

experts for the purposes of this study. Domain experts are individuals who have 

expertise concerning how the English language is needed/used in the field, 

without being language teaching experts themselves. Members of this group are 
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sometimes able to provide an accurate picture of how the target language is 

used in the target field (Long, 2005).  

Participant sampling was based on the model of purposeful sampling, in 

which the groups or sites selected are chosen because they can “purposefully 

inform” (Creswell & Plano Clark, 2007, p. 125), or add specifically to, the 

understanding of a certain object of study. Participants were selected by 

incorporating comprehensive sampling, typical case sampling, and the sampling 

of politically important cases (Miles & Huberman, 1994; Patton, 1990, 2002). 

As the study was situated in an educational institution, sampling politically 

important cases provided data on issues of administrative and political 

importance. For this study, this included teachers and administrators in key 

decision making roles, such as the faculty deans, the Institute director, and the 

heads of the Curriculum and Career Offices. 

Instrumentation 

The NA Model (Brown, K. A., 2010) used in this study employed a 

variety of data collection methods. Statistical data were collected through the 

use of questionnaires, which included biodata, opinion and judgment surveying 

through opened-ended and closed items, test scores from an in-house placement 

test, and student data (e.g., student enrollment and failure rates). Non-statistical 

data included information gathered from the mining and analysis of existing 

information (e.g., records and document analyses, systems analyses, means 

analysis, literature review, correspondence by e-mail and letter), non-expert and 

expert practitioner intuition, unstructured and semi-structured interviews, and a 

variety of meetings including advisory, interest group, planning, and review 

meetings (Brown, J. D., 2001, 2009; Long, 2005). 
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          Needs Assessment Questionnaire. 

A questionnaire was developed for the needs assessment cycle, which is 

the first cycle of the Iterative NA/Evaluation Model (Brown, K. A., 2010). 

Questionnaire items were developed from data from the university literature, 

related research literature, and data from unstructured and semi-structured 

interviews. Portions of the questionnaire were developed specifically for this 

instrument, and portions were drawn from instruments already in use (Gardner, 

1985; O’Donnell, 2003).  

The main portion of the questionnaire was designed provide information 

on three areas: (a) perceived need for English at the university level, (b) 

perceived need for different language skills and functions, and (c) interest in 

specific English class types that might be offered at the university.  

The pilot version of the Needs Assessment Questionnaire also included 

open-ended questions, such as: (a) After graduating from university, what 

opportunities do you think you will have to use English? (b) What kinds of 

things related to English do you most want to study while at university? (c) 

What kinds of things related to English do you think you need to (should) study 

while at university? 

The final version of the questionnaire was administered to students at all 

levels of the Basic English Course (n = 963) and to second-year students 

enrolled in the Second-year English classes (n = 432).  

Interview Instruments. 

Oral data was gathered through the use of two types of interview 

instruments. Unstructured informal, or conversational (Patton, 2003) interviews, 

were purposefully unstructured, with loosely based topics as the guide for the 
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interview, and were designed to be exploratory in nature. A second type of 

interview, the semi-structured interview, was a series of questions built around 

the topics discovered in the unstructured interviews as well as questions based 

on constructs that had been created for use in the written questionnaire. The 

purpose of these interviews was to add supplementary information to the larger 

picture of perceived needs, as well as to more specific ideas on what might be 

offered in the curriculum.  

The Needs Assessment Model 

Component 1:  Planning the NA. 

One of the first steps in planning the NA was to conduct a literature 

review targeting previous work done in needs assessment, in particular looking 

at instrument development. The information from this literature review was 

essential in establishing the type of methodology that would be employed for 

the needs assessment, the type of data to be collected, the analytical methods to 

be employed, and the procedures to be followed when implementing the 

project. This included a systems analysis of other needs assessment projects 

completed in Japan and elsewhere. Site visitations to universities where large-

scale curriculum change had been implemented were part of the data collection, 

talking with the on-site teaching staff responsible for the planning and 

implementation of the curriculum, and collecting materials related to their 

curriculum programs. Advisory meetings with the staff involved in the English 

courses were conducted to explain the goals of the data collection and to keep 

part-time staff members informed of progress in the data collection. 
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Another focus of data collection was meetings and interviews. Decisions 

were made among the English Teachers Committee members as to who would 

be responsible for the collection and the analysis of the data.  

Pilot questionnaires were developed and administered.  After the 

questionnaires were collected, the items were analyzed using Winsteps 3.51. 

The results were used to determine if the item structure of the questionnaire was 

valid, provide further ideas for revising the final questionnaire, and detect 

problems with the overall layout or content of the questionnaire. 

Short answers from the Needs Assessment Questionnaire were transcribed 

and provided in full to members of the English Teachers Committee. The short 

answers were also analyzed using the online concordance software, AntConc 

3.2.1 (Anthony, 2007) for word frequencies. These frequency lists were later 

used as part of the data collection for the needs assessment component. 

          Component 2: Doing the Needs Assessment. 

The next step involved collecting large-scale data from both students and 

teachers using the revised version of the Needs Assessment Questionnaire. This 

final version of the questionnaire consisted of 55 Likert-scale items. Statistical 

analyses were run on the closed-ended items. The non-parametric test, Mann-

Whitney U analyses were run on the student pilot data and the accompanying 

teacher data using SPSS 10.0 to look for differences in perceptions of the 

different constructs targeted in the questionnaire, and if these differences might 

exhibit statistical significance. Similarly, Differential Item Functioning (DIF) 

analyses were run on the same data in order to identify any differences in the 

way that students and teachers were answering the items. The open-ended 

responses from the teacher questionnaires were made available to the staff. 
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Short answer data were transcribed by hand and then analyzed using AntConc 

3.2.1 (Anthony, 2007).  

Further data were collected from a variety of sources and analyzed in 

preparation for the decision-making and implementation stages of the needs 

assessment cycle. Data on student enrollment at the university and in the Basic 

English Course were incorporated to provide an indication of the student 

numbers that might be anticipated in the English Language Program. Placement 

Test results were examined to estimate the number of students that could enroll 

in the English  Course and what their levels might be. 

Important insight into how students perceived the role of English in their 

overall class plan while at the university was obtained through data collected 

from the Needs Assessment Questionnaire, as well as possible class types the 

students might be interested in taking. Using all of the data, decisions were 

made concerning as to what types of classes to offer in the English Language 

Program, how many of each type of class to offer, and how to staff the different 

class types.  

          Component 3: Planning. 

Putting the data into a useable framework was the next important step. 

This data helped not only in informing the structure of the program, but also in 

determining objectives for the development of the English Language Program 

curriculum. Data from the student and faculty questionnaires and interviews 

indicated what types of skills students were interested in learning. With these 

the English Teachers Committee members could work together to develop the 

content of the classes, the syllabi, texts, supplementary materials, select suitable 

classrooms, and select assessment methods. Planning meetings were conducted 
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among the class coordinators, and decisions made through this process were 

then reported through advisory meetings with the University Teaching Center, 

the full Institute membership, the Faculty Deans, and the head of the 

Curriculum Office. 

          Component 4: Implementation. 

The implementation of the new curriculum was the remaining step in the 

NA cycle. In order to accomplish this task, a series of meetings with the head of 

the Curriculum Office was necessary to schedule the English Language 

Program classes in with the class scheduling at-large. Meetings and ongoing 

correspondence with the English part-time staff were conducted for training in 

the new classes. The new English Language Program classes were then 

implemented in April 2008. 
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Figure 1. NA Sources and Topics of Information 
Note. From “An Iterative Needs Assessment/Evaluation Model for a Japanese University 
English-Language Program” by K.A. Brown, 2010, pg. 227. Copyright 2010 by ProQuest LLC. 
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Results 

Summary of the Findings 

The investigation of stakeholder needs is one of the foundations of the 

Iterative NA/Evaluation Model for both language program development and 

curriculum development (Brown, K. A., 2010). A multi-source, multi-method 

approach to the collection of data on stakeholder needs was utilized, with the 

results showing a wide variety of needs, wants, and preferences. The largest 

groups of stakeholders in the project were the students enrolled in classes in the 

English Language Program and the teaching staff of the same program. The 

needs of different groups of stakeholders were determined through a variety of 

methods (Figure 1). These needs varied, and bringing them to light added a 

richer database from which to draw on for decision-making processes related to 

the planning and implementation of the English Language Program curriculum.  

The first round of data collection and the results that came from written 

and interview sources, served to inform the design of the questionnaire that 

would be administered to the students and teaching staff. Preliminary analyses 

of data from documents, student interviews, staff interviews, and short written 

introspections indicated a wide variety of needs for English. One of the most 

pressing needs when collecting the data was to arrive at an understanding of 

how the then current English classes were functioning, and stakeholders’ ideas 

about the role of English in the curriculum. Although not altogether surprising, 

the frequent mention of the need for TOEIC skills indicated a deeper level of 

“need” upon examination of the interview data. Rather than providing the 

language skills needed for helping one advance in one’s career, the most 
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important role of the TOEIC was the accompanying score and certificate, which 

allowed the students to put this information on their resume, “as decoration,” as 

one Career Office official noted.  

The teacher interview data concerning the perceived needs of the students 

provided a very different picture than that of the students. The open-ended 

questions provided answers that were as varied as the teachers, giving credence 

to the idea discussed above that teacher beliefs are deeply influenced by who 

they are as individuals, and their experiences (Strevens, 1987). 

One of the ways that differences in reported needs between students and 

teachers was through the use of differential item functioning (DIF). In addition 

to DIF values, Rasch-produced chi-square statistics, and Mann Whitney U 

calculations were also included. Items that were considered representative of 

DIF for the purposes of this study were items that were flagged as statistically 

significant (p < .01) by all three estimates, DIF Construct, χ2, and Mann 

Whitney U. Table 1 includes three items that showed such a difference between 

the first-year students and the English teaching group, in flagging three items. 

Table 2 shows two items that indicated a difference between the first-year and 

second-year student groups, in two of the three indices, the χ2 and Mann 

Whitney U scores. This indicates that perceptions of the need for English varied 

among different groups of stakeholders.  
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Table 1. DIF, χ2, and Mann-Whitney υ Statistics for First-Year Students and 
Teachers 

Student Needs Assessment 
Questionnaire Items                     
S 
item  

T 
item    n 

DIF 
Contrast 

Joint 
S.E. ρ  χ2 df ρ Z ρ η2 

Section 1: I am studying 
English:           

7 3 For future 
work 

48 1.04*  0.41 0.015 5.864 1 0.015 -0.79 0.428 0.013 

8 4 For job 
hunting 

48 0.28 0.41 0.494 0.464 1 0.496 1.06 0.287 0.024 

9 5 In order to 
be able to 
speak 
English 
better 

48 0.95 0.43 0.033 4.515 1 0.034 0.43 0.666 0.004 

11 7 It is a 
required 
course 

48 2.82* 0.82 0.001 11.853** 1 0.001 4.18** 0.000 0.000 

12 8 To study 
overseas 

46 0.65* 0.43 0.133 2.230 1 0.135 0.29 0.769 0.002 

13 9 To travel 
overseas 

48 0.18 0.41 0.659 0.192 1 0.661 1.13 0.260 0.027 

14 10 To be able 
to work 
overseas 

48 0.66* 0.43 0.136 2.206 1 0.138 0.26 0.794 0.001 

15 11 To be able 
to work in 
a job where 
English is 
required 

48 0.13 0.41 0.753 0.098 1 0.754 1.95 0.051 0.081 

16 12 Because 
like 
English 

47 0.35 0.42 0.411 0.669 1 0.413 2.29 0.022 0.114 

             
Section 2:  Through the 
English curriculum at XX 
University, I would like to: 

          

21 13 Increase 
TOEIC 
score 

46 0.89* 0.44 0.047 3.915 1 0.048 2.76** 0.006 0.000 

22 14 Increase 
TOEFL 
score 

46 0.93* 0.42 0.031 4.601 1 0.032 0.31 0.757 0.002 

23 15 Increase 
STEP 
(Eiken) 
score 

46 0.31 0.43 0.463 0.532 1 0.466 1.76 0.078 0.069 

24 16 Increase 
knowledge 
of 
specialized 
vocabulary 

48 1.33* 0.44 0.004 8.233** 1 0.004 3.63** 0.000 0.000 

25 17 Read 
English 
newspapers 
and 
magazines 

48 0.84* 0.42 0.053 3.722 1 0.054 2.57 0.010 0.140 

26 18 Read 
novels in 
English 

48 1.17* 0.41 0.007 7.345** 1 0.007 0.75 0.452 0.012 

29 21 Write 
letters and 
e-mail in 
English 

47 1.48* 0.45 0.002 9.559** 1 0.002 3.33** 0.001 0.000 

 
Note. From “An Iterative Needs Assessment/Evaluation Model for a Japanese University 
English-Language Program” by K.A. Brown, 2010, pp. 186-187. Copyright 2010 by ProQuest 
LLC. 
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Table 2. DIF, χ2, Mann-Whitney υ Statistics for First- and Second-Year 
Students 

Student Needs Assessment 
Questionnaire Items n 

DIF 
Contrast 

Joint 
S.E. ρ χ2 df ρ Z ρ η2 

             
Section 2:  Through the 
English curriculum at MN 
University, I would like to:           

           

 
21 Increase TOEIC 

score 
861 0.06 0.09 0.483 0.49 1 0.483 1.34 0.180 0.002 

 
22 Increase TOEFL 

score 
862 0.00 0.09 1.000 0.00 1 1.000 2.12 0.034 0.005 

 
23 Increase STEP 

(Eiken) score 
863 0.26 0.09 0.004 8.47** 1 0.004 3.16** 0.002 0.000 

 

24 Increase 
knowledge of 
specialized 
vocabulary 

863 0.12 0.09 0.174 1.84 1 0.175 1.62 0.106 0.003 

 

25 Read English 
newspapers and 
magazines 

862 0.13 0.09 0.154 2.03 1 0.154 0.26 0.793 0.000 

 
26  Read novels in 

English 
863 0.07 0.09 0.415 0.67 1 0.415 0.37 0.715 0.000 

 
29 Write letters and e-

mail in English 
860 0.04 0.09 0.643 0.21 1 0.643 0.82 0.413 0.001 

 
30 Write papers and 

reports in English 
862 0.00 0.09 1.000 0.00 1 1.000 0.89 0.373 0.001 

 
31 Write business 

reports in English 
864 0.00 0.09 1.000 0.00 1 1.000 0.60 0.549 0.000 

 
33 Study English 

using PC software 
862 0.06 0.09 0.490 0.48 1 0.490 1.48 0.138 0.003 

 
34 Use internet sites in 

English 
864 0.16 0.09 0.075 3.16 1 0.075 0.68 0.496 0.001 

 

35 Increase 
conversational 
English ability 

859 0.11 0.09 0.246 1.35 1 0.246 1.98 0.047 0.005 

 
37 Discuss a variety of 

issues in English 
864 0.22 0.09 0.019 5.53 1 0.019 0.99 0.322 0.001 

 

38 Understand English 
TV and radio news 
broadcasts 

863 0.05 0.09 0.602 0.27 1 0.602 0.15 0.881 0.000 

 

39 Increase 
comprehension 
level of English 
movies, videos, 
DVDs 

863 0.05 0.09 0.618 0.25 1 0.617 1.93 0.054 0.004 

 

40 Understand 
announcements in 
English 

864 0.13 0.09 0.137 2.22 1 0.137 0.66 0.509 0.001 

 

41 Understand 
academic lectures 
in English 

864 0.10 0.09 0.272 1.21 1 0.272 0.00 0.998 0.000 

             
Section 3:  If these classes were 
offered once a week from next year, 
which would you like to take?          

 42 Reading (Speed) 860 0.07 0.09 0.416 0.66 1 0.417 0.33 0.742 0.000 

 
43 Reading 

(Comprehension) 
861 0.14 0.09 0.121 2.40 1 0.121 0.38 0.702 0.000 

 44 Writing 860 0.10 0.09 0.257 1.28 1 0.257 2.29 0.022 0.006 

 45 TOEIC 861 0.21 0.09 0.018 5.63 1 0.018 1.47 0.141 0.003 

 46 TOEFL 860 0.07 0.09 0.439 0.60 1 0.439 1.99 0.047 0.005 

 47 Eiken 859 0.27 0.09 0.003 9.09** 1 0.003 2.65** 0.008 0.000 

Note. From “An Iterative Needs Assessment/Evaluation Model for a Japanese University 
English-Language Program” by K.A. Brown, 2010, pp. 188-189. Copyright 2010 by ProQuest 
LLC. 
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The DIF results that were produced between the two student groups, and 

the student and teacher groups (Tables 1 and 2), revealed several interesting 

differences. The first-year and second-year student groups showed a difference 

in perception of the need for Eiken, or the STEP test (item 23, χ2 = 8.48, p < 

.01; z = 3.16, p <.01 and item 47, χ2 =  9.09, p <.01, z = 2.66, p < .01), with the 

first-year group ranking Eiken more highly. What these data are unable to tell 

us is why the students think so. One possibility is that incoming first-year 

students, many of whom have had to take some form of Eiken test in high 

school, still perceive passing the Eiken as an important achievement, whereas 

the second-year students solidly place more emphasis on the TOEIC test (items 

21 and 45). Both groups of students endorsed the idea of the importance of 

TOEIC, but the difference in perception of the Eiken test was considered a 

salient difference. 

Likewise, between the students and the teachers (Table 2), three items 

showed a statistically significant difference in perception of student interest, 

English as a required course (item 5, DIF = 2.82, p < .05; χ2= 11.85, p <.01; z = 

4.19, p <.01), the need for specialized vocabulary (item 24, DIF = 1.33, p <.05; 

χ2 = 8.23, p <.01; z = 3.63, p <.01) and the need for writing e-mail in English 

(item 29, DIF = 1.48, p < .05; χ2 = 9.56, p <.01; z = 3.33, p < .01). One of the 

most interesting differences is found in the perception of the interest in English 

as a required course. Although students gave it a relatively high rating (item 5), 

it was the teachers who responded most strongly, with 91.7% of the group (n = 

24), indicating “agree,” as opposed to the 31.5% of the student group (Table 64, 

n = 963) who also indicated “agree.” The teachers also tended to overestimate 
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student interest in learning specialized vocabulary and in writing letters and e-

mail in English, with the teachers indicating 91.7% and 87.5% agree/somewhat 

agree respectively. The students, by comparison, only indicated 57.8% and 

46.6% agree/somewhat agree on interest in these skills. 

Solving the Issues 

As a result of the use of the Needs Assessment Questionnaire, the needs of 

a variety of stakeholders were identified and decisions on the English Language 

Program curriculum were made. The collection of information from a variety of 

sources allowed for all groups to be represented in the decision-making venues 

related to the curriculum for the Program. Each of the groups listed in Figure 1 

was vital in contributing a different aspect of needs for the program. 

Discussion 

Issues in Developing and Implementing the Model 

One of the most salient features of this NA Model is that is provides the 

opportunity for a large number of people to work together towards the same 

goal, bringing people together to work on the collection and interpretation of 

information, decision making related to the structure, design, and 

implementation of classes in the English Language Program. This required 

implementing new aspects of staff cooperation, including teacher training, 

frequent staff meetings, and committed contact with part-time staff, among 

others In this regard the implementation of the needs assessment was extremely 

successful in bringing together groups of people to work together that had 

previously had little need to work together. 

The process of working through each component of the needs assessment 

was not without its problems, however. The teaching staff began to show signs 
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of “questionnaire fatigue” and “meeting fatigue” through the piloting and 

extensive administration of the questionnaires. The timeliness of gathering the 

data necessary to compile a comprehensive report is also a factor in the overall 

success of the needs assessment.  

Teachers can come to the classroom and to the realities of classroom 

teaching with very different sets of beliefs, arising from their experiences as 

language learners, experiences in the classroom, personality factors, and 

individual principles of teaching and language learning (Richards & Lockhart, 

1996). No matter how complete a needs assessment model is in its design to 

inform curriculum or language program development, it is not ultimately the 

overarching director of how all is to be decided at the class goal and objective 

level, as its main purpose is to provide information from which the those 

responsible for prioritizing and enacting decisions can make more informed 

decisions. 

Access to data and the gatekeepers who hold the keys to that access are 

another pragmatic consideration. In this study, difficulty was encountered in the 

quest for data outside the campus border, access to employers and university 

alumni was limited by the office that had the power to provide such access. 

Punch (1998), writing on politics and ethics in research, referred to gatekeepers 

as “crucial in terms of access and funding” (p. 163). McKillip (1987, 1998) and 

McDavid and Hawthorn (2006), in their work on needs assessment and 

evaluation place so much importance on the political ramifications of 

gatekeepers and the power that they hold, that they suggest that the first step in 

needs assessment is to familiarize oneself with the political context of the 

situation. 
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In the end, however, the most important litmus test of this or any other 

model concerns how long the effects of the implementation of the model last. 

Holliday (1992) described this phenomenon as “tissue rejection,” which refers 

to the inability of a needs assessment project to innovate change that is long 

term, meaningful, and found acceptable to the institution in which it was 

employed.  

Through multiple source-by-method data collection, it was possible to 

identify the needs of various stakeholders. Because there was a large number of 

stakeholders involved in different stages of the decision-making process, it was 

possible to address different needs in the overall program development and in 

the curriculum. This important facet of NA, the creation of one voice out of 

many, is crucial to the continued investment in a program by various 

stakeholders, and to ultimate success of the needs assessment. 
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Abstract  

“Learning to learn” refers to the development of effective learning through 

understanding one’s capability to learn. Learning to learn (also called learner training) 

is further defined by Brewster et al. as a process of leading students to focus on how 

they learn in which a variety of activities are used to develop metacognitive 

awareness and learning strategies. It is known that the more the learners know about 

language, the more effective the language learning will be managed by the learners 

themselves (Ellis & Sinclair, 1989). Learning to learn helps teachers deal with 

diversity within their classes by recognizing individual differences (such as learning 

style, gender, or family background) among students. The need for clear lesson goals 

and the aim of each activity within a lesson also allow teachers to reflect on their 

teaching and beliefs for their own professional growth.  

This study discusses the above using an EFL example in Taiwan. Participants are 

18 student teachers, all of who were English majors attending an EFL Practicum 

course at a university in Taiwan during the spring session of 2011, and 23 students 

from grades 1-4 in a nearby elementary school. The curriculum was designed to 

reinforce what students learned in their regular EFL classes. Each lesson lasted for 90 

minutes every week for a total of 12 weeks. Data were collected in the form of pre- 

and post-tests, classroom observations, videotaping, instructor student conferences 

(with practicum report), individual interviews, and end of term questionnaires. The 

results indicated that learning to learn benefits student teachers in learning to teach 

through reflection on themselves and the students. It also significantly improves 

elementary students’ learning strategies, motivation, and learning achievement. 

Learning to learn provides a more pleasant experience for teachers, as it facilitates 

lesson planning and classroom management because students are motivated. 



- 1 -

Case Study on the Education Practice and Changes in Attitudes of Students in a 

Science-Mathematics Course and Science Class in an Ordinary Course in a 

Senior High School 
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The high school wants to provide the students with 

many opportunities to come in contact with the research of 

the universities, in order to nurture an interest in the study 

of science-mathematics. A high school ‘A’ in Japan 

established a science-mathematics course comprising two 

classes and an ordinary course comprising eight classes. 

The science-mathematics course is run in cooperation with 

two universities and a research office. We gave 

questionnaires to third graders in both courses in order to 

find out whether the science-mathematics course has 

achieved its goal. Comparisons between the two courses 

were made and it was revealed that students in the 

science-mathematics course had more interest in and 

more knowledge about science and mathematics than 

those who attended the science class in the ordinary 

course. 

Keywords: course of science-mathematics, science class in 

ordinary course, questionnaire, attitudes, problem study 

 

1. Introduction 
 
 In order to produce talented people who will be 

excellent in the fields of science and mathematics, science- 

mathematics courses are provided in many schools in 

Japan. The science-mathematics course aims to promote 

students’ interest in the fields of science and mathematics. 

For this purpose, schools are cooperating with universities 

and increasing opportunities to meet with more university 

researches in accordance with the 15th term Central 

Council for Education (Ministry of Education, 1999a). 

Students enrolled in a science-mathematics course may 

consider majoring in science when they are on the verge of 

attending a university at their junior high school graduation 

and are about to enter senior high school.  

 With regard to the course, characteristic subjects, such 

as introduction to natural science, problem study, etc., are 

introduced from the freshman year onward in order to 

develop independent thinking among individuals and 

richly expressing self-opinion in sentences or through 

non-verbal media. Recently, there has been increased 

cooperation with a university for conducting introduction 

to natural science and problem study (Suzuki 2001, Nose 

et al. 2001).  

 Students in an ordinary course at high school “A” take 

classes for one year without differentiating liberal arts and 

science class. Then, they choose any one among the liberal 

arts and science classes during their second year. Students 

in a science class in the ordinary course include those who 

chose science in the second year.  

 The questionnaire that was conducted four times among 

the senior students in the science-mathematics course 

(hereafter referred to as SM class) was analyzed. The 

findings indicate that students in the SM class are deeply 

interested in the fields of science and mathematics as the 

characteristic subject, and they were particularly aware of 

both the difficulties and the joys of research (Miyaji 2010).  

   In order to find out how third-year students in the 

science-mathematics course are faring, a questionnaire on 

lessons taught in senior high school “A” was distributed 

among the students enrolled in the science class in the 

ordinary course (hereafter referred to as SO class) and 

among those in the SM class in September. The attitudes 

of both students were compared on the basis of nine items. 

Furthermore, we compared the attitudes of students in both 

the SM and SO classes with regard to their abilities and 

experiences of their accomplishments. A significant 

difference would be recognized by the deflection of the 

number of persons. These results revealed that the SM 

class met almost all the purposes determined by the school. 
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  The number of credits taken during the SO and SM 

classes and the characteristic subjects in the SM class are 

described in Chapter 2. A change of attitudes in the 

students in SM class through the lesson is described 

through an analysis of the questionnaires survey conducted 

in Chapter 3. The difference in the attitudes of the students 

in both classes is compared in terms of some items in 

Chapter 4.  

 
2. Features of the SM and SO classes in high 

school “A” 
 
2.1 Number of credits 
  According to the standard number of credits that the 

Ministry of Education, Culture, Sports, Science, and 

Technology have defined, the number of credits in the SO 

and SM classes in high school “A” are predetermined. As 

shown in Table 1, the SO class has three more credits for 

“Japanese language” and “English.” The SM class has 

four more credits for “mathematics” and “science” 

(Ministry of Education, 1999b). Although there are three 

more total credits for the SM class, the ordinary course has 

one more credit for “geography and history,” “health and 

physical education,” and “art.” Although not shown in 

Table 1, the total number of credits for both classes are 96.  

 

2.2 Course subjects 
  The ordinary course in High School “A” includes 

experiments and training, while developing content which 

attaches great importance to the basics and fundamentals. 

The students are divided into liberal arts and science 

classes on the basis of the course of study in the second 

year. Both classes have various elective subjects suitable 

for the course of study.  

  The science-mathematics course in high school “A” has 

the following characteristics:  

(1) Taking advantage of the recommendation from the 

15th term Central Council for Education (Ministry of 

Education, 1999a), the interests of students in the 

science-mathematics course are promoted through the 

classes in cooperation with the university.  

(2) The traditional learning method of “memorizing 

knowledge” is replaced by the development of a person 

“who can think with his head and express coherently,” this 

enables students to subsequently decide on suitable career 

options.  

  The subjects in the science-mathematics course are 

“Introduction to natural science,” “Computer I,” and 

“Problem Study.” Their contents are explained below.  

The change in attitudes influenced by each subject is 

explained. 

   
Table 1. The number of credits of the main subjects 

Subject Affiliation
 First
year

Second
year

Third
year

Total

SO class 5 6 5 16
SM class 5 4 5 14
SO class 6 6 6 18
SM class 5 6 6 17
SO class 5 6 7 18
SM class 5 6 8 19
SO class 3 6 8 17
SM class 6 6 8 20

Mathematics

Science

Japanese

English

 
 

3. Changes in science-mathematics course 
 

3.1 Lesson practice of introduction to natural 
science, and promoted interest 

 “Introduction to natural science” is a one-credit subject 

from the science-mathematics course, and is conducted 

during the freshman year. The goal of this subject is to 

promote development of the basic ability of being to able 

to see and consider nature synthetically and by association, 

while fostering interest in the development of scientific 

technology through research activities in fundamental 

concepts, such as a principle, a law, etc. in natural science 

and mathematics. The 35 hours of instruction during the 

year are divided into five parts. Lessons of physics, 

chemistry, biologicals, geoscience, and math are 

performed for seven hours per each subject. Visiting 

lecturers (e.g., university teachers, etc.) take charge of the 

content, as shown in Table 2, for the last two hours of each 

division. The high school teacher who takes charge for five 

hours of each division makes arrangements with the 

visiting lecturer beforehand, and draws up a guidance plan 

so that students may understand the lecture’s contents of 

the visiting lecturer.  

 Each student’s impressions of the course content are 

described on one sheet of writing paper, which is scored as 

a part of an evaluation after they are taught by the high 

school teachers and a visiting lecturer. For example, the 

following are comments regarding the physics field 

conducted during April and Mays: “It was a big surprise to 

understand that mechanism of spaces could be explained 

from a small thing called a cosmic ray”; “Although videos 

of Super-Kamiokande have been viewed before, I only 

finally realized at length what it was about.”  
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 Students responded to the question “Did the class of 

introduction to natural science interest you?” through a 

five-response evaluation (1. Did not change, 3. Was 

slightly interested, 5. Was interested) (number of 

respondents, N = 74). It was found that 79% of students 

responded to ratings 3 to 5 when these were totaled, 

(average value, m = 3.6). For the question “Was the 

interest in natural science promoted attending the class of 

introduction to natural science?”, students chose from four 

responses (1. Not at all, 2. Not so much, 3. Promoted, 4. 

Very much promoted) (N = 74). When ratings 3 to 4 were 

totaled, it was found that 74% of students answered that 

the interest in natural science was promoted (m = 2.9).  

 Forty-eight students (65%) have decided to go on to 

university studies. Thirty-nine students (53%) hope to 

enter the faculty and the department of science. Forty 

students (54%) have decided on their future employment. 

Twenty-eight students (38%) hoped to obtain employment 

related to natural science. Two students (3%) have decided 

to enter the university faculty and department of natural 

science in the future. No student has decided to take up 

employment in natural science. This lesson influenced 

three students (4%) to decide their research themes of the 

problem study.  

 Although these figures do not have much influence on 

the selection of a university or decision of an occupation, 

they indicate that almost all students developed an interest 

in natural science through lessons on the subject. 

 
Table 2. Example of lesson contents in introduction to natural 

science 
Month Field Contents of visiting lecturer

Apr～May Physics
Measurement of the muon using a
particle telescope

Jun～Jul Biology Visit of Hayashibara Biochemical Lab.
Sep～Oct Geoscience Earthquakes and their mechanism

Nov～Dec
Mathe-
matics

From plane geometry to spherical
surface geometry

Jan～Feb Chemistry
Right and left in the organic
compound  

 

3.2 Details of problem study, and promoted interest 
  “Problem study” is conducted during the second-year 

for two credits. As shown in Table 3, 80 students worked 

on 23 research themes in a fiscal year. Each group 

comprised two to six students. Further, 14 mathematics 

and science teachers took charge of the themes that they 

were responsible for. A teacher instructed one to four 

themes for two consecutive fifth and sixth hours on 

Fridays. Problem study was conducted under the 

instruction of the teacher in charge. The building for 

experiment and training was established as a facility for 

problem study. Each group conducted their study in the 

building, a computer room, and an experimental 

laboratory.  

 A briefing session was held during the third term in the 

first year. The area of research and the research group were 

then decided. During spring vacation, students conceived 

of the content of their theme. Survey research began under 

instruction of the teacher in charge in April of the second 

year. The interim meeting for the presentation was held 

during the summer vacation. The students evaluated peer 

study contents and enumerated questionable aspects. The 

students continued with additional research after referring 

to the evaluation and other aspects.  

 All students studied everything that was expected of 

them in the second term. The campus trial meeting was 

held on the basis of the field of study (physics, chemistry, 

biology, geology, and mathematics) at the end of 

December. Many students (or groups) stayed up late at 

night (around 9 pm) to study before the campus trial 

meeting in December. A manuscript was drawn up and 

distributed to the students and teachers who listened to the 

presentation. This presentation involved slides created by 

PowerPoint. All groups used computers and a projector. 

The trial presentation time was seven minutes for each 

group. During this trial meeting, one or two groups were 

selected as representative for each field. Seven groups 

were elected on the whole.  

The students also studied until late at night before the 

joint presentations held in February and before the paper 

deadline in early March. Studying “computer I” during the 

 

 

Table 3. Themes classified by the field of problem study 

Field Theme of Study

Physics

Superconducting I,Ⅱ; Sound and vibration;
Solar car and a solar battery; Study of
electron beam; Wonder of the size of the
drop of water; A bleep; A self-run type
robot; Physics robot production; Study of
the autonomous type robot

Chemistry
About the property and composition of the
soap; A battery; Studying the situation of
water pollution of a river

Biology
The reproduction and habits of planarian;
Structure and the evolution of eyes; The
world of the microbe

Geoscience Observation of the sunspot
Mathe-
matics

About a cipher I,Ⅱ; About the golden ratio;
Truth of the parabola  
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freshman year helped in the preparation for the summary 

stage. 

 The groups that were selected to become the 

representatives at the campus trial meeting made 

presentations at the campus presentation workshop for 

problem study in the SM class in January in the third term. 

The presentation time was 10 minutes in which a 

presentation and a question-and-answer session was 

conducted. A first year student participated in this meeting. 

These representation groups also attended a joint 

presentation workshop in the SM class at the prefecture 

where the school is located. Finally, contents of study 

among each group was summarized and incorporated into 

the graduation thesis. This thesis comprises less than eight 

pages of A4-size paper and was made available by the 

beginning of March. Then, a second year student exhibited 

various research subjects by all groups to a panel; the 

exhibition was held in five rooms in the school in March. 

This presented an opportunity to explain research work to 

freshman students. During this time, the first year student, 

after listening to the talk from a senior second year student, 

will decide on his theme. The freshman student is thus 

made to think and decide early on what he wants to do at 

the presentation meeting for problem study in the SM 

class.  

  As part of the research in the problem study class, 39 

students (53%) worked outside the school premises (N = 

74). The destination was universities and research facilities 

(28 persons, 38%), field study (32 persons, 43%), and 

others (31 persons, 42%).  

 Six groups, shown in Table 4, went directly to the 

laboratory of C university, D university, or the research 

institute. They corresponded via a phone and mail, and 

received guidance from a teacher in a university or a 

researcher in a research institute (Nose, 2001). During the 

summer vacation, these students visited the university in 

order to understand what they were expected to do. 

However, in almost all cases, the direct answer was not 

obtained from teachers from the university. The students 

were admonished in the following manner: “You have 

already studied it so far. You have to propose an idea and 

turn a paper in in the near future.” Thus, the students 

received a hint with respect to what they must study. Their 

next plans were elaborated and studied.  

  On the other hand, students responded to the question 

“How was the problem study class?” through one of four 

responses (1. Not pleasurable at all; 2. Not pleasurable; 3. 

Pleasurable; and 4. Very much pleasurable). It was found 

that 69 students who found the classes pleasurable 

responded with ratings 3 or 4 (93%, N = 74, x = 3.5). With 

regard to the reasons why they found the class pleasurable, 

8 categories were obtained from 48 students (65%), as 

shown in Table 5: “I am fulfilling the research that I'm 

interested in for one year,” “Cooperation with others have 

been carried out,” “I could pursue what I had not 

understood before for one year,” “I discovered things that I 

did not think of before,” etc. It was found that 43 students 

(94%) of those who answered the survey described that 

interest in science was encouraged by pursuing their 

research subject.  

   Further, 74 students provided 305 descriptions to the 

statement “thing learned through the class of problem 

study.” From among these, 11 items were categorized. 

These were arranged in order of descending frequency, as 

shown in Table 6. The categories suggest that the students 

have studied the difficulties and pleasures associated with 

research. Moreover, they felt and understood that 

cooperation is also important in conducting the research. It  

 
Table 4. Problem study instructed by staffs in a university 

Theme of Study Leader for research

Superconducting 
Professor in Dept. Applied Physics,
Faculty of Sci., Univ. "Ｄ"

Electron beam
Associate Professor in Dept. Physics,
Faculty of Sci., Univ. "C"

Physics robot
production

Professor in Dept. Sys. Eng., Faculty
of Eng., Univ. "C"

Battery
Professor in Dept. Material Applied
Chemistry, Faculty of Eng., Univ. "C"

Situation of water
pollution and
cleansing of a river

Teacher in Prefectural Technical
High School "Ｂ"

Observation of the
sunspot

Professor in Dept. Earth Sci., Faculty
of Sci., Univ. "C"  

 
Table 5. Reasons given for why the problem study was 

pleasurable 

Reason Frequency
It was good to be able to do
research continuously for one year

10

We thought independently and were
able to study freely

10

My interest in examination and
research increased

9

I was able to learn various things 8
I was able to pursue what I did not
understand

4

I was able to cooperate 2
Others 5
Total 48  
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turned out that they became deeply interested in the 

science and mathematics fields through the problem study.  

The ability and attitudes of students that were 

influences by the problem study are presented in Figure 1; 

a five-point rating scale was used for this purpose (1. Not 

appropriate; 2. Not so appropriate; 3. Cannot determine; 4. 

Appropriate to a certain degree; 5. Appropriate). The mean 

values of these 11 items ranged from 3.7 to 4.2. This 

implies that it was appropriate to a certain degree. Students 

recognized that they have improved in the following 

abilities: information collection ability (m = 4.2), effective 

usage of a computer (m = 4.1), popularity of a computer in 

terms of usage (m = 4.1), knowledge of a computer (m = 

4.1), feelings of accomplishment (m = 4.1), and increase of 

the interest in computers (m = 4.0), etc. 

 

Table 6. Things learned through the problem study 

Contents Frequency
Difficulty of research 62
Pleasure of research 58
Importance of cooperation 41
Method and technical skill of experiments 29
Importance of research 27
Importance of discussion 25
Pleasure of natural science 16
Course determination such as a future
target and the purpose

15

Deep understanding of natural science 9
Importance of natural science 8
Others 16
Total 306  
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Figure 1 Ability and attitudes promoted by problem study 

 

4. Differences between attitudes of students 
in the SO and SM classes 

 

  A questionnaire survey comprising 11 common items 

was conducted among third-year students in both SO and 

SM classes in September. The number of students who 

answered the questionnaire in the SO class was 112 

among three classes. Those in the SM class were 75 

between two classes. Results on the analysis for eight 

items were compared in the following manner. 

 

4.1 The reason why affiliation of students was 
desired and difference in developed ability 

 Students had a choice of six different reasons for having 

desired present affiliation. Multiple answers were 

permitted. The finding of the χ2 test is presented in the 

upper half of Table 7, based on a 2 × 2 table of (SO class, 

SM class) × (existence of reaction). Significant difference 

was recognized for the following four reasons: Students 

interested in the subjects of science and mathematics want 

to study deeper into these subjects, and are interested in 

taking up a job related to science and mathematics, etc. 

The number of persons providing reasons with regard to 

why present affiliation was desired was significant. This 

shows that students in the SM class chose this class for the 

following reasons: “since they are interested in the subject 

of science and mathematics,” “since they want to study 

science and mathematics more deeply,” and “since they 

want to get a job related to mathematics and science.” The 

students in the SO class were more likely to choose “the 

other” reason. A significant difference between students in 

both classes was clarified through the following two 

statements: “since they want to go on to universities of 

science and technology” and “since they want to become 

engineers in the future.” 

 The average number of reasons for having the desired 

present affiliation in the SM and SO classes are 1.37 and 

0.97 respectively. Students in the SM class chose more 

reasons. 32 students in the SO class chose “others”. 16 

persons wrote the following two reasons: “since subjects 

of science and mathematics are my favorites” and “since 

there are more universities which they can choose from 

than liberal arts universities.” The rest of the students did 

not provide a reason. These findings reveal that students in 

the SM class have a stronger will toward their future 

purposes. 

Students were asked to choose among nine items 

regarding abilities acquired after entering high school. 

Multiple answers were permitted. The result of the χ2 test 

is presented in the lower portion of Table 7. The finding 
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recognized a significant tendency or significant difference 

for the following five abilities: ability to gather 

information, ability to express oneself, creative ability, 

ability to solve problems, and others. The number of 

persons who have improved their abilities in both types of 

classes was significant as shown in Table 7. For the SM 

class, there were many students who recognized that their 

ability to gather information, self-expression ability, and 

creative ability have improved. Many students in the SO 

class recognized that their ability to solve problem and 

 
Table 7. Comparison of students' reasons for desired 

affiliation with the ability developed by both types of students 

Existence SO SM Sum χ２

Yes 26 39 65 16.4
No 86 36 122 ***
Total 112 75 187

Existence SO SM Sum χ２

Yes 10 18 28 8.0
No 102 57 159 *
Total 112 75 187

Existence SO SM Total χ２

Yes 18 21 39 3.9
No 94 54 148 *
Total 112 75 187

Existence SO SM Total χ２

Yes 32 7 39 10.1
No 80 68 148 **
Total 112 75 187

Interest in subjects of science
and mathematics

Deeply studying their subjects of
science and mathematics

Taking up a job related to
science and mathematics

Other reason
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Existence SO SM Total χ２

Yes 33 31 64 2.8
No 79 44 123
Total 112 75 187

Existence SO SM Total χ２

Yes 25 26 51 3.5
No 87 49 136 +
Total 112 75 187

Existence SO SM Total χ２

Yes 18 23 41 5.6
No 94 52 146 *
Total 112 75 187

Existence SO SM Total χ２

Yes 50 22 72 4.5
No 62 53 115 *
Total 112 75 187

Existence SO SM Total χ２

Yes 14 0 14 10.1
No 98 75 173 **
Total 112 75 187

*** p<.001, ** p<.01, * p<.05, + p<.1
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Ability to collect information

Ability to express oneself

Creative ability

Ability to solve problems

Other ability

 

others have improved. Meanwhile, the contents described 

as others by 14 persons in the SO class were as follows: 

“ability to understand oneself,” “ability to process 

information,” “ability to include people within a group,” 

and “ability to judge the character of persons.” No 

significant difference was recognized regarding the ability 

to evaluate oneself, the ability to execute, the ability to 

express, and the ability to persevere in making efforts .  

The creative ability acquired by students in the SM 

class is based on the following activities: to think about 

and investigate a goal through the problem study, to 

actually create something, to examine whether the result 

has been achieved as thought, or to think over how to 

present one’s ideas and findings. The problem solving 

ability to which the students in the SO class had developed 

was obtained through the following activites: to logically 

express problems, such as mathematics and physics, and to 

find solutions for them. We will investigate how much of 

these abilities is actually acquired by use of a checklist in 

order to provide clear evidence through the support of 

teachers.  

 The experience of feeling accomplishment for both 

students during their high school year was examined. The 

χ2 test result is shown in Table 8. The deflection of 

frequencies in both groups is significant (χ2(8) =21.1, p 

< .001). Therefore, a residual analysis (Tanaka, 1992) was 

performed. As shown on the right side of Table 8, students 

in the SM class responded more to "Yes" and “some what 

yes" than those in the SO class. At the same time, students 

in the SO class responded more to "No", "Some what no", 

and "Cannot be determined" than those in the SM class.  

  Students in the SM class felt greater accomplishment 

while in high school than those in the SO class. This is 

presumed to be exprienced more deeply in "problem 

study" during the second year, as described in Section 3.3. 

It appears that they repeatedly experienced their thought 

processes, confirmation of their results, rounding up the 

results, and presentation. 

 
Table 8. Comparison of experience in feeling of 

accomplishment for both types of students  

SO SM Total SO SM SO SM SO SM p
1 No 19 4 23 14.1 8.9 1.7 2.7 2.25 -2.25 *
2 Some what no 20 6 26 15.9 10.1 1.0 1.7 1.78 -1.78 +
3 Cannot be determined 24 6 30 18.4 11.6 1.7 2.7 2.31 -2.31 *
4 Some what yes 22 22 44 26.9 17.1 0.9 1.4 -1.76 1.76 +
5 Yes 24 31 55 33.7 21.3 2.8 4.4 -3.22 3.22 ***

Total 109 69 178 109.0 69.0 8.2 12.9

*** p<.001, * p<.05, + p<.1 χ2 21.1 ***

Rating value
Observed
frequency

Expected
frequency

Difference
of proportion

Residual analysis
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4.2 T test for eagerness and degree of 
comprehension in both types of students 

  With regard to “the eagerness of learning science and 

mathematics” and “the degree of comprehension in 

science and mathematics,” the average rating of attitudes, 

their standard deviations, the number of persons who 

responded and the result of t test for both types of students 

are presented in Table 9. T test indicated that the difference 

in the average value in a commitment to biology was 

significant at t(54) = 2.28, p < .05 as shown in the right 

column of Table 9. The students in the SM class are more 

eager to learn about biology than students in the SO class. 

There are no significant differences in the other subjects.  

 There is a significant difference of avarage degree of 

comprehension regarding the contents of a physics 

textbook  (t(143) = 1.82, p < .1). In biology and 

geography, both were significant: t(55) = 2.91, p < .01 and 

t(18) = 9.00, p < .001 respectively. The students in the SM 

class have a higher degree of comprehension about 

biology and geoscience. There are no significant 

differences in the other subjects. 

 

Table 9. Results of T test for eagerness and the degree of 

comprehension in students of both classes 

ｍ ＳＤ Ｎ ｍ ＳＤ Ｎ Value ｐ
Eagerness to address mathematics 3.6 1.0 105 3.5 1.2 68 0.52
Eagerness to address physics 3.2 1.4 78 3.4 1.3 54 0.81
Eagerness to address chemistry 3.4 1.3 105 3.6 1.3 66 0.99
Eagerness to address biology 2.8 1.3 42 3.6 1.1 14 2.28 *
Eagerness to address earth science 1.8 1.1 16 2.3 2.3 3 0.43
Degree of comprehension in mathematics 3.4 0.9 111 3.5 1.0 72 0.84
Degree of comprehension in physics 3.0 1.2 87 3.3 1.2 58 1.82 +
Degree of comprehension in chemistry 3.2 1.1 111 3.4 1.0 70 1.47
Degree of comprehension in biology 3.0 1.2 43 3.9 0.9 14 2.91 **
Degree of comprehension in geoscience 2.0 1.4 18 5.0 0.0 2 9.00 ***

*** p<.001, ** p<.0001, * p<.05, + p<.1

SM class t-test
Item contents

SO class

 

 

4.3 Relation of learning time, eagerness, and degree 
of comprehension in both types of students 

  The correlation coefficient among the total amount of 

study time, the learning time for each subject, the 

eagerness to address, and degree of comprehension by 

five-step evaluation is shown in Table 10 for the students 

in the SO and SM classes. For both types of students, 

Table 10 shows a strong positive correlation between the 

study time of each subject, the eagerness to address each 

subject, and the degree of comprehension for the total 

amount of study time. In addition, Table 10 shows a strong 

positive correlation between the eagerness to address each 

subject and the degree of comprehension in terms of the 

amount of learning time for each. This implies that there 

are rather strong positive correlations between the 

eagerness to address and the degree of comprehension for 

each subject. As it turns out, both SM class and SO class 

also have strong positive correlations regarding the total of 

study time, the study time for each subject, the eagerness 

to address it, and the degree of comprehension.  

 The correlation coefficients of the learning time for each 

subject, the eagerness to address, and the degree of 

comprehension to the degree of experience of feeling 

accomplishment are shown in the right column of Table 

10. The coefficient of the study time for mathematics and 

chemistry, the coefficient of the eagernesses to address in  

 

 
Table 10. Correlation coefficients among learning time, 
eagerness toward learning the subject, and degree of 
comprehension 

r p r p r p r p
Mathematics 0.74 *** 0.33 *** 0.11 0.28 **
Physics    0.51 *** 0.45 ** 0.34 *** 0.17
Chemistry  0.62 *** 0.52 *** 0.34 ** 0.27 **
Biology    0.62 *** 0.49 ** 0.48 * 0.07
Japanese 0.42 *** 0.41 ** 0.15 0.07
English 0.66 *** 0.28 ** 0.26 ** 0.05
Geography, history
and civics

0.41 *** 0.30 ** 0.13 0.18 +

Mathematics 0.41 *** － 0.38 *** 0.17 +
Physics    0.29 － 0.57 *** 0.12
Chemistry  0.25 * － 0.60 *** 0.20 *
Biology    0.40 ** － 0.59 *** 0.11
Japanese 0.31 ** － 0.37 *** 0.21 *
English 0.22 * － 0.58 *** 0.23 *
Geography, history
and civics

0.18 + － 0.53 *** 0.19 +

Mathematics 0.17 + － － 0.07
Physics    0.22 * － － 0.04
Chemistry  0.18 + － － 0.07
Biology    0.33 * － － 0.03
Japanese 0.22 * － － 0.19 *
English 0.36 *** － － 0.30
Geography, history
and civics

0.15 － － 0.06

r p r p r p r p

Mathematics 0.63 *** 0.30 ** 0.34 ** -0.04
Physics    0.69 *** 0.40 ** 0.43 *** -0.05
Chemistry  0.57 *** 0.44 *** 0.24 * 0.13
Biology    0.73 *** 0.15 0.47 + 0.03
Japanese 0.41 *** 0.46 *** 0.28 * 0.08
English 0.68 *** 0.60 *** 0.37 ** 0.12
Geography, history
and civics

0.27 * 0.46 *** 0.27 * 0.12

Mathematics 0.44 ** － 0.31 * 0.11
Physics    0.36 ** － 0.67 *** 0.09
Chemistry  0.44 *** － 0.68 *** 0.17
Biology    0.38 － 0.08 0.32
Japanese 0.29 * － 0.62 *** 0.14
English 0.53 *** － 0.50 *** 0.15
Geography, history
and civics

0.24 + － 0.56 *** 0.08

Mathematics 0.42 *** － － 0.03
Physics    0.45 *** － － 0.18
Chemistry  0.38 ** － － 0.08
Biology    0.38 － － 0.08
Japanese 0.34 ** － － 0.25 *
English 0.54 *** － － 0.07
Geography, history
and civics

0.27 * － － 0.21 +

*** p<.001, ** p<.0001, * p<.05, + p<.1
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chemistry, Japanese, and English, and the coefficient of 

comprehension of Japanese, for the degree of experience 

in feeling accomplishment is not as strong for students in 

the SO class. It appears that, as for the degree of 

experience of feeling accomplishment, there is little 

correlation in learning time of each subject and an 

eagerness to address, for degree of comprehension over 

the science-mathematics course. The difference in such a 

correlation coefficient arise from different reasons such 

that students in the SO class experience a feeling of 

accomplishment in the usual face-to-face subjects, while 

many students in the SM class have obtained such 

experiences during problem study. 

 

5. Conclusion 
 
 In this paper, the questionnaire of the common items for 

both SM and SO classes, and the items original to SM 

class are analyzed in order to understand the educational 

impact of the characteristic subjects in the SM class and 

the attitudes of students in both classes of high school “A”. 

The purposes of establishing the SM class, which is to 

nurture students who can think on their own and promote 

students’ interest in science and mathematics, are fulfilled 

considerably.  

 Most of the students in the SM class became more 

interested and concerned about natural science when 

attending a lesson of introduction to natural science.  

 Students in the SM class learned about the difficulties 

and pleasures of research during lessons of problem study 

and felt that cooperation was also important when carrying 

out the research. It turned out that they were deeply 

interested in the area of science and mathematics through 

problem study. Many of them believe that creative ability 

is accrued. The students in the SM class experienced a 

greater feeling of accomplishment than those in the SO 

class. It is presumed that this feeling is due to the repetitive 

experiences of obtaining a result through thought, 

summarizing, or making presentations during problem 

study. Through conventional lessons in the SM class, they 

have come to believe that science is interesting, are 

interested in the scientific things around them, consider 

everything in-depth, and are interested in research.  

  This paper showed that the characteristic subjects, that 

is , the special feature of the SM class, function quite well.  

 We hope to continue conducting this survey and take 

benefit from it as a guideline for the contents of a lesson 

and the implementation method by grasping the change in 

the attitudes of the students in the SM class. We hope to 

conduct surveys using checklists provided by teachers, and 

investigate qualitative change in reports. We want to grasp 

students' qualitative change son various variables by 

analyzing their surveys.  

The author thanks the teachers and students of Senior 

High School “A” who cooperated with filling out the 

surveys. We appreciate the support of the Grant-in-Aid for 

Scientific Research, foundation study (C 22500949) given 

by the Ministry of Education, Culture, Sports, Science, and 

Technology, of Japan for this research. 
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Abstract: 

Increasingly, researchers are presenting theoretical and empirical studies that integrate 
the psychology of emotional development and that of educational science (Pons, Doudin, 
Harris & Rosnay, 2005). These studies examine the relationship between the way children 
understand and manage their emotions and the quality of their social and academic 
integration. Understanding emotions has emerged as one of the important factors that 
contribute to how a child adapts socially and academically (Dehnam, 2006). In addition to 
feeling and expressing their emotions, children must also develop a knowledge base on this 
subject to be able to initiate contact with others, to adjust to them, and maintain harmonious 
relationships.  

The proposed project will examine the development of the understanding of the 
concealment of emotions in school-aged children, as well as the cognitive abilities that are 
involved in this understanding. The concealment of emotions occurs when a person does not 
openly express what he feels inwardly. For example, a person could receive a gift that does 
not necessarily please him, but will nonetheless express a smile. Fully understanding this 
phenomenon requires complex thought processes (Harris, Donelly, Guz, & Pitt-Watson, 1986; 
Perron & Gosselin, 2007; 2009). In fact, it implies the ability to make the distinction between 
appearance and reality and the ability to represent the misleading effect of this behaviour. It 
also implies a form of counterfactual thinking, i.e., the ability to keep in mind several mental 
representations of how an event may unfold (Roesen, 1997). Thus, one must be able to 
mentally represent that a sincere expression of emotion will not have the same effect on others 
as does the concealment of that same emotion.  

  Available data indicates that the concealment of emotions is a difficult notion for 
young children to understand and that its development extends over a long period of 
childhood, roughly between the ages of 3 and 10 years (Harris, & al., 1986; Perron & 
Gosselin, 2007; 2009). These studies also suggest that young children have difficulty 
understanding the concept of concealment due to limitations on the cognitive level. It is 
possible that the difficulty in understanding this concept is related to a late development of 
counterfactual thinking in children, but no study has yet explored this question.   

Objectives: The main objective of the proposed study is to examine the role of 
counterfactual thinking in the development of the understanding of emotional concealment in 
children between the ages of 5 and 10 years. This study will also examine the effect of the 



valence of the emotion which is concealed, and the effect of gender on the understanding of 
the concealment of emotions. Participants: The sample will include a group of 30 children 
who are 5 years of age and a second group of children who are 10 years of age. The groups 
will include an equal number of boys and girls. Material: The material consists of a series of 6 
shorts stores where a character feels an emotion, but for pro-social reasons, does not wish to 
openly express to other how he sincerely feels. For example, in one of the stories, a child 
receives from his grandmother a pair of socks for his birthday even though he had asked for a 
ball. The story mentions that the child does not wish to express how he really feels as he does 
not want to hurt his grandmother’s feeling. In half of the stories, the character is motivated to 
control the expression of a negative emotion and in the other half, a positive emotion. The 
material will also consist of two visual scales that will allow participants to answer the 
questions. Procedure: Participants will listen to each story and answer a series of questions. 
They will be asked to identify the real emotion (felt emotion) and the apparent emotion 
(expressed emotion) of the main character of the story with the aid of the visual scales. In 
order to evaluate counterfactual thinking, the child will have to answer five questions. These 
questions will attempt to verify if the child understands that the character can express himself 
in different ways and that this may result in different consequences for others. Since this study 
involves comprehension, the level of receptive vocabulary will be taken into consideration 
using the Peabody Picture Vocabulary Test, Francophone edition (Dunn, Thériault & Dunn, 
1993). Expected results: On the basis of previous studies, it is expected that children of 10 
years of age will have a better understanding of concealment than do children who are 5 years 
of age (Harris, Olthof & Meerum-Terwogt, 1981 ; Harris et al., 1986 : Perron & Gosselin, 
2007, 2009; Saarni, 1979).  It is also expected that the understanding of concealment will be 
better when the main character must control the expression of a negative emotion rather than a 
positive emotion (Josephs, 1994; Sissons-Joshi, 1994). Finally, it is expected that the children 
who are 5 years of age will have more difficulty than the children who are 10 years of age to 
think counterfactually and that this will be related to their difficulty in understanding 
concealment.  
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6. Abstract 

Long Vowel Sounds in Early Reading Acquisition 

	 It has been nearly 12 years since the results of the National Reading Panel (NRP, 
2000) validating phonics as the preferred method for teaching alphabetic knowledge, 
were released. It has been 10 years since the No Child Left Behind Act (NCLB, 2002), 
was implemented, yet reading ability in the United States (US) continues to be a critical 
issue in education.  The Condition of Education 2011 reported limited to no change in the 
reading progress of students between 2007 and 2009.  One area that was missing from the 
NRP research recommendations and continues to be absent (Sadoski & Paivio, 2007) in 
the research is validation of the sequence for teaching phonemic awareness and phonics.   
 According to the Common Core Standards Initiative (CCSS, 2010) being adopted 
by many states in the (US), children should be taught to read short vowels sounds until 
about ages 6.5 to 7.5 before receiving instruction in all the other vowel sounds, including 
long vowels.  Why is this a problem?  In 2003, the National Center for Education 
Statistics (NCES) reported that 43% of US adults were considered non-competent 
readers.  In 2010, the United Kingdom (UK) reported that 17% of their adult workers 
were non-competent readers.  Since the release of The Independent Review of the 
Teaching of Early Reading (2004), known as The Rose Report, children in the UK have 
been introduced to all 44 phonemes by about age 5, with reading of long vowel digraph 
words being taught after about twelve weeks instruction.   
 This poster session recommends that the sequence of teaching vowels sounds 
presented by the CCSS be validated in research and discusses the importance of including 
cognitive processing research in the discussion (Sadoski & Paivio, 2007).  An outline of a 
possible quasi-experimental study is presented as well.  Let the research resume! 
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Abstract 
 
This proposal for a Panel Session would see members of the senior leadership team of the Rocky 
View School Division in Alberta, Canada discuss how they are using strategic planning and 
transparent accountability processes linked to emergent learning theory and 21st century learning 
objectives to move the Division into excellent and improving accountability measures including 
student achievement results. 
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The Three-Year Planning Process and Community Engagement 
 
In Alberta, the Education Ministry requires public authorities to produce a strategic plan that is 
‘in a form acceptable to the Minister’ and is legislated through the Government Accountability 
Act. School jurisdictions are required to produce rolling three-year plans that look at a three-year 
term but are produced annually. These plans must be in alignment to the business plan of Alberta 
Education as all authorities are responsible for the measures, outcomes, and goals of the 
province’s plan. The Accountability Pillar Online Reporting Instrument (APORI) is produced 
annually and demonstrates the performance of a school jurisdiction (and of the individual 
schools in that jurisdiction) relative to provincial benchmarks and incorporates year over year 
performance of the jurisdiction. These measures, embedded in the business plan, are both 
quantitative (large-scale assessments) and qualitative (survey data of grade 4,7, and 10 students 
and parents and all certificated staff). Each school jurisdiction, therefore, is responsible for 
demonstrating growth or maintaining high results in each area, each year. 
 
Alberta is a province of approximately 3.5M people and 600 000 students.  There are 62 public 
school boards which include both public and catholic authorities as well as public and catholic 
francophone authorities. Each board is locally-elected (every three years with all municipal 
official elections) and accountable to the Minister for meeting the standards of education as 
outlined in the Alberta School Act. The boards are also autonomous entities that are accountable 
to the local electors and form the corporate governance structure of the organization. Within that 
scope, another primary role is to hire and evaluate their superintendent of schools, who also 
operates within a dual accountability role both to the Minister of Education and to the corporate 
board.  
 
Within this context, superintendents are responsible for development of the vision and strategic 
direction of the organization, as approved by the board of trustees, and must ensure compliance 
with provincial business plan requirements. In short, each board and superintendent can construct 
a plan that reflects the unique nature of the organization as long as all other requirements of the 
province are met. The vast majority, over 50 school boards at last count, simply adopt the 
Alberta Education business plan structure. In other words, if the province’s plan has three goals, 
the school board plan has the same three goals. It is at this point that the RVS story begins. 
 
Early in 2007 it was becoming obvious that both the Board of Trustees and principals of schools 
had little knowledge, interest, and ownership of the RVS three-year plan. It was seen as a 
compliance document, that successfully helped us to navigate through the compliance meetings 
held annually with Alberta Education officials. It was written in a week through the contracted 
services of a consultant, and stated the same goals, outcomes, and measures of Alberta 
Education. School education plans were very divergent and were not anchored in performance 
expectations via parallel data-analysis. The school plans were more anecdotal than strategic, and 
emerged at a time when local, school or site-based autonomy was viewed as a panacea of school 
improvement coupled with a mentality of competition with other schools, both RVS and Catholic 
schools, for student market share.  
 
Some critical questions emerged: 



 
a) If all schools are independently pursuing their own goals, how do central office leaders 
support all of the divergent paths? 
 
b) If schools were functioning as independent entities was RVS a school system or a system of 
loosely connected schools? 
 
c) With local autonomy trumping jurisdictional alignment, was educational leadership articulated 
and was RVS performing as well as could be expected as measured through provincial 
requirements? 
 
d) Was local autonomy, premised upon a competitive spirit, really the answer for system 
improvement? 
 
e) Would a common, collaboratively-constructed vision based on more transformational models 
of educational leadership move the Division from good to great? If so, how will we know what 
works best for improved student growth? 
 
This cognitive dissonance and existential angst we experienced in the spring of 2007 was both 
disconcerting and exciting. The superintendent designed a process to develop the next iteration 
of the RVS plan for Board approval in April, 2007. The Board was shocked to read that the 
request was to build a plan for launch not until September 1, 2008, as this was a radical departure 
from a quick writing and approval by the Board in past years. The process called for 200 
stakeholders - parents, school council members, local politicians, business leaders, students, 
teachers, support staff, principals, and central office staff - to build a bold, new vision for RVS. 
The essential question, “What does education need to look like in RVS in 2011 and beyond”?, 
fostered great feedback. The group was divided into four heterogenous cohorts of 50 people. 
Each cohort contributed three full days of their time from May 2007 to February 2008, and each 
day was generative and collaborative. The first day for each cohort included an overview of the 
process, the requirements of the accountability act, the above noted essential question, and an 
overview of how to write goals, outcomes, measures, and strategies - and how they should 
scaffold into a cohesive plan.  
 
On that first day the fences were on the horizon - any idea was a good idea and we wanted to 
capture the creativity of all participants. Between the first and second days for each group, we 
pulled the feedback together and extracted eight themes, loosely interpreted as priority areas, 
which became the starting point for day two. At the second session of each cohort, the themes 
were the starting point - the fences were narrowed - and now the direction was to move from 
common themes to the construction of goal areas. Between day two and day three we developed 
a rough draft of the goal areas based upon the work of the cohorts and pulled together some 
outcomes that were being articulated by the group. On the last day we pulled all 200 participants 
together and presented the draft of their collective work. They then worked on further revision 
and refinement of what was presented, focused on potential outcomes under each goal area, and 
suggested ways in which we could measure our performance as an answer to the question of how 
we would know we had achieved the goals and outcomes outlined in the draft document. 
 



By March, 2008, we had a solid draft of our plan. The over-arching feedback from the group was 
that we needed to meet the needs of a much different learner today than of the past, and prepare 
him/her for a world and a future much different from our own. We needed to anchor our 
direction with research, and we reached out to Metiri (http://www.metiri.com/our_mission.html) 
and their dimension 21 framework, as an underpinning of our plan.  

We developed the characteristics of the 21st century learner, and our vision was to transform into 
a 21st century learning organization. We developed a new vision, mission, motto, belief 
statements, corporate identity, website, colors. We doubled our commitment to PD, from a 
professional development structure of 5 days to a professional learning structure of 10 days. We 
provided all teaching staff with mac books and aggressively bolstered our technology 
infrastructure to support 40,000 independent devices. We began constructing understanding 
about what it meant to be a 21 st century leader, a 21st century teacher, a 21st century student, 
and a 21st century organization. We launched a comprehensive accountability framework and 
aligned all school education plans to the system and emphasized comprehensive results reporting 
in the fall of each year. We shifted to ‘defined autonomy’ (Waters and Marzano, 2006) whereby 
the goals, outcomes, and measures were non-negotiable, but principals used the same 
collaborative approach to build local strategies within their plan to reflect the local context. We 
launched our own, much broader, jurisdictional survey process of all parents, students, and staff 
(grade 4 and up) to inform us about progress on our own performance measures in our plan. The 
provincial goals, outcomes, and measures were woven into our own made-in-Rocky-View 
Three-Year Education Plan. We committed to the document, holistically, but strategically, for 
the full three years. Lastly, we have witnessed tremendous growth both in our provincial and 
RVS data sets and the ‘shift’ has been well-seeded as part of the RVS culture today.  
 
We are striving to prepare students for their future, not our past. During the 2010-11 school year 
we completed a labor-intensive eight month process to build our next three-year plan.  The 2011-
14 Three-Year Education Plan is focused on enriching the 21st century learner and our attention 
will be on evolving and aligning instructional design with the Rocky View learning model and 
21st. century learning outcomes, and thereby fostering excellence in all its forms. Now that we 
have our students engaged we must deliver on strong 21st century pedagogy for students to 
flourish. Our new plan, phase two of a nine-year transformation process, was built via leveraging 
the power of social media, in which we reached out and collaborated with over 20 000 people, 
both directly and indirectly. We are very excited about where we are today and where we are 
going in our service to students in our communities. 
 
The RVS Learning Model 
 
Goal Three of the 2011-14 RVS Education Plan speaks to the importance of instructional design 
and practice as fundamental to achieving 21st century learning.  In order to move schools and 
classrooms towards an education system that prepares students for the 21st Century, Rocky View 
Schools developed its Portrait of a 21st Century Learner.  RVS is building in our school 
communities, knowledge and a common understanding of the characteristics of a 21st Century 
Learner as depicted in Figure 1. 

about:blank�


 
 
Figure 1 -  Portrait of a 21st Century Learner 

 

 

Three integrated instructional components are key to implementing the RVS Learning Model. 
The components, largely drawn from the Understanding by Design model (Wiggins and 
McTighe, 2005) coordinated under the RVS Learning model, include:  1) clear curricular 
learning targets and outcomes, 2) effective teaching strategies and 3) effective, balanced and 
comprehensive classroom assessment.  Key strategies focus on providing multiple learning 
pathways and empowering all learners regardless of where and when learning transpires. RVS 
recognizes that gains in student achievement are realized when teachers provide a strong and 
purposeful instructional design that ensures all learners are engaged through a variety of 
strategies, settings, and formats.  Likewise, balanced and holistic assessment strategies that 
engage students as partners in formative assessment processes will be key to further enhancing 
the successes being achieved by Rocky View Schools and to providing important data to support 
action research and program evaluation.  (Stiggins; Burger and Krueger; Burger, Nadirova and 
Besenski).   
 
The RVS Learning Model has some similarities to the strategies reported for the Sanger school 
district in California, that over a seven year period transitioned out of Program Improvement 
status under the No Child Left Behind legislation. Hakuta (2011, 168) observed that Sanger, 
“...attributes the improvement primarily to a turn around process supporting the development of 
professional learning communities focused on student learning, data, and instructional 
strategies.”   
 



Similarly, RVS is pursuing its 21st century learning model strategically by providing 
professional learning opportunities for teachers to understand and effectively use the RVS’ 
Learning Model.  In addition, we are implementing a new policy on Assessment and 
Communication of Student Learning and its procedures that will better inform stakeholders of 
student learning, progress, and performance.  We are creating a repository of effective strategies 
regarding the reporting of student progress based on authentic assessment and providing 
professional learning opportunities for teachers to effectively implement and assess individual 
learner profiles for students from Kindergarten to Grade 12.  Common reporting models for each 
grade division are also being developed. 
 
The RVS emphasis on the Learning Model additionally is supported in each school education 
plan so that instructional design and practice transcends the classroom and encompasses 21st 
century competencies, enabling learning to be authentic, in-depth, and in an area of student 
interest.  RVS will inspire learners to go beyond the immediate learning environment to 
construct and deepen their knowledge and understanding from local and more global contexts. 
 
Underlying this work is the development of Communities of Practice (COP’s) to document, 
report, and share promising teaching practices throughout the jurisdiction.  COP’s are multi-
faceted but will include developing inquiry-based, authentic learning models that exemplify the 
integration of trans-disciplinary practices across the curriculum.  In addition RVS will create and 
publish a repository of inquiry-based, authentic learning projects, and will link schools to 
community resources through the jurisdictional volunteer program to facilitate authentic learning 
experiences. 
 
In summary, clear curricular targets grounded in 21st century learning, effective instruction and 
balanced, holistic student assessment generating data with optimal utility are key drivers for 
continuing improvement in RVS. 

Technology Infrastructure for Moving Forward 

Goal 4 of the current Rocky View Schools Three-Year Education Plan focuses on Technology 
infrastructure and supports for plan implementation.  A key question is, how can a publicly 
funded K-12 School District create learning environments that enable the acquisition of 21st C 
competencies?  First, all RVS schools have been equipped with standard technologies including, 
teacher laptops/projectors/sound systems  and fast wireless Internet throughout the school. 
Second, teachers are designing engaging personalized learning that meet student’s needs.  They 
are also supported by funding their innovation proposals, while a culture of learning and sharing 
is being fostered.  Third, an array of low cost Web 2.0 tools and engaging digital educational 
content are being adopted.   Fourth, students bring their own electronic devices to school, while 
schools reduce their reliance on paper based resources such as photocopying and text books so 
schools can decommission computer labs.  Together these strategies have positioned RVS to be 
able to achieve goal four. 
 
Developing leadership for plan implementation 
 
In order for all of the goals in Rocky View Schools Three Year Education Plan to be actualized it 
is imperative to focus attention on developing school based leadership.  Increasing the leadership 



capacity of system and school based administrators was foundational for successful 
implementation.  The divisional Three Year Education Plan implementation required the 
development of a vision of what teaching and learning should look like, i.e. the Rocky View 
Learning Model discussed above.  RVS supported school based administrators, who with their 
school educational community share the responsibility for developing, communicating, 
implementing, supporting, monitoring, and evaluating the School Education Plan that is in direct 
alignment with the system Three Year Education Plan.  This nesting of leadership is crucial for 
moving the organization forward in an integrated manner.  
 
School based administrators and central office administrators serve as instructional leaders, 
combining pressure and support with capacity building (Fullan, 2006)  to achieve the goals of 
School Education Plans and engage the school community as partners.  All administrators 
engage with students, staff, parents and other stakeholders in the education of children, and 
establish partnerships with key community institutions and organizations that promote and 
support the welfare of all students. 
 
In order to facilitate a common language directed towards leadership and improvement school 
board trustees, central office administrators and school based administrators were trained in two 
Franklin Covey programs; 7 Habits of Highly Effective People and Leadership: Great Leaders, 
Great Teams, Great Results.  What attracted Rocky View Schools to the 7 Habits Program are 
the program principles that are designed to yield greater productivity, improved communication, 
strengthened relationships, increased influence, and a laser-like focus on critical priorities. 
Carrying this philosophy further with additional training in the program Leadership: Great 
Leaders, Great Teams Great Results was deemed vital as; 

No organization has ever become great without exceptional leadership - without leaders 
who can connect the efforts of their team to the critical objectives of the organization, 
who can tap the full potential of each individual on their team, who can align systems and 
clarify purposes, and who can inspire trust. It takes a "mind-set, skill-set, tool-set" 
approach to develop leaders who can unleash the talent and capability of their team 
against the organization's highest priorities (Covey, 2011, p. xx). 

 
The high degree of community participation in the development and implementation of Rocky 
View School’s Three Year Plan required administrators to demonstrate transformational 
leadership (Stewart, 2006).  Transformational leadership focuses on how administrators and 
teachers improve the teaching and learning process by ensuring the focal point is the school 
goals, the curriculum, instruction and the whole school environment.  Finally, the focus on the 
competencies required of a 21st Century Learner helped Rocky View Schools to ensure that 
professional learning for administrators and teachers supported the teaching and learning 
process.   
 
Developing a data rich learning organization  

Outcome 4.2 in the RVS Education Plan is, “Accelerate innovation, research, and organizational 
development to achieve operational efficiencies.”  A key strategy to achieve this outcome 
involves, developing a system-wide, balanced, and integrated student information system (SIS) 
that supports readily available diagnostic data of individual student achievement variables.  An 



effective SIS must include data on more than student achievement.  Data on the student’s 
affective relationships with school, ability levels, aptitudes and interests are needed to have a 
comprehensive picture of a student’s orientation to schooling.  The SIS also must provide 
aggregated data at the classroom, school, and jurisdictional levels to inform decision-making 
within each context. 
 
Related to the strategy of building a comprehensive SIS is work to foster RVS as a research 
organization and ensuring innovative projects focus on action research as key stimulants to 
research and innovation.  Clearly, relevant, comprehensive and timely student data will be 
fundamental to achieving this outcome.  Student Information Systems represent a vital 
component of organizational intelligence.  Historically, educational organizations, especially at 
the central office level, have had limited access to student data.  With the development of broad 
band telecommunications and enhanced analytical tools student data and information can now be 
shared between schools and the central office to create data and information rich environments 
for value-added decision-making.  Relational SIS databases will increasingly inform decisions 
such as optimal uses of limited resources and what works for enhancing student learning.  
 
Indicators of Success 

School Division performance is highly visible to anyone via the jurisdiction’s Accountability 
Pillar report provided by the Alberta Department of Education 
http://www.rockyview.ab.ca/3yp/accountability.  These reports are based on a combination of 
empirical data and survey measures.  The report provided below was updated in the spring of 
2011 with new survey data, but are not updated regarding the more empirical provincial 
achievement tests and diploma exams data until the fall.  Consequently the report provided is an 
interim document and will be updated by the panel at the HICE conference. The report 
considered holistically and in conjunction with additional survey data collected by the school 
Division provides important insight into the Division’s performance and related strengths and 
challenges. 

As the figure reproduced below indicates, RVS is performing at a high level, but more 
importantly the Division is on a growth and improvement trajectory.  Figure 2 demonstrates the 
Division is improving in 9 of 16 accountability measures and has high or very high achievement 
in 10 of the 16 accountability measures.  While this level of achievement is the envy of many 
jurisdictions, RVS will continue to focus on continuous improvement. 

 

 

 

 

 

 

 

http://www.rockyview.ab.ca/3yp/accountability�


Figure 2 – Rocky View Schools 2010-11 Accountability Pillar Report 

 

 

Conclusion 

Educational research and leadership theory have progressed to the point that well informed 
educational leaders can use dynamic, community-based strategic planning to guide their 
organization to higher levels of performance and improved student results.  This panel will help 
to reify how continuous improvement can be achieved through a highly engaged and engaging 
strategic plan well integrated with emergent educational theory and data informed decision-
making. 
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ABSTRACT 
  

Academically underprepared college students; i.e., those identified as needing 
developmental (remedial) English, mathematics and reading courses in order to maximize their 
potential for academic success at college-level studies, were provided with the opportunity to 
rent, for a minimal, subsidized fee,  mini-computers bundled with digital course materials (e-
books). The academic aptitude of the students who participated in the study was assessed when 
they entered the program, and their academic performance was assessed at the conclusion of the 
semester in which they were provided with these resources. The aptitude, performance and 
retention of program participants were then compared to those of similarly underprepared 
prepared students who were not provided with these resources. Analysis of Variance revealed no 
statistically significant differences between the academic performance or retention of the two 
groups. 

 
Keywords: Academically Underprepared, Developmental Courses, Mini-Computers, e-Books.  
 

 
INTRODUCTION 

 
As the global community continues its inevitable progression toward a knowledge 

economy, education will become increasingly relevant to both nations as well as individuals 
(Anderson, Cavanagh, & Lee, 2005). As such, the importance of obtaining a college degree or 
other certification – or at least of extending the formal learning experience beyond the secondary 
level -- is becoming ever more acknowledged throughout the world (Lumina Foundation, 2009). 



For many individuals, a college education is seen as the only realistic way out of poverty and of 
achieving a better quality of life for themselves and their children (Collins, 2010). 
  

At the same time, technology is also having a profound effect on the fundamental nature 
of both work and the educational process. Indeed, the modern classroom, especially in the more 
industrialized and economically developed countries, looks nothing like its predecessor from the 
not-too-distant past (Collins & Halverson, 2009). Computers and their progeny now permeate 
virtually every aspect of the learning process – driven, at least in part, by the rise of an entire 
generation who never knew what the world was like in the pre-digital era (Peters, 2009).  
  

As the importance of acquiring a postsecondary education becomes more widely 
understood and accepted, however, inequalities related to access and ability have become more 
pronounced and magnified (McClenney, 2009). The cost of attending college continues to 
outpace inflation even as the socioeconomic advantages enjoyed by those with access have 
tended to exacerbate the widening gap between those who are able to pursue their educational 
aspirations and those who are more challenged in this quest (Archibald & Feldman, 2010). The 
number of students who are underprepared for college has been growing for the last half century 
(Dunn, 2009). One of the greatest challenges we will face in the coming decades will be how to 
make higher education, in all its various forms, more available to those who can benefit from it 
the most (Collins, 2010). 
 
 

THE COMMONWEALTH SCHOOL 
 

The Commonwealth School is a division within the University College at Western 
Kentucky University. At the initiation of this study, it was known as the Bowling Green 
Community College. The Commonwealth School serves students whose demographic profile 
differs substantially from that of the general University population; they are more likely to be 
from lower-income families, first generation, and academically underprepared. These differences 
are reflected and reinforced in their academic performance and persistence rates. The average 
first semester Grade Point Average (GPA) of University students is 2.45, compared to 2.09 for 
Commonwealth students. And whereas the aggregate fall-to-fall semester retention rate for 
University students is over 70%, the rate is below 60% for students attending the Commonwealth 
School (WKU Institutional Research, 2011). 
 

The Commonwealth School recruits students from a 10-county area surrounding the 
University. Within this service region, 7 counties have been federally identified as belonging to 
the Appalachian Regional Commission (ARC), which is designed to provide economic 
assistance to economically depressed counties. The ARC provides funding for projects that are 
designed to both increase the job opportunities as well as raise the per capita income among the 
residents who live there. One aspect of the Commonwealth School’s mission is provide access 
and opportunity for students lacking the necessary pre-college courses and/or skills; i.e. those 
who are underprepared for enrolling in a regular 4-year program of study. These students are 
heavily represented in the counties served by ARC. 
 



Although the Commonwealth School systematically evaluates the success of its students 
and has exhibited some improvement over the last few years, the passage of recent state 
legislation (13 KAR 2:020) focused increased attention on the achievement and persistence of 
students enrolled in developmental courses. This legislation was the result of a finding that while 
80% of students in developmental courses enrolled for a second semester, only 56% enrolled for 
a third (Kentucky Council on Postsecondary Education, 2011). Of the students who are required 
by law and/or institutional policy to take developmental courses, the majority are low income, 
first generation students. Administrators at the Commonwealth School found that 37% of these 
targeted students needed three developmental classes: Developmental Reading, Developmental 
Math, and Developmental English. Further analyses revealed that only 38% of those needing 
these three developmental classes graduated in six years -- compared to a 62% rate for students 
who did not need these remedial courses.  
 
 

METHODOLOGY 
 

The overall goal of the study was to see if higher education could be made more 
accessible to low-income and underprepared students by making relevant course materials, 
equipment and technological support available to them at a reduced cost. It was noted that while 
many faculty adhered to established best practices for the instruction and support of 
underprepared students, there was still a problem with timely and affordable access to course 
materials. Many students purchased their textbooks relatively late in the semester, while others 
did not buy them at all. It was also very evident that very few of these students had access to 
computers except for those furnished in institutional labs.  
 
Population  
 

Students involved in the study were all enrolled in the three previously identified 
developmental (remedial) courses at the Commonwealth School during Spring Semester 2010 
and Fall Semester 2010. The grant made it possible for up to 50 students per semester to rent a 
mini-computer and digital textbooks for use during the semester in which they were enrolled in 
the three developmental courses. The rental fee for Spring Semester was $350; it was reduced to 
$200 for the Fall Semester in an effort to attract more participants. The goal was to have these 
resources in the hands of students prior to the beginning of the semester. Various avenues were 
pursued in an effort to market the program and recruit qualified students; specific strategies 
included providing information at new-student orientation meetings and having faculty members 
communicate with potential participants. Word-of-mouth was also considered to be an important 
recruitment mechanism. 
  
Treatment and Comparison Groups 
 

For definitional purposes, the “treatment” group refers to the students who participated in 
the initiative; i.e., they rented mini-computers and were given access to digital textbooks and 
other online resources. The “comparison” group consisted of students who were also enrolled in 
the three developmental courses but did not participate in the rental program. Over the course of 
the two semesters covered by this study, a total of 107 students were involved in the study; 46 



(43.0%) students were in the treatment group and 61 (57.0%) were in the comparison group. 
(There were 21 students in the Spring Semester 2010 treatment group and 25 in the Fall Semester 
2010 group. Similarly, there were 21 in the Spring Semester 2010 comparison group and 40 in 
the Fall Semester 2010 group. These smaller constituent groups were combined into two larger 
groups for purposes of statistical analysis).  
 
Determining Academic Achievement 
 

Grades in developmental courses are not used in determining a student’s official Grade 
Point Average (GPA) at the institution where this study was conducted. Grade point averages for 
developmental courses were constructed using a 5-point scale in which a grade of “F” = 0 points, 
“D” = 1 point, “C” = 2 points, “B” = 3 points, and “A” = 4 points. Grades for each student in 
each developmental course were converted to numeric values using this scale, and then a GPA 
was calculated for these courses. In addition, GPAs were obtained for the semester in which the 
students were involved in the study, together with the cumulative GPAs as reported at the 
conclusion of their participation. 
 
Satisfaction Survey 
 

The 46 students in the treatment group were given the opportunity to complete a 
satisfaction survey regarding their experience with the equipment, e-books, and technical support 
provided them during the study. The survey consisted of 11 items designed to provide insight 
into their personal assessment of the efficacy of the resources provided. Students were asked to 
complete the survey at the conclusion of the semester when they returned their mini-computers 
to the program coordinator. 
 
Statistical Analyses and Significance 
 

Descriptive statistics were generated for all of the key variables examined in the study. 
Analysis of Variance (ANOVA) was used to determine the statistical significance of any 
observed differences between the means exhibited by the treatment and comparison groups. 
Pearson Product-Moment Correlation Coefficients were also computed in order to assess the 
degree of relationship between various study variables. The level of statistical significance for 
the current study was p < .01. 
 
Academic Preparation 
 

In order to evaluate academic preparedness among the students involved in the study, 
composite ACT scores were examined for participants who had taken this particular instrument. 
The ACT is the most widely used college entrance examination (ACT, 2011). Of the 107 
students involved in the study, ACT test scores were available for 71 (66.4%). The mean ACT 
score for these students was 14.21 (SD = 1.59; R = 11 – 18). Twenty-seven (38%) of the 
participants were in the treatment group and 44 (62%) were in the comparison group. The mean 
composite score for the 27 students in the treatment group was 14.30 (SD = 1.38) and the mean 
score for the comparison group was 14.16 (SD = 1.73). ANOVA revealed that the difference 



between the mean scores for the two groups was not statistically significant (F = .122; df = 1, 70; 
p = .727). 
 
 
Age 
 

The mean age for the entire sample was 21.10 years (SD = 5.46; R = 17 – 47). Eighty-
nine (83.2%) of the participants were between the ages of 17 and 21, whereas 18 (16.8%) were 
over 21 years old. The mean age of member of the treatment group was 21.04 years (SD = 4.89), 
and the mean age for members of the comparison group was 21.15 (SD = 5.88).  ANOVA 
revealed that the difference between the mean ages of the two groups was not statistically 
significant (F = .009; df = 1, 106; p = .923). 
 
Gender 
 

There were 53 (49.5%) men involved in the study and 54 (50.5%) women. Twenty-five 
(47.2%) of the men were in the treatment group and 28 (52.8%) were in the comparison group. 
Twenty-one (38.9%) of the women were in the treatment group and 33 (61.1%) were in the 
comparison group. ANOVA revealed that the difference between the gender composition of the 
two groups was not statistically significant (F = .740; df = 1, 106; p = .392). 
 
Race/Ethnicity 
 

Thirty-six (33.6%) of the students in the study were white, 68 (63.6%) were African-
American, and 3 (2.8%) indicated other racial/ethnic backgrounds. Of the 36 white students, 14 
(38.9%) were in the treatment group and 22 (61.1%) were in the comparison group. Of the 68 
African-American students, 32 (47.1%) were in the treatment group and 36 (52.9%) were in the 
comparison group. All three (100%) of the students who indicated other racial/ethnic 
backgrounds were in the comparison group. ANOVA revealed that difference in the racial/ethnic 
composition of the two groups was not statistically significant (F = .293; df = 1, 106; p = .590). 
 
 

RESULTS 
 
Academic Performance in Developmental Courses 
 

The mean GPA in Developmental English for the 107 students in the study was 1.38 (SD 
= 1.50). The GPA for the 46 students in the treatment group was 1.30 (SD = 1.53); the GPA for 
the 61 students in the comparison group was 1.44 (SD = 1.48). ANOVA revealed that this 
difference was not statistically significant (F = .222; df = 1, 106; p = .638). The mean GPA in 
Developmental Math for the 107 students in the study was 0.72 (SD = 1.13). The GPA for the 46 
students in the treatment group was 0.52 (SD = 1.01); the GPA for the 61 students in the 
comparison group was 0.87 (SD = 1.20). ANOVA revealed that this difference was not 
statistically significant (F = 2.505; df = 1, 106; p = .116). The mean GPA in Developmental 
Reading for the 107 students in the study was 1.27 (SD = 1.34). The GPA for the 46 students in 
the treatment group was 1.20 (SD = 1.28); the GPA for the 61 students in the comparison group 



was 1.33 (SD = 1.39). ANOVA revealed that this difference was not statistically significant (F = 
.255; df = 1, 106; p = .615). The mean GPA in all three developmental courses for the 107 
students in the study was 1.12 (SD = 1.12). The GPA for the 46 students in the treatment group 
was 1.01 (SD = 1.07); the GPA for the 61 students in the comparison group was 1.21 (SD = 
1.16). ANOVA revealed that this difference was not statistically significant (F = .882; df = 1, 
106; p = .350). 
 
Semester and Cumulative GPA 
 

The mean GPA for the 107 students during the semester they were involved in the study 
was 1.50 (SD = 1.40). The GPA for the 46 students in the treatment group was 1.37 (SD = 1.43); 
the GPA for the 61 students in the comparison group was 1.60 (SD = 1.38). ANOVA revealed 
that this difference was not statistically significant (F = .714; df = 1, 106; p = .400). The mean 
cumulative GPA for the 107 students at the conclusion of their participation in the study was 
1.32 (SD = 1.22). The GPA for the 46 students in the treatment group was 1.23 (SD = 1.23); the 
GPA for the 61 students in the comparison group was 1.40 (SD = 1.22). ANOVA revealed that 
this difference was not statistically significant (F = .524; df = 1, 106; p = .471). 
 
Retention 
 

Of the 107 students involved in the study, 51 (47.7%) enrolled for classes in the semester 
following their participation in the study, whereas 56 (52.3%) did not. Of the 51 students who 
were enrolled the following semester, 22 (43.1%) were in the treatment group and 29 (56.9%) 
were in the comparison group. Of the 56 students who did not enroll the following semester, 24 
(42.9%) were in the treatment group and 32 (57.1%) were in the comparison group. ANOVA 
revealed that the difference in enrollment status between the two groups was not statistically 
significant (F = .001; df = 1, 106; p = .977). 
 
Relationships Between Variables 
 

In addition to the statistical analyses described above, all of the variables in the study 
were subjected to Pearson Product-Moment Correlation procedures in order to determine where 
statistically significant relationships might exist. The only correlations found to be statistically 
significant were as follows: Developmental English GPA and Developmental Math GPA (r = 
.47; p = .001), Developmental English GPA and Developmental Reading GPA (r = .72; p = 
.001), Developmental Reading GPA and Developmental Math GPA (r = .53; p = .001). In 
addition, the Developmental GPA was found to be significantly related to each of its constituent 
courses (Developmental English, r = .89; p = .001; Developmental Math, r = .76; p = .001; and 
Developmental Reading, r = .89; p = .001). The developmental GPA also correlated significantly 
with the Semester GPA (r = .67; p = .001) and the Cumulative GPA (r = .66; p = .001). Finally, 
Semester GPA correlated significantly with Cumulative GPA (r = .89; p = .001). 
 
Satisfaction Survey 
 

Twelve (57%) of the 21 participants in the first semester treatment group completed 
satisfaction surveys; 17 (68%) of the 25 participants in the second semester treatment group 



completed surveys. Overall, 29 (63%) of the students in the treatment group completed 
satisfaction surveys. The following is a summary of their responses: Twenty-two (75.9%) of the 
respondents indicated that they used their assigned mini-computer (laptop) everyday; five 
(17.2%) reported using their machines 2-3 times a week; while two respondent (6.9%) used the 
machine less than once a week. Nineteen (65.5%) respondents indicated that they used their 
assigned mini-computer (laptop) to connect to the Internet every day; 9 (31.0%) reported 
connecting to the Internet 2-3 times a week; and one (3.5%) respondent connected to the Internet 
less than once a week. Twenty-one (72.4%) respondents indicated that their mini-computer 
(laptop) was “very” helpful in their studies; 7 (24.1%) reported that it was “somewhat” helpful; 
and 1 (3.5%) indicated that it was “not” helpful. Twenty-seven (93.1%) respondents indicated 
that their assigned mini-computer (laptop) helped them to be successful during the semester, 
while two (6.9%) reported that it did not help them be successful. Twenty-two (75.8%) 
respondents indicated that participation in the program “very much” made a difference in their 
studies during the semester; 6 (20.7%) respondents reported that participation “somewhat” made 
a difference; and 1 (3.5%) respondent reported that it did not make a difference “at all.”  
 
 

DISCUSSION AND CONCLUSION 
 

The mini-computers, digital textbooks and online support provided to the students in the 
treatment group did not appear to enhance either their academic performance or retention when 
compared to the students in the comparison group who did not receive these resources. There are 
a number of plausible explanations for these findings. First, all of the students could have been 
underprepared to the extent that the provision of these resources was relatively inconsequential 
(Pizzolato, 2004; Shields, 2001). The relatively low mean ACT score (14.21; SD = 1.59) for the 
students participating in the study lends to support this notion, as does their mean Developmental 
GPA (1.38; SD = 1.50). The technological support provided could have simply been insufficient 
to overcome the deficiencies exhibited by these students. Further research should explore the 
potential benefit that could be realized by providing students who are better prepared with 
similar resources. 
 

Second, it could be that the training and acclamation to using the technology was 
ineffective; i.e., the tools might have made a difference had the students in the treatment group 
been more familiar with their features and how to incorporate their use into a comprehensive 
study framework (Bursuck & Damer, 2010; Davidson & Goldberg, 2009; O’Riley, 2003). In 
other words, the concept may be viable but the implementation could have been flawed. Of the 
29 students who completed satisfaction surveys, 28 (96.5%) indicated that their mini-computer 
(laptop) was “very” or “somewhat” helpful in their studies; 27 (93.1%) indicated that their mini-
computer helped them to be successful during the semester. Twenty-eight (96.5%) also indicated 
that participation in the program “very much” or “somewhat” made a difference in their studies 
during the semester. The discrepancy between these students’ perceptions and the reality of their 
academic performance and persistence warrants further inquiry. 
 

Finally, it could be that key factors in working with students from lower socioeconomic 
backgrounds and/or historically disadvantaged racial/ethnic groups were overlooked (Swim, 
Hyers, Cohen, Fitzgerald, & Bylsma, 2003; Terenzini, Cabrera, & Bernal, 2001). As higher 



education becomes more available to students irrespective of their academic preparation and 
socioeconomic characteristics, it could be that different configurations of attributes and defining 
features are evolving that require different types of support structures. Additional study would 
help to better articulate how the needs of more diverse students can be adequately met. 
 

The researchers feel that the current study contributes to our growing understanding of 
the complex interaction between technology and the learning process. As the use of computers 
and advanced communication technologies becomes more ubiquitous throughout our various 
educational institutions, including colleges and universities, it is imperative that we continue to 
explore how their use continues to affect students on a number of levels (November, 2009). 
Their potential and propensity for augmenting access and success among underprepared, lower 
socioeconomic, and various racial/ethnic student groups remains largely untapped. 
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Abstract 

There is a growing emphasis that transition education is an effective way to increase special 

education outcomes and enhance the adoption of successful adult lives by students with intellectual 

and/or developmental disabilities. In particular, transition education focuses on improving academic 

and functional life skills of students with intellectual and developmental disabilities to facilitate the 

transition from school to adulthood. Therefore, transition service, which is a result-oriented process to 

achieve independent living adjustment in adult lives for students with disabilities, was mandated by 

IDEA (the Individuals with Disabilities Education Act) of 1990, 1997, and 2004 in the USA. Several 

transition models and programs have been developed and suggested in the special education field.  

A school-based transition education should be developed and implemented in South Korea, because 

there is no national-wide rehabilitation support system for individuals with disabilities who are in the 

transition process from school to adulthood. That is, there is no place for individuals with disabilities 

to receive systematic transition services after school in South Korea. Therefore school-based transition 

education should be an integral part of special education to improve independent living abilities of 

students with intellectual and developmental disabilities. 

The purpose of this study was to develop a school-based transition education model and related 

instructional methods for students with intellectual and development disabilities. The transition model 

can also be applied to students with disabilities who are in America as cost-efficient transition 

education. If students with disabilities are well educated during their years at school based on the 

transition model, they do not need additional transition services from rehabilitation institutes after 

school.   

This study consists of three parts. First, a review of literature was conducted to develop the school-



based transition education model and related instructional methods. Especially, several important 

transition models and related programs were reviewed to get a perspective and knowledge of how 

transition models and services have evolved over the years. The examples of the analyzed models 

were as follows: the revised comprehensive transition education and services model (Sitlington et al., 

2010), the transition services integration model (Certo et al., 2003), the integrated transition model 

(Severson et al., 1994), the OSERS’s Bridges model (Will, 1984), Halpern’s community adjustment 

model (Halpern, 1985), the three-stage vocational transition model (Wehman et al., 1985), life 

centered career education model (Brolin, 1993), emerging model of transition practices (Kohler, 1998), 

transition pathways model (Greene & Kochhar-Bryant, 2003), and the collaborative transition model 

(Miller et al., 2007). 

Second, a school-based transition education model was developed. The school-based transition 

education model (SBTEM) is a seamless transition model for children and youth who are in the range 

of early childhood to young adult ages. The SBTEM consists of three skill domains and five life (or 

school) phases. The three skill domains are residential and daily living domain, employment domain, 

and social and community living domain including leisure and postsecondary education. The five life 

phases are preschool, elementary, middle school, high school, and young adult phase. There are age-

appropriate tasks and transition education outcomes at each life phase along with the three skill 

domains. If effective transition education begins as early as possible for students with intellectual 

and/or developmental disabilities, they can accomplish more easily not only academic and functional 

life skill achievement but also long-term independent adult lives. 

Third, some educational methods for the SBTEM were suggested such as community-based training, 

direct instruction for functional academic and life skills, transition assessment, ecological inventory, 

task analysis and chaining method, etc.  

The school-based transition education model (SBTEM) will be implemented as one of the best 

education practices in special education for the students with intellectual and/or developmental 

disabilities.  

“This work was supported by the National Research Foundation of Korea Grant funded by the Korean 

Government (NRF-2010-327-B00532)” 
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ABSTRACT 

 

The researchers recruit 10 aboriginal college students, majored in nursing, to 

explore their experiences regarding learning process, campus adaptation and culture 

adjustment in a school. Two of them contribute their experiences in a 5-year-sequence 

participation. In order to fulfill the aim of this research, participated in-depth 

interviews are adopted. 

  

The findings conclude that urban aboriginal students tend to have better 

academic performances than rural aboriginal students do. Teachers’ attitudes toward 

aboriginal students affect the students’ studies and adaptation to the school. The more 

social resources they have, such as family, peers and teachers’ support, the better they 

adapt to the school. Aboriginal students who have higher learning outcomes, also 

show better performance in self-concepts, interpersonal interaction, and self-identity. 

Financial concern would be the key influence when participants decided to pursue 

their further education or to start working after completing the five-year nursing 

program. Due to governmental advocacy, urban aboriginal students are encouraged to 

obtain native-language certificates. 

 

   As a result of these findings, suggestions such as promoting awareness of cultural 

variety in campus, developing more valid financial aids and resource, and establishing 

an integrated academic supporting system are presented.  

 

Key words: aboriginal students, learning process, school adaptation, cultural 

adjustment 
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The Study of Learning process, Campus adaptation and Culture 
adjustment of College Nursing Aboriginal Students in Taiwan 

                               ~A longitudinal and cross-sectional Study 

         Chien Ju Lan    Rou Lane Liu    Li Ming Hsu   Yu Chun Lin 

 

Background 

     

Taiwan is a multi-culture society.  The educational policy for aboriginal 

population is gradually receives concerns and discussions from all walks of life. Base 

on data from Ministry of Education in Taiwan, nursing is the top ranking choice for 

aboriginal students to pursuit as their future career. Therefore, the unique experiences 

of aboriginal students in nursing school are important when implementing the related 

policy or professional education.    

Researchers recruit 10 aboriginal nursing students to explore their experiences 

regarding learning process, campus adaptation and culture adjustment in a college. 

Two of them contribute their experiences in a 5-year-sequence participation. In order 

to fulfill the aim of research, participated in-depth interviews are adopted. 

 

Research Objectives 

    The research objectives are to explore the learning process, campus adaptation 

and culture adjustment of college nursing aboriginal students. 

 

Methodology 

 

This research use qualitative research method to analyzed collected data. To 

improve the credibility and liability of this research, researchers conduct in-depth 

interviews adopting prolonged engagement, triangulation, and peer debriefing model 

in the data collecting process. Personal experiences regarding tribal background, 

inhabited area and past educational history are reflected in purposive sampling 

process as well. 

 

The longitudinal data collecting process proceeded from late 2002 to middle 

2007, yet the cross-sectional data was collected in 2009. 

 

Outcomes  

    According to the analysis of interview data, we present the research outcomes 

through learning process, campus adaptation and culture adjustment. 
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I. Study motivation and learning process  

 

1. The main reason to choose nursing as participants’ future career is its high 

employment rate in labor market, plus this particular school offers complete 

tuition waive and financial aids for all aboriginal students.   

2. Urban aboriginal students tend to have better academic performances than 

rural aboriginal students do. 

3. Teachers’ attitudes toward aboriginal students affect the students’ studies and 

adaptation to the school. 

4. The experiences of field education are core source of participants’ frustration 

and sense of achievement in professional learning and identity.   

 

II. Interpersonal and campus adjustment 

 

1. A 5-year-school boarding experience positively shapes participant’s life style, 

personal maturity, and professional growth.  

2. The more social resources they have received, such as support from their 

family, peers, and teachers, the better they adapt to the school. 

3. The majority of participants still need to work part-time to sustain their living 

expense even though their tuition and school sundry fees are covered by 

school. 

 

III. Cultural adjustment and identity Vs. Career planning  

1. The comprehensive financial support from school is an important factor to 

affect participants’ willingness of choosing nursing profession as their future 

career, especially for those who were in lower social economic status. 

2. Aboriginal students who have higher learning outcomes, also show better 

performance in self-concepts, interpersonal interaction, and self-identity. 

3. Financial issues are a large factor when aboriginal students decide whether to 

pursue further education or to start working after completing the five-year 

associate-degree program. 

4. Aboriginal students may encounter racial discrimination due to their salient 

physical symbols varied from other students of mainstream culture, however, 

self-assertiveness, positive personality, and good academic performance 

would conquer the frustration. 

5. Because of governmental advocacy, urban aboriginal students are encouraged 

to obtain native-language certificates. 

6. The experiences that actually live or stay with people from other cultures 
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defeat stereotyping aboriginal population and promote interracial dialogue 

 

As a result of these findings, suggestions such as promoting awareness of 

cultural variety in campus, developing more valid financial aids for professional 

education other than nursing, and establishing an integrated academic supporting 

system are presented. 
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Abstract 
 

This case study explored a mother’s experiences of parenting her nineteen-year-old son 

with autism. Nine counseling sessions of 60 minutes each were conducted with this mother. 

Data were analyzed using grounded theory principles. “Awaiting his recovery from autism” 

emerged as the critical essence of her motherhood. There were three themes to exemplify the 

nature of this mother’s perception of her motherhood.  

Firstly, reframing her son’s autistic characteristics in terms of personality traits prevented 

the mother from being aware her son’s differentness from other people of the same age. For 

example, ritual behaviors were situated as being self-disciplined while non-talking behaviors 

were viewed as being shy rather than having disability. Consequently, seeking for therapeutic 

help for her son was postponed.  

Secondly, the attribution of cause of autism explained the mother’s mood swings and 

resistance to seek professional help for his son. Regret and guilty feelings were resulting from 

her choice of delivering her son in a hospital where used to be cemetery. Furthermore, her son 

was a July baby in Chinese lunar calendar when all ghosts were wandering around in the world 

of living. The mother believed her son’s differentness was under the spell of evil spirits. This 

mother’s interpretation of autism represented how Chinese cultural values played a crucial role 

in her help-seeking behavior. In addition, this mother constantly blamed herself for failing to 

protect her seven-month-old son from being taking away by her mother-in-law. The mother felt 

that she was responsible for her son’s traumatic experiences and insecurity which might 

account for his differentness.  

Thirdly, maternal concerns were categorized within two general domains: self-care and 

marriage. It was not until the termination session for the mother to address his son as an 

individual with autism for the first time. However, she concluded “I am awaiting his recovery 

from autism.” By that time, her son would talk, take care of himself, and get married.    

The discussion of findings underlines the interest in analyzing this mother’s narratives on her 

child’s disability and her quest for his recovery. Research findings from this study indicated that 

knowledge has not been adequately transferred to parenting behaviors of children with autism. The 

implications for parent-child interaction and for clinical issues regarding the promotion of mental 

health, counselor education as well as directions for future researches are highlighted. 

 

Keywords: autism, parenting, motherhood, perception of disability 
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Abstract 

The purpose of this study was to explore graduate students’ professional growth 

experiences from group supervision. Participants were five graduate students enrolled 

in a group counseling course. They facilitated three growth groups, which lasted 1.5 

hours for eight weeks, and received eight on-site group supervisions of 40 minutes 

each. Each participant was required to turn in critical incident paper for each 

supervision session to monitor their personal realization of professional development.  

Thirty-five critical incident papers were gathered from five supervisees. From 

the qualitative content analysis of supervisees’ views on their professional growth, 

173 meaning units, 36 subcategories and six categories were emerged from the 

research findings. The six major themes were (1) learning intervention techniques to 

facilitate group process such as communication, exploration and deepen; (2) 

understanding the roles and responsibilities of group leader and co-leader; (3) dealing 

with difficult group situations as well as member’s behaviors; (4) handling 

professional ethical issues; (5) building self-confidence by accumulating positive and 

successful experiences; (6) developing professionalism by carrying out 

self-modification behaviors such as modifying group leading style and trying out 

newly learned techniques.  

Findings from this study indicated that novice group counselor were highly 

concerned on learning and practicing techniques to facilitate group process.  

Recommendations for future research and counselor education are outlined. 

 

Keywords: professional development, group counselor, supervisory Process 
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Abstract: 
This paper will discuss an issue in teaching ESL with action research findings on how a 
performance-based project can foster active learning in Japanese university students. This 
innovative project was designed with technology-enhanced assignments for language 
development in listening/speaking and reading/writing classes. The approach allowed 
students to build confidence and be active participants as they acquired skills necessary to 
give formal presentations on cultural traditions for community television. Findings and 
data indicated students became more engaged in classroom participation through the use 
of new technology and narrating/recording their performance experiences. Research tools 
included student self-reflections, interviews, filmed discussions, instructor notes and 
observations. The results of this action research project also support Zorfass & Copel’s 
(1995) statement that having a performance focus makes assignments more meaningful to 
students and motivates them to do their best.   
 
Introduction: 
Often Asian university students studying ESL, tend to be considered “passive learners” 
rather than “active learners” by their U.S. university professors. It typically can take 
several months before students feel comfortable writing an essay or preparing a speech. 
Even when students have the necessary English skills to do so, they may lack the 
confidence to begin producing in English. We decided to use action research to consider 
our teaching strategies and study ways to approach this challenge. 
 
Rigsby (2005) refers to Carl Glickman’s (1993) definition of action research in education 
as a study conducted by colleagues in a school setting of the results of their activities to 
improve instruction.  It is a practical way for educators to look at their own teaching and 
to improve it.  Action research starts with identifying a problem or dilemma in a 
classroom or with particular students.  We started our project by asking ourselves the 
question, “What can we do to make our students quickly become more engaged and 
therefore more active learners?”   
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To reach our goal of quickly engaging Japanese students at Tokyo International 
University of America in Salem, Oregon, we designed an innovative project with 
technology-enhanced assignments to help students feel comfortable and confident in an 
American academic environment. This project involved students in creating a television 
program with performances at a community television studio. Thus, after further 
discussion our question and the basis for our research became, “If we give our students 
the responsibility of creating and performing a program on Japanese culture for the 
community television station, will they be more active learners?” 
 
This unit was developed for combined classes in listening/speaking and reading/writing, 
intermediate level Japanese ESL students in an intensive university language program 
with TOEFL scores ranging from 360 to 450. Students were asked to prepare 
demonstrations of Japanese cultural traditions including traditional games, clothing, and 
crafts for a television performance. This project and preparation took place during the 
first three weeks after their arrival in the U.S. to study English. This surprising timing 
seems counterintuitive and doesn’t initially sound like a way to begin study in a foreign 
country; however, we found that our students were eager to share their culture and 
excited about being on TV.  This enthusiasm translated into very motivated students who 
rapidly broke out of the passive learning mode they had always been accustomed to and 
became active participants in the learning process. 
 
To prepare for television, we developed a variety of assignments for students to write the 
program content, practice for the performance and then reflect on their experiences. 
Assignments included photo storyboards, self-reflective photo-journal writing and 
discussion, recorded speech, online surveys, newsletters and digital storytelling. During 
this action research project we strove to determine whether our assignments resulted in 
increased student involvement in classes as they became engaged in using new 
technology and in narrating and recording their experiences. 
 
 Zorfass and Copel (1995) believe educators should provide a variety of experiences 
including the use of technology to create a learning environment that encourages student 
engagement.  Therefore, we gave students the opportunity to experience a variety of 
different technologies.  They used computers to research their topics, hand-held voice 
recorders and the Audacity recording program to record and listen to their speeches and 
also hand-held video cameras to record and watch their performances.  Students also used 
a variety of software to write and report about their project. In addition to the technology 
used to prepare for their performance, the student projects were filmed in a television 
studio.  Not only were they able to see their performances on TV, but they also each 
received a DVD of the performances to take home with them to Japan.   
 
    
The Project Process 
On the first day of class we informed the students that they would be filming a television 
performance for community television in three weeks. The class was instantly 
transformed from a passive group of students with guarded facial expressions to a 
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buzzing classroom full of wide-eyed students exclaiming in nervous excitement and 
asking plenty of questions. What a great ice-breaker. 
 
Next, we took students on a tour of the community television studio. They met the studio 
staff, saw the cameras, studio filming area and sound room with all the audio equipment. 
The tour took a lot of the mystery and uncertainty out of the project and students felt very 
welcome by the studio staff. 
 
Students were divided up into groups of 2-3 and struggled to begin their project. It was 
difficult to decide upon a traditional cultural topic that they were familiar enough with to 
make a presentation on while representing their country and the university on community 
TV.  Students waited for step by step instructions and instead we gave open boundaries 
within our project guidelines. They had to participate in problem-solving and come to 
consensus with their group members on these decisions. They were required to take 
ownership of the project.  
 
A student asked, “How are we going to do the calligraphy while reading the cue cards at 
the same time?”  
 
The professor replied, “I don’t know. You should discuss that (in English) and make a 
plan with your group.” 
 
Afterwards, in a reflection, the student wrote, “Calligraphy is a profound genre and hard 
to explain in Japanese too. At first, I couldn’t understand what should I do. But I think 
this project has succeeded through communication and discussion with my group mates. 
We could record a good filming. It became a good experience to learn English for me,” 
(Hayato Kikuchi). 
 
 
We took photos of each step of the project process and posted them in a photo bank on 
the web for student access. We asked students to write reflections on the different parts of 
the process. Students wrote about touring the studio, practicing with their group, filming 
practice performances, performing at the elementary school and performing at the 
television studio. Students put together their second/third drafts of these reflections in a 
Microsoft Office Publisher Newsletter with photos to record their experiences and to 
practice writing skills with a colorful, professional-looking document. Including photos 
personalized each writing assignment and turned the project into a way to record 
memories. Many shared these photos and experiences online on their Facebook pages. 
This personalization and new technology, also helped keep students engaged. 
 
We provided small hand-held video cameras to film their practice demonstrations. Even 
though we had often repeated our suggestions for improvement, seeing themselves on 
film resulted in immediate understanding of our recommendations. 
 
“At first, I thought our group was doing very well, but today we took a film, and we 
watched our film. I feel a little shocked. We thought we were good enough for a TV 
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show, but the truth is we need more practice. We need to practice our pronunciation and 
our speed, and also we need to practice our demonstration. I think we should try to 
remember a little of our speech, so we can speak fluently when the next cue card is not 
ready. We need more practice. Practice makes perfect!” (Lingjun Fang) 
 
“I looked at my CCTV program practice video. I found a lot of mistakes that I should 
correct. I should not move during Yoshie’s speech. I stood out uselessly. And I should 
talk more slowly. Everyone cannot hear, if I talk too fast. So I want to talk more slowly. 
Also, we could not finish completely, especially, the actions. We need to be more 
smooth. In order to do this, we need more practice! “ (Yuka Sugawara) 
 
Students practiced their demonstrations in class, in groups for homework and with a 
tutor. Practice with a variety of technology kept the practice sessions interesting. In our 
experience, we’ve found that repeated practice sessions, or “successive cycles of 
performance”, is a useful way to develop language skills and to foster confidence 
building in Japanese students (Stipe & Yasen 2009). They aim for excellence in formal 
presentations and repeated practice is a culturally acceptable way to prepare. The project 
was enhanced by this Japanese cultural value. 
 
For a dress rehearsal, we performed the cultural demonstrations at a local elementary 
school for several classes of children. The classes enjoyed the speeches, interacting with 
students, as well as traditional games, toys and artifacts. Seeing the delight on the 
children’s faces and hearing their comments and applause made the university students 
more confident in their ability to communicate. 
 
“We went to Bush Elementary School to practice our performance. The children were so 
cute! I like children very much. So I felt comfortable. While we were performing, 
everyone listened to our speech. And we finished, the spectators clapped their hands. I 
was so happy. It was good practice for filming at CCTV.” (Yoshie Kikuchi) 
 
On our scheduled television studio filming day, students arrived in class pale, sleep-
deprived and in tears. The March 11, 2011 earthquake and tsunami had occurred the night 
before in Japan. Several students in class had not heard from their families yet and we 
were about to demonstrate traditional items from home. It would be a difficult task and 
we were all upset. We asked the students to discuss and vote on whether the show would 
go on or be postponed. We left the room so they could decide as a group. 
 
“On Friday, finally that important day was coming. Unfortunately, before that day, we 
heard shocking news, an accident happened in Japan. It was a big earthquake. However, 
we decided to record on the TV that day. All of us had strong hearts. Some girls wore 
beautiful yukatas. Of course, I also wore it by myself. I also helped wearing yukata for 
two of my classmates. I felt I was a kimono fitter. When we arrived at CCTV, I worked at 
part of having cue cards with my group mates. I really nervous because the work as very 
significant for the casts on TV. We felt that we would not be forgiven by our classmates 
if we made a mistake such as dropping the cards on the floor. And more we were careful 
not to make a sound by sliding the papers. After that, our group’s turn came to film. At 
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that time, I did not feel strain…… Our performance was better that the previous ones.” 
(Keiko Koyama) 
 
Research Tools 
To collect data and answer our research question, we used the following tools. 
 
 
Tools and data collection: 
Photo-journals with reflective writing 
Discussions of reflections 
Recorded spoken reflections 
SurveyMonkey survey of the project 
Large group discussion of survey results 
Filmed student-professor interviews 
Professor observation journals 
 
During the process of practicing for the television filming, we encountered difficulties 
and sometimes changed our approach based on what we learned from our data collection 
according to action research practice. We made changes based on what students wrote in 
the reflections, said in class discussions and what we noted in our own observations. 
Students enjoyed being asked for feedback and became more engaged in discussions 
when they could give their opinions on these familiar topics about their personal 
experiences on television. 
 
Analysis:  
 
We discovered that using a variety of technology not only engages students, but it 
sometimes increases the technical difficulties of projects. We had originally intended to 
have the students film their own television demonstrations using the small hand-held 
video cameras. Students would film their demonstrations in the classroom and then add 
voice overs in the sound studio at the television station. They had difficulty figuring out 
how to sequence their demonstrations so we added in a storyboarding assignment. 
Students took photos and wrote directions for each step of their demonstration process. 
This helped them to be organized and the colored photos made the storyboards look 
impressive. Unfortunately, printing the storyboards jammed every printer in the building 
and they ended up as digital copies only. Then it was time to film; however, the film 
footage was “not ready for prime time” viewing with all of the unusual camera angles 
and the shaking hands that left the film unusable. Students also couldn’t film, speak and 
demonstrate at the same time and tried to film missing steps later. Although students had 
mastered the language skills for the project, and acquired confidence through repeated 
practice, they had not mastered the television production skills. 
 
After a negotiation with the television station for studio space, we decided that students 
would be filmed in the studio instead. This created another difficulty. Students now 
couldn’t read their speeches because their faces would be on camera during the entire 
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demonstration. They had difficulty memorizing their speeches (due to time constraints) 
so we had them write cue cards. 
 
The cue cards sounded like such a simple plan, except they weren’t!  Students without 
glasses or with false eyelashes had difficulty reading the cue cards at a distance. Being on 
T.V. required a certain sort of style and fashion that threatened to take precedence over 
language form. The cue cards became mixed up, the newsprint was noisy and the heavy 
posterboard fell on the floor. They reprinted cue cards on smaller, numbered posterboard 
and we asked students who read well and had steady hands to manage the cards. Next 
time, we plan to use the studio teleprompter. 
 
 
Conclusions  
 
“Howe (1993) says, whether students are passive or active in class depends more on their 
teachers’ expectations rather than on culturally based learning styles. Many researchers 
have reported on the positive effects of teachers changing their beliefs and 
expectations…”  Tomlinson (2005). We had high expectations regarding student 
performances. We conjectured they would perform well given careful preparation time, a 
framework for the project and the project tools they needed to complete the work. We 
also expected that they would be able to master the required language skills needed to 
perform on television and do so in a short amount of time. 
 
By using a variety of technology we were able to engage our students quickly and give 
them responsibility for their learning.  Using different types of technology to complete 
practice sessions, made the practices more interesting and kept students from becoming 
bored with the repetition needed to master the language skills.  
 
This project benefitted from the cultural importance Japanese place on a group.  We had 
groups of three students working on their chosen topics.  The groups were small enough 
to allow for each member’s participation, but gave the students the security of being part 
of a group.  They were able to utilize the Japanese characteristic of group consensus and 
harmony to successfully create projects which they performed on TV.    
 
Following engagement theory, (Zorfass and Copel, 1995) the product and performance 
focus made the project more meaningful to the students and created a learning 
environment in which students were motivated to do their best. Written reflections, 
recorded speeches and digital storytelling were the “products” and the “performances” 
were at the elementary school and the television studio. Our students gained satisfaction 
knowing they were sharing important aspects of Japanese culture with the community.  
They were pleased when they saw the interest of the elementary school students and 
when they saw themselves on TV.  When it was completed they had several documents 
and forms of media illustrating these memories. 
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Implications 
 
In oral and written interviews we asked our students how they felt at the beginning and 
again at the end of the project.  At the beginning of the project none of our students felt 
confident in their language abilities, but after completing the project and all the related 
practice sessions and performances, 50% felt confident about their language skills and the 
TV project. At the end of the project we gave the students an assessment asking several 
questions to determine how active the students were as individuals and as a group.  We 
found the overwhelming majority believed that all group members participated equally 
and most of the students were also satisfied with their own individual participation in the 
discussions.   
 
 
We used a variety of tools to solicit student evaluation of the project. We used Survey 
Monkey to get feedback from our students about the project so that we could make 
improvements for next time.  We asked them questions about which parts of the project 
they enjoyed the most.  They enjoyed researching and writing about the games and 
customs from their culture.  They also enjoyed listening to other group performances at 
the TV studio and the elementary school.  This feedback reinforced our thinking that the 
Japanese students like sharing their culture.  They are proud of their cultural heritage and 
enjoy telling others about it.  Even the disaster of the earthquake and tsunami did not 
dampen their spirits about performing on TV.  We were afraid that they would not be 
able to go through with the performance, but they were committed to the project and 
displayed that can-do attitude that the show must go on.  Other questions in our survey 
focused on English skills and active learning.  The overall majority felt the project was 
useful for developing English skills and this also held true for how active they perceived 
themselves during the project.  One student suggestion was to have each group perform 
for the class before performing for school children or in the TV studio.  We plan to 
incorporate this into the project schedule as another step in the performance cycle for the 
next time.  When we asked if we should do the project next year 88.9% of the students 
answered that we should. We also solicited ideas for next time and 84% of the students 
contributed ideas.  We believe this shows that they were satisfied with the project and 
actively contributing to what might be used with next year’s students. As instructors, we 
were satisfied with the acceleration we noted in student confidence, engagement and in 
class participation through active discussions.  
 
Creating an active learning environment where students were engaged and motivated 
allowed us to narrow the gap between students’ knowledge and their ability to use that 
knowledge. The implications of this study are that our Japanese students are not always 
passive students in the ESL university classroom. While not every ESL class will have 
the opportunity to perform on television, we feel there are some implications of our 
research that might be useful in other situations. Techniques that were successful in this 
project in promoting active learning and participation included leaning on the cultural 
strengths the students brought into the classroom, building their confidence by using 
repetition and familiar topics, using engaging technology tools to practice in a variety of 
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methods, and designing a project with high expectations and a high stakes performance 
focus. 
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Abstract	
	
The	Gulf	Cooperation	Council	(GCC)	countries	of	Saudi	Arabia,	Oman,	Qatar,	Bahrain,	
Kuwait,	and	the	UAE	present	many	illuminating	comparisons	with	respect	to	national	
higher	 education	policies.	With	 close	 economic,	 cultural	 and	historical	 ties,	 the	GCC	
countries	face	many	of	the	same	educational	challenges–misalignment	of	educational	
and	 labor	market	 goals,	 shortage	 of	 science	 and	 technical	workers,	 and	 efforts	 to	
diversify	 economies	 dominated	 by	 hydrocarbon	 production–and	 have	 formulated	
similar	policies	 in	response	 to	 these	concerns.	However,	subtle	differences	 in	 the	Gulf	
educational	systems	also	exist,	some	based	on	traditional	regional	rivalries,	and	other	
socio‐cultural	and	economic	factors:	for	example,	some	GCC	countries	(Oman,	Bahrain)	
are	 facing	 rapid	 declines	 in	 oil	 and	 gas	 production;	 other	 countries	 (Kuwait,	 UAE,	
Qatar)	have	majority	expatriate	populations	who	do	not	enjoy	 the	same	educational	
benefits	 as	 citizens,	 and	 the	 recent	 introduction	 of	 expensive	 and	 elite	 foreign	
university	branch	campuses	 in	 the	region	have	not	demonstrated	 their	sustainability	
or	value	added	to	local	intellectual	culture	and	training	and	development.	The	region	
is	 also	 experiencing	 a	 youth	 bulge	 and	 higher	 education	 demand	 is	 outstripping	
supply.	However,	large	scale	education	projects	are	being	built	in	Saudi	Arabia,	Qatar,	
and	the	UAE.	
	
Keywords:	Higher	 Education	 Policy,	 Gulf	 Cooperation	Council	 (GCC),	 Saudi	Arabia,	 Bahrain,	Oman,	
Qatar,	UAE,	Kuwait		
	
	

Introduction	
	
Educational	 policy	 research	 in	 the	 Gulf	 region	 presents	 several	 difficulties	 since	
detailed	publically	available	information	in	Arabic	or	English	is	difficult	to	find,	and	
only	 recently	 has	 policy	 planning	 become	 a	 publically	 accessible	 process.	 The	
development	of	government	e‐portals	for	Ministries	of	Education	in	the	last	decade	
has	 improved	 the	 quality	 and	 quantity	 of	 education	 information	 and	 statistics	
available	to	citizens	and	researchers.	Tremendous	change	is	currently	occurring	in	
higher	educational	development	in	all	of	the	GCC	member	nations.	
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have	very	different	strategic	goals	and	operating	procedures.	Therefore	some	higher	
education	policies	may	be	unevenly	implemented.		
	
Another	 similarity	 in	 Gulf	 educational	 policies	 are	 national	 priority	 quotas	 for	
hiring–Saudization,	 Omanization,	 Qatarization–that	 coupled	with	 higher	 education	
programs	 are	 designed	 to	 address	 the	 shortage	 of	 local	 skilled,	 professional,	
technical,	and	knowledge	workers	in	almost	every	industry	in	the	Gulf.	The	building	
of	 science	 and	 technical	 colleges	 throughout	 the	Gulf	 is	 a	 specific	 response	 to	 the	
large	numbers	of	 nationals	 (approximately	70%)	who	obtain	humanities	 or	 social	
science	 bachelor	 degrees	 and	 then	 enter	 managerial	 roles	 in	 government	 run	
petroleum,	 engineering	 and	 manufacturing	 firms	 without	 the	 requisite	 technical	
background.		
	
Additionally,	there	has	been	a	move	towards	privatization	of	higher	education	in	all	
Gulf	countries,	and	mounting	concern	about	quality	assessment	and	accreditation	of	
programs.	Also	of	recent	interest	to	nearly	all	Gulf	governments	has	been	inclusive	
or	special	needs	education,	and	policies	for	the	provision	of	special	needs	students	
has	 occupied	 a	 considerable	 portion	 of	 national	 policy	 reports	 since	 2005.	 This	
situation	arose	in	part	because	the	disabled	in	the	Gulf,	fearing	stigmatization,	have	
traditionally	been	removed	from	society	and	sequestered	in	the	family.	Mohammed	
Ghaly	 has	 argued	 that	disability	 has	 been	neglected	 as	 a	 specific	 topic	 of	 study	 in	
Islamic	fiqh	(Ghaly,	2010,	p.	6).	
	
Long	 standing	 rivalries	 between	 Sheikhs	 in	 the	Gulf,	 some	 friendly	 and	 some	not,	
have	 led	 to	 copycat	 educational	 policies.	 The	 GCC	 does	 attempt	 to	 coordinate	
educational	 policy	 officially	 at	 its	 meetings,	 but	 resolutions	 are	 not	 always	
implemented	and	each	GCC	country	controls	 its	own	educational	policy.	Obviously	
many	of	the	similarities	in	educational	policy	are	rooted	in	the	culture	and	history	of	
the	 Arabian	 Gulf:	 most	 native	 Gulf	 residents	 are	 Sunni	 Islamic	 Arabs	 (although	
Bahrain	has	a	majority	Shia	population	originating	in	Persia,	and	75%	of	Omanis	are	
Ibadhis)	and	each	Gulf	nation	has	a	similar	colonial	legacy	including	both	direct	and	
nominal	control	by	the	Portuguese,	Ottomans,	and	Britain.	All	of	the	GCC	countries	
rely	heavily	on	gas	and	oil	reserves	and	have	formed	socialistic	rentier	societies	in	
which	the	government	redistributes	oil	wealth	through	subsidized	education,	water,	
electricity,	government	jobs	and	land.	Also	the	tribes	of	the	ruling	elite	in	Kuwait	(Al	
Sabah),	Bahrain	(Al	Khalifa),	and	Qatar	(Al	Thani)	have	historical	links	to	the	Saudi	
Nejd	region.		
	
The	 educational	 landscape	 of	 the	 Gulf	 nations	 is	 unique	 from	 the	 situation	 in	 the	
other	MENA	regions	such	as	North	Africa	and	the	Levant.	As	Kirk	notes:	 “In	Egypt	
and	 Jordan,	 non‐oil‐rich	 countries,	 the	 focus	was	heavily	 on	 capacity	 building	 and	
development	 of	 human	 resources,	 and	 higher	 education	 included	 cultural,	 moral,	
and	 religious	 aims	 in	 programs.	 In	 contrast,	 the	 oil‐rich	 nations	 of	 Saudi	 Arabia,	
Qatar,	and	the	UAE	sought	to	develop	higher	education	to	reduce	their	reliance	on	
expatriate	personnel,	and	to	foster	cultural	transmission	and	modernization”	(Kirk,	
2009,	p.	134).	
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GCC	Member	State	Higher	Education	Policies	
	
Bahrain	
	
The	 Kingdom	 of	 Bahrain	 is	 an	 archipelago	 of	 approximately	 33‐40	 islands	 (some	
islands	are	disputed)	situated	in	the	Arabian	Gulf	east	of	Saudi	Arabia	and	northwest	
of	Qatar.	Bahrain	has	one	of	the	most	highly	developed	and	diversified	economies	in	
the	Gulf,	with	annual	GDP	at	$29.71	billion	(2010	est.)	from	oil	refining,	aluminum	
production,	banking,	construction,	and	transportation.	One	of	the	first	GCC	countries	
to	confront	declining	oil	 reserves,	Bahrain	benefitted	 from	the	Lebanese	Civil	War	
(1975‐1990)	when	banks	and	multi‐national	firms	moved	their	headquarters	from	
Beirut	 to	Bahrain	 lured	 also	 by	 security	 protections	 offered	 by	 the	Naval	 Support	
Activity	 Bahrain	 (U.S.	 Naval	 Forces	 Central	 Command	 and	 the	 U.S.	 Fifth	 Fleet)	
stationed	in	Manama.	
	
Bahrain	established	the	first	public	education	system	in	the	Gulf	 in	1932,	although	
as	early	as	1914,	800	boys	and	400	girls	were	recorded	attending	traditional	Kuttab	
schools	 (Al	 Misnad,	 1985,	 p.	 31).	 	 Run	 by	 a	muttawa	 or	mulla,	 either	 a	 religious	
authority	or	simple	pious	man	with	knowledge	of	the	Qur’an	and	Hadith,	the	Kuttab	
schools	 throughout	 the	Gulf	primarily	 taught	 the	Qur’an,	basic	Arabic	 reading	and	
writing,	and	sometimes	mathematics.	Like	many	Gulf	countries,	Bahrain’s	Ministry	
of	Education	makes	substantial	expenditures	on	public	education,	with	187,346,900	
BHD	 spent	 on	 manpower	 and	 26,102,700	 BHD	 spent	 on	 services	 in	 2010	 (MOE,	
Kingdom	of	Bahrain,	2010).		
	
Education	 in	Bahrain	 is	 free	and	compulsory	 from	the	ages	of	6‐14.	Students	aged	
15‐17	may	 also	 complete	 Secondary	Education	 in	 a	 number	 of	 tracks	which	were	
until	recently	separated	 into	General,	Science,	Literary	and	Commercial,	but	which	
have	now	been	unified	and	generalized.	A	separate	religious	educational	track	exists	
only	for	boys.		
	
The	 only	 public	 university	 in	 Bahrain	 is	 the	 University	 of	 Bahrain	 established	 in	
1986	by	 the	merger	of	 the	University	College	of	Arts,	Sciences	and	Education	(est.	
1978)	and	Gulf	Polytechnic	(est.	1981).	Although	governed	by	a	Board	of	Trustees,	a	
University	 Council,	 as	 well	 as	 College	 and	 Departmental	 Councils,	 the	 Supreme	
President	of	the	University	of	Bahrain	is	the	King,	indicating	the	intertwined	nature	
of	 the	 monarchy	 with	 higher	 education.	 The	 Arabian	 Gulf	 University	 in	 Manama,	
established	 in	 1981,	 is	 another	 unique	 public	 institution	 jointly	 financed	 and	
governed	by	 the	Gulf	 Cooperation	Council.	At	 least	 17	other	 institutions	of	 higher	
learning	 offer	 instruction	 in	 Bahrain,	 ranging	 from	 online	 degree	 programs	 (Arab	
Open	 University),	 private	 universities	 (Ahlia	 University),	 science,	 medical	 and	
technical	 schools	 (RCSI	 Medical	 University),	 and	 international	 branch	 campuses	
(Birla	 Institute,	Depaul	University,	New	York	 Institute	of	Technology).	To	 increase	
the	 supply	 of	 locally	 trained	 Bahraini	 teachers,	 the	 government	 has	 set	 up	 the	
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Bahrain	Teacher’s	College.	In	1999,	King	Hamad	ibn	Isa	Al	Khalifah	became	King	of	
Bahrain	and	instituted	a	number	of	liberalizing	reforms	including	women’s	suffrage,	
parliamentary	elections,	and	amnesty	for	political	opponents.		Part	of	these	reforms	
included	 opening	 higher	 education	 to	 the	 private	 market	 economy,	 and	 the	 first	
private	institution	opened	in	2002,	rising	to	14	institutions	by	2007	(AlSaleh,	2008,	
p.	23).	
	
Higher	 education	 policy	 (and	 scientific	 research	 as	 well)	 is	 determined	 by	 the	
Higher	 Education	 Council	 General	 Secretariat	 established	 in	 2006	 and	 reporting	
directly	 to	 the	Minister	of	Education	(AlSaleh,	2008,	p.	16).	The	Education	Council	
also	 regulates	 and	 oversees	 new	 government	 higher	 institutions	 of	 learning,	
including	recommendations	for	new	fields	of	specialization.	As	needed,	the	Council	
discusses	 any	 required	 changes	 to	 educational	 laws	 and	 policies	 and	 develops	
proposals	 for	amendments	 to	existing	 legislation	and	by‐laws	 to	 solve	educational	
challenges	 facing	 institutions	 in	 the	 country	 including	 financial,	 administrative,	 or	
academic	issues.	The	Council	is	also	tasked	with	review	of	institutional	performance	
and	 setting	 criteria	 and	 standards	 for	 assessment	 and	 performance	 review	 of	
individual	 schools.	As	part	of	 the	centrally	planned	nature	of	educational	policy	 in	
Bahrain,	the	Council	also	grants	licenses	to	private	colleges	and	universities	in	order	
to	 coordinate	 development	 with	 existing	 government	 (public)	 institutions.	 Thus,	
although	run	by	non‐governmental	investors,	private	institutions	in	Bahrain	follow	
academic	and	administrative	by‐laws	that	are	determined	by	the	Higher	Education	
Council	 General	 Secretariat.	 Additionally,	 the	 Council	 also	 attempts	 to	 coordinate	
research	 activities	 between	 institutions	 of	 higher	 learning	 and	 other	 research	
entities	in	Bahrain,	such	as,	for	example,	The	Educational	Research	Center	and	The	
Bahrain	Centre	for	Studies	and	Research.		
	
As	 a	 country	 of	 Islamic	 and	mixed	 Arab	 /	 Persian	 heritage,	 Bahrain’s	 educational	
policies	are	still	 firmly	rooted	 in	 Islam,	yet	have	borrowed	concepts	 from	western	
educational	models,	such	as	‘good	citizenship,’	combating	poverty,	ending	illiteracy,	
creating	inclusive	opportunities,	and	preparation	for	the	labor	market.	According	to	
a	national	report,	 the	goals	of	education	are	described	as	“emphasizing	 the	role	of	
Islamic	 religion	 in	 the	 integration	of	personality,	 family	cohesion	and	unity	within	
the	 society	 and	 highlighting	 the	 role	 of	 Islam	 as	 a	 guide	 in	 everyday	 life	 and	 its	
ability	to	keep	pace	with	all	modern	developments	at	all	times	and	places”	(AlSaleh,	
2008,	p.	24).	As	is	common	in	Gulf	educational	systems,	higher	educational	strategic	
goals	are	not	entirely	separate	 from	objectives	and	 learning	outcomes	expected	at	
all	levels	of	education,	such	as:	
	

 Cementing	 ties	between	 the	GCC	 states	 and	bolstering	up	Arab	and	 Islamic	
bonds.	

 Boosting	the	teaching	of	Arabic	language	in	a	way	which	enables	the	learner	
to	 master	 it	 and	 use	 it	 in	 the	 various	 areas	 of	 knowledge	 while	 giving	
attention	to	the	teaching	and	mastery	of	foreign	languages.	
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 Raising	awareness	of	 the	principles	of	Human	Rights	and	 including	them	in	

the	syllabuses.	
 Promoting	the	concepts	of	education	for	spreading	peace,	a	better	future	for	

human	beings	and	international	co‐operation	and	solidarity	based	on	justice,	
equality	and	mutual	respect	among	all	states	and	nations.	

 Raising	awareness	of	 the	principles	of	Human	rights	and	 including	 them	 in	
the	syllabuses.	

 Promoting	national	cadres	to	enable	them	to	actively	participate	in	forming	
an	 educated	 productive	 society	 to	 keep	 pace	 with	 the	 progress	 and	
sustainable	changes.	(From	National	Report	of	the	Kingdom	of	Bahrain,	2008).	

	
	
As	 part	 of	 a	 larger	 economic	 planning	 initiative	 for	 Bahrain,	 the	 Ministry	 of	
Education	 in	 its	 Strategic	 Plan	 2009‐2014	 (February,	 2008)	 developed	 four	
overarching	 strategic	 goals	 which	 were	 extremely	 broad	 in	 nature.	 The	 Strategic	
Objective	4	specifically	pertained	to	higher	education:		“Raising	the	Quality	of	Higher	
Education	 and	 Scientific	 Research.”	 The	 two	 sub‐objectives	 were:	 “improving	
education	quality	 in	 universities”	 and	 “enhancing	 research	 and	development	 (R	&	
D).”	
	
Reference	must	be	made	to	the	educational	 impact	of	the	recent	political	unrest	in	
Bahrain	 in	 part	 inspired	 by	 the	 Arab	 Spring	 revolts	 that	 toppled	 governments	 in	
Tunisia	and	Egypt.	The	Sunni	Muslim	Al‐Khalifa	family	has	ruled	a	60‐70%	majority‐
Shia	population	since	1783	when	the	island	was	captured	from	Persia.	Shia	Muslims	
have	 long	 complained	 of	 economic	 and	 political	 discrimination	 leading	 to	 clashes	
and	demonstrations	in	the	1990s,	and	culminating	in	a	2011	violent	crackdown	by	
King	Hamad	Al‐Khalifa	using	GCC	 troops	 from	Saudi	Arabia	and	 the	UAE.	 In	April,	
2011	 an	 unknown	 number	 of	 firings,	 expulsions,	 terminations	 and	 interrogations	
were	 carried	 out	 against	 faculty,	 administrators	 and	 students	 in	 several	 Bahraini	
universities	 (Wheeler,	2011).	 In	a	 July,	2011	 letter	 to	 the	Minister	of	Education	of	
Bahrain,	 the	 Middle	 East	 Studies	 Association	 of	 North	 America	 claimed	 that	 600	
students	had	been	expelled	from	the	universities	and	78	students	arrested	for	anti‐
government	 activity	 (Bahrain	 Continues,	 2011;	 Lindsey,	 2011).	 A	 seeming	
contradiction	 appears	 in	 the	 education	 law	 No.	 27	 of	 year	 2005	 stating	 that	
education	is	a	“right	to	all	citizens.”		One	of	the	goals	of	the	law,	which	outlines	the	
basic	 goals	 of	 education,	 are	 “promoting	 critical	 thinking;”	 but	 at	 the	 same	 time	
“education	also	aims	to	 inculcate	in	the	 learner	the	spirit	of	citizenship,	patriotism	
and	allegiance	to	the	King”	(AlSaleh,	2008,	p.	24).	
	
Other	challenges	in	higher	education	policy	in	Bahrain	include	a	large	youth	bulge	in	
the	population	who	are	now	entering	higher	educational	institutions,	provisions	for	
inclusive	education	(services	for	differently‐abled	students	have	not	been	common	
in	 the	 Gulf	 until	 recently),	 and	 the	 persistence	 of	 illiteracy	 in	 older	 adults	 and	
providing	 programs	 for	 them	 for	 retraining	 and	 integration	 into	 an	 increasingly	
technologically	dominated	workplace.	As	Donn	and	Al	Manthri	note,	 “in	1993	 just	
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42%	of	 the	 total	 population	 of	 [the	Arab	Gulf	 region]	 had	 education	 to	 secondary	
level	but	by	2009	 that	 figure	had	 risen	 to	79%.	This	explains	why,	 for	 those	aged	
over	 35	 years,	 there	 are	 fairly	 high	 illiteracy	 rates,	 although	 these	 are	 decreasing	
rapidly”	(Donn	and	Al	Manthri,	2010,	p.	97).	
	
Kuwait	
	
Kuwait	was	one	of	the	Trucial	states	and	closely	tied	politically	to	Britain	from	1899	
to	 1961.	 After	WWI	 it	 became	 an	 independent	 British	 protectorate,	 and	when	 oil	
was	discovered	in	Kuwait	in	1938,	Britain	took	control	of	the	area,	finally	granting	
full	 independence	 in	1961.	Kuwait	has	been	ruled	since	 the	18th	century	by	 the	Al	
Sabah	 family,	 a	member	 of	 the	Bani	Utbah	 federation	 from	Nejd	 region	 of	 central	
Saudi	 Arabia.	 Kuwaitis	 thus	 have	 strong	 cultural	 and	 religious	 similarities	 with	
Saudis,	although	there	have	been	numerous	armed	conflicts	between	Nejdi	Sheikhs	
and	Kuwait	in	the	past.	Petroleum	accounts	for	approximately	half	of	Kuwait’s	GDP.		
The	 economy	 exemplifies	 the	 rentier	 state	 model	 in	 which	 revenue	 is	 derived	
primarily	from	oil	production	and	over	95%	of	Kuwaiti	nationals	work	in	the	public	
sector	at	higher	wages	 than	can	be	commanded	 in	 the	private	 sector.	Large	youth	
employment,	as	with	Qatar	and	the	UAE,	is	a	serious	issue	due	to	the	large	numbers	
of	 young	 people,	 the	 expectation	 of	 highly	 paid	 government	 work,	 and	 the	
unwillingness	of	Kuwaitis	to	work	for	lower	wages	in	the	private	sector	and	to	avail	
themselves	 of	 generous	 higher	 education	 opportunities	 in	 order	 to	 prepare	
themselves	adequately	for	managerial	positions.	
	
Kuwait	 University	 (est.	 1966)	 is	 the	main	 public	 institution	 of	 higher	 learning	 in	
Kuwait	comprising	colleges	of	Medicine,	Allied	Health	Sciences,	Arts,	Dentistry,	Law,	
and	Shari'a	and	Islamic	Studies,	among	others.	Enrollment	stood	at	32,875	students	
in	2009	(Kuwait	University).	Also,	the	state	funds	The	College	of	Basic	Education	in	
PAAET,	the	Higher	Institute	for	Theater	Arts,	and	the	Higher	Institute	of	Music	Arts.	
In	 addition,	 there	 are	 8	 private	 institutions	 approved	 by	 the	 Ministry	 of	 Higher	
Education,	 some	 of	 them	 with	 affiliations	 with	 Australian,	 American	 or	 Dutch	
universities.	The	first	private	higher	education	institution	opened	in	2003	and	now	
private	colleges	and	universities	enroll	over	13,000	students,	a	 figure	projected	 to	
rise	 to	45,000	by	 the	2025	 (Al‐Atiqi,	2009,	p.	6).	The	Public	Authority	 for	Applied	
Education	 and	 Training	 (PAAET)	was	 established	 in	 1982	 to	 coordinate	 technical	
training,	 including	 teacher	 training.	 Kuwait	 University,	 private	 universities,	 and	
PAAET	 are	 administered	 by	 the	 Ministry	 of	 Higher	 Education.	 Prior	 to	 the	
establishment	of	Kuwait	University,	students	were	sent	abroad	for	higher	education	
degrees	 beginning	 in	 the	 mid	 1930s,	 primarily	 to	 Cairo	 and	 Baghdad	 (Al‐Atiqi,	
2009).	Today	the	top	destinations	 for	studying	abroad	 including	the	UK,	Australia,	
United	States,	Canada	and	Europe.	
	
As	with	other	GCC	countries,	higher	education	objectives	and	strategic	goals	are	not	
always	 separated	 from	 general	 education	 goals	 in	 policy	 documents.	 Kuwait’s	
education	 policy	 documents	 state	 that	 the	 country	 is	 pursuing	 democratic	
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development	 and	 therefore	 education	 should	 instill	 principles	 of	 democracy	 and	
respect	for	the	constitution.	The	National	Report	on	Development	of	Education	2004‐
2008	explicitly	warns	that	the	basic	source	of	Kuwait’s	income–oil–is	being	depleted	
and	the	state	must	 look	 for	alternate	sources	of	 income.	Thus	 the	report	cautions:	
“Educators	also	[should]	not	lose	sight	of	consumer	behaviour	which	constitutes	an	
economic	challenge	for	education”	(24),	meaning	not	only	that	educators	should	be	
prepared	for	reduced	spending	on	education,	but	also	implying	that	teachers	should	
prepare	future	generations	of	students	for	a	reduction	in	the	government	subsidies	
for	Kuwaiti	citizens.	This	same	report	points	 to	 further	serious	 fears	of	 the	 loss	of	
cultural	identity	confronted	by	all	of	the	GCC	countries	who	rely	on	large	non‐Arab	
expatriate	worker	populations	(for	example,	nationals	make	up	only	15‐20%	of	the	
populations	 of	 Qatar	 and	 the	 UAE).	 Out	 of	 a	 total	 population	 of	 2.6	 million,	 1.3	
million	 of	 Kuwait’s	 inhabitants	 are	 non‐nationals,	 including	 expatriate	 workers,	
Palestinians	(450,000	were	expelled	 in	1991	for	supporting	Saddam	Hussein),	and	
Bidoon,	 stateless	 former	 nomadic	 pastoralists	 trapped	 in	 the	 country	 without	
identity	 papers.	 Thus	 the	National	Education	Report	 for	 2008	 states:	 “we	 seek	 to	
create	 leading	 and	 serious	 curricula	 about	 upholding	 national	 identity	 and	
consolidating	 all	 the	 positive	 values	 and	 the	 renunciation	 of	 negative	 ones	 taking	
advantage	of	everything	that	is	new	and	useful	in	cultures	and	global	developments,	
because	we	do	not	want	 to	be	 separated	 from	 the	world,	 at	 the	 same	 time	do	not	
want	to	lose	our	identity”	(23‐24).		Educational	policy	makers	in	Kuwait	express	an	
almost	 resigned	 acceptance	 of	modernity	 as	 inevitable:	 “technology	 as	 technology	
has	become	a	reality	we	must	deal	with.”	And	the	sheer	volume	of	new	knowledge	
means	 that	 educators	must	 be	 selective	 in	 their	methods	 and	 choice	 of	materials,	
and	must	“make	[education]	functional	rather	than	just	filling	the	minds	of	learners	
with	information”	(24).		
	
At	a	January,	2007	meeting	of	the	Gulf	Cooperation	Council,	both	the	British	Council	
of	 Kuwait	 and	 the	 Quality	 Assurance	 Agency	 for	 Higher	 Education	 in	 the	 UK	
participated	 in	 educational	quality	 assurance	discussions.	The	Private	Universities	
Council	 in	 Kuwait	 was	 then	 tasked	 with	 creating	 a	 comprehensive	 accreditation	
program	 for	 private	 universities	 in	 Kuwait	 in	 line	 with	 guidelines	 and	 standards	
formulated	by	the	Organization	for	Economic	Cooperation	and	Development	(OECD)	
and	United	Nations	Educational,	Scientific	and	Cultural	Organization	(UNESCO)	(Al‐
Atiqi,	2009,	6‐7).	
	
Oman		
	
Oman	is	situated	on	the	southeastern	corner	of	the	Arabian	peninsula	and	borders	
on	 the	Arabian	Gulf,	Gulf	of	Oman,	 and	Arabian	Sea.	Historically	 the	 country	grew	
wealthy	on	regional	trade	(specifically	slaves	and	spices)	as	 it	occupied	a	strategic	
position	 at	 the	mouth	 of	 the	 Strait	 of	Hormuz.	 The	 country	 has	 a	 diverse	 cultural	
heritage	derived	from	Arabia,	Persia,	 India,	Baluchistan,	and	Africa,	and	in	the	19th	
century	 it	controlled	 the	African	possession	of	Zanzibar.	 	Over	75%	of	Omanis	are	
members	 of	 the	 Ibadhi	 sect	 of	 Islam.	 Population	 stands	 at	 3,027,959,	 of	 which		
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577,293	 are	 non‐nationals,	 reflecting	 successful	 Omanization	 programs	 to	 reduce	
expatriate	 labor	 forces	 (CIA	 Factbook,	 July	 2011	 est.).	 Oman’s	 oil	 reserves,	 which	
form	the	bulk	of	GDP,	may	be	exhausted	within	2	decades,	and	 the	government	 is	
rapidly	 diversifying	 the	 economy	 to	 include	 natural	 gas	 production,	 healthcare,	
tourism,	and	knowledge	producing	activities.	Education	therefore	plays	a	significant	
role	 in	 central	 government	 planning	 and	 the	 country	 has	 made	 astonishing	 and	
internationally	recognized	gains	in	both	health	care	and	education	indicators	since	
1970.	Woman	 are	 playing	 a	 larger	 role	 than	 in	 the	 past	 in	 education	 in	Oman:	 in	
2003‐2004	 in	 the	 Ministry	 of	 Education,	 for	 example,	 there	 were	 18,249	 women	
teaching	 staff,	 1,906	 women	 school	 administrative	 staff,	 and	 608	 women	 in	
administrative	and	technical	positions	at	MOE	offices	(Rassekh,	2004,	p.	5).	
	
Sultan	Qaboos	University	(est.	1986)	is	the	premier	institution	of	higher	education	
in	 the	 country.	 The	 university’s	 eight	 research	 centers	 are	 directly	 related	 to	 the	
primary	concerns	of	the	nation	(hydrocarbon	production,	water,	and	environment):	
the	Centre	for	Environmental	Studies	and	Research,	the	Communications	Research	
Centre,	the	Oil	and	Gas	Research	Centre	(Shell	Chair),	the	Seismological	Centre,	the	
Centre	 for	 Remote	 Sensing	 and	 Geographical	 Information	 Systems,	 the	 Water	
Research	 Centre,	 the	 Virtual	 Reality	 Centre	 for	 Carbonate	 Studies	 and	 the	 Oman	
Studies	Centre.	In	addition	to	SQU,	Omanis	may	attend	free	of	charge	the	following	
public	institutions:	six	colleges	of	education,	a	shari’ah	and	law	college,	 five	technical	
colleges,	one	institute	of	banking,	and	fourteen	health	institutes.	College	admissions	
in	 Oman	 are	 centralized	 and	 coordinated	 by	 The	 Higher	 Education	 Admissions	
Centre	(HEAC).		
	
Oman’s	 Economic	 Vision	 2020	 (1997)	 issued	 by	 the	 Ministry	 of	 Development	
specifically	recommended	that	higher	education	institutions	be	expanded	to	enroll	
higher	proportions	of	secondary	school	graduates	which	would	meet	the	need	of	the	
country	 for	 highly	 qualified	 personnel.	 As	 Al‐Atiqi	 has	 observed,	 “Omani	 higher	
education	 is	 a	 fast‐growing	 sector.	 As	 in	 other	 Gulf	 States,	 Oman	 has	 a	 rapidly‐
increasing	 number	 of	 privately‐run	 institutions,	 in	 addition	 to	 public	 higher	
education	 institutions	 that	 are	 owned	 and	 run	 by	 separate	 public	 authorities.	
Similarly,	the	higher	education	programmes	are	a	mix	of	locally‐developed,	locally‐
adopted	and	 imported	programmes.	The	country	has	set	up	a	system	that	permits	
local	 operation	 of	 all	 types	 of	 private	 higher	 education	 programmes	 and	
institutions”	(Al‐Atiqi,	2009,	8).	
	
Although	 the	 Council	 of	Higher	 Education	 established	 in	 1999	 oversees	 all	 higher	
education	development	and	policy	in	Oman,	the	various	institutions	are	governed	by	
different	 ministries	 of	 the	 Omani	 government.	 The	 table	 below	 from	 Al‐Lamki	
(2002)	summarizes	the	higher	educational	governance	structure	in	Oman:	
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 To	enhance	the	capacity	of	Oman’s	in	research	and	development;	
	

 To	promote	Higher	Education	and	keep	the	public	informed	of	the	Ministry’s	
mandate	and	responsibilities	(MOHE,	2011).	

	
Prior	to	1970,	when	Qaboos	bin	Said,	Sultan	of	Oman,	overthrew	his	 father,	Oman	
was	an	underdeveloped	and	impoverished	country	with	few	roads,	little	electricity,	
no	national	health	care	system,	no	universities,	and	only	3	primary	schools	with	900	
boys	enrolled	(Al‐Lamki,	2002,	p.	76).	In	1996,	Sultan	Qaboos	issued	the	Basic	Law	
of	The	Sultanate	of	Oman.	The	81	articles	detail	“Oman's	system	of	government	and	
the	guiding	principles	behind	the	state's	policies	and	also	details	public	rights	and	
duties.”	Article	13	of	the	Basic	Law	defines	“cultural	principles	by	making	education	
the	 main	 pillar	 of	 society’s	 progress,	 and	 entrust[s]	 the	 state	 with	 the	 task	 of	
sponsoring	 and	 spreading	 education	 to	 meet	 the	 needs	 of	 development”	 (State’s	
Statute	1996).	
	
To	monitor	educational	quality,	in	1999	“the	Oman	Accreditation	Council	(OAC)	was	
formed,	with	the	parliamentary	proposal	to	work	hand‐in‐hand	with	the	ministry	in	
the	 development	 of	 Omani	 higher	 education.	 A	 country‐wide	 strategic	 plan	 for	
reviving	 education	 was	 drafted	 in	 2000.	 The	 plan	 comprises:	 a	 licensing	 and	
accreditation	 system;	 standards‐based	 accreditation;	 and	 accreditation	 and	
recognition	 systems	 for	 degree	 programmes....”	 (Al‐Atiqi,	 2009,	 7‐8).	 In	 2010,	 the	
name	 of	 the	 OAC	 was	 changed	 to	 The	 Oman	 Academic	 Accreditation	 Authority	
(OAAA)	and	it	remains	the	only	official	national	body	responsible	for	assessing	the	
quality	 of	 public	 and	 private	 Higher	 Education	 Institutions	 in	 Oman.	 Centralized	
planning	 in	Oman,	 including	education,	occurs	under	a	Five	Year	Plan	system.	The	
7th	 Plan	 (2006‐2010),	which	 expanded	 the	 Basic	 Education	 System	 and	 upgraded	
the	11th	 and	12th	 grades	 in	 the	 areas	 of	mathematics,	 sciences	 and	 environmental	
geography,	 ended	 in	 2010.	 One	 of	 the	 specific	 aims	 of	 this	 reform	 was	 to	 better	
prepare	students	for	success	in	higher	education	by	introducing	pedagogical	models	
more	 in	 line	with	 top	 international	 universities:	 “the	 aim	 of	 this	 curriculum	 is	 to	
provide	 students	with	a	 learning	experience	 that	 remains	 firmly	 rooted	 in	 Islamic	
principles	and	Omani	cultural	identity	while,	in	addition,	follows	international	best	
practice	and	is	relevant	to	the	rapidly	changing	world	of	the	21st	century.	Not	only	
have	 new	 subject	 areas	 been	 developed,	 but	 curricular	 content	 taught	 within	
existing	 subject	 areas	 has	 been	 completely	 rewritten	 to	 include	 real‐life	 contexts	
and	opportunities	for	experiential	learning”	(MOE	Sultanate	of	Oman,	2004,	p.	15).	
	
The	 expansion	 of	 primary	 and	 secondary	 education	 (Basic	 Education)	 to	 include	
more	Omani	students	has	led	to	a	shortage	of	higher	education	opportunities	which	
cannot	 keep	 up	 with	 demand.	 Privatization	 of	 higher	 education	 was	 seen	 as	 one	
possible	solution	to	meet	demand,	and	in	1996	a	royal	decree	established	loans	and	
subsidies	for	private	institutions,	resulting	in	the	growth	of	2‐year	private	colleges.	
Currently	 there	 are	 26	 private	 universities	 and	 colleges	 in	 the	 Sultanate	 of	 Oman	
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manage	 its	 own	 affairs,	 provide	 a	 more	 rigorous	 education	 for	 its	 students,	 and	
enhance	 the	 quality	 of	 faculty	 instruction	 and	 scholarly	 endeavors.	 Through	 the	
accomplishment	 of	 these	 goals,	 QU	 will	 remain	 an	 institution	 that	 produces	
graduates	 who	 are	 equipped	 with	 the	 advanced	 knowledge,	 research	 techniques,	
skills,	and	expertise	to	respond	to	the	needs	of	the	Qatari	society”	(Qatar	University,	
Why	Reform?,	2011).	As	with	the	other	national	universities	in	the	Gulf,	preservation	
of	 Arabic,	 and	 Islamic	 and	 local	 cultural	 identity	 is	 an	 explicit	 goal	 of	 higher	
education:	 the	 mission	 statement	 of	 the	 Qatar	 University	 2003‐2007	 reform	
promises	“to	promote	the	cultural	and	scientific	development	of	 the	Qatari	society	
while	 preserving	 its	 Arabic	 characteristics	 and	 maintaining	 its	 Islamic	 cultural	
heritage.	 The	 University's	 dissemination	 of	 knowledge	 shall	 contribute	 to	 the	
development	and	advancement	of	human	thought	and	values.	The	University	shall	
provide	 the	country	with	specialists,	 technicians	and	experts	 in	various	 fields,	and	
equip	 citizens	 with	 knowledge	 and	 advanced	 research	 methodologies.	 The	
University	 shall	 also	 remain	 committed	 to	 strengthening	 its	 scientific	 and	 cultural	
ties	 with	 other	 Arab	 and	 international	 universities	 and	 educational	 institutions”	
(Qatar	University,	The	Reform	Plan,	2011).		As	a	result	of	these	changes,	governance	
was	restructured	such	that	the	President	of	the	University	now	reports	to	a	Board	of	
Regents.	
	
Education	City	is	a	parallel	system	of	higher	education	in	Qatar.	Founded	in	1995	by	
HH	Sheikh	Hamad	bin	Khalifa	Al	Thani,	Emir	of	Qatar,	and	chaired	by	his	wife	HH	
Sheikha	Mozah	bint	Nasser	Al	Missned,	Qatar	Foundation	began	 inviting	American	
institutions	beginning	in	1998	to	set	up	branch	campuses	on	a	14‐kilometer	square	
complex	 of	 buildings	 west	 of	 the	 city	 of	 Doha.	 The	 campuses	 (which	 all	 offer	
Bachelors	 Degrees,	 with	 the	 exception	 of	 the	 medical	 college,	 which	 grants	 an	
American	 M.D.)	 include:	 Virginia	 Commonwealth	 University	 in	 Qatar	 (est.	 1998),	
Weill	 Cornell	Medical	College	 in	Qatar	 (est.	2002),	Texas	A&M	University	at	Qatar	
(est.	2003),	Carnegie	Mellon	University	 in	Qatar	(est.	2002),	Georgetown	School	of	
Foreign	Service	in	Qatar	(est.	2005),	and	Northwestern	University	(est.	2008).	The	
Qatar	 Faculty	 of	 Islamic	 Studies	 (est.	 2007)	 offers	 Masters	 degrees	 in	 Islamic	
Finance,	 Islamic	 Studies,	 and	 Islamic	 Public	 Policy.	 In	 2011,	 HEC	 Paris	 opened	 a	
business	program	in	Education	City	along	with	University	College	London’s	museum	
studies	program.	An	elite	K‐12	school,	Qatar	Academy,	 is	also	housed	in	Education	
City.	
	
All	educational	policy	is	directed	by	the	Supreme	Education	Council,	established	in	
2002	 by	 Emiri	 decree.	 The	 Chairman	 of	 the	 SEC	 is	 HH	 the	 Heir	 Apparent	 Sheikh	
Tamim	bin	Hamad	Al	Thani,	and	the	Vice	Chair	is	HH	Sheikha	Mozah	bint	Nasser	Al	
Missned,	 who	 was	 also	 instrumental	 in	 developing	 Qatar	 Foundation.	 A	 Qatar	
national	 development	 report	 states	 the	 general	 goals	 of	 educational	 policy	 to	 be:	
“The	 educational	 policies	 endeavor	 to	 accomplish	 numerous	 aims	 and	 purposes,	
such	as,	 inculcating	belief	 in	Allah,	 the	prophets,	religious	values,	reinforcing	pride	
in	 one’s	 country	 and	 Arab	 nationalism.	 The	 training	 of	 youths	 on	 citizenship’s	
requirements,	positive	participation	in	social	and	political	activities.		In	addition,	the	
aims	also	include	the	bringing	up	of	youths	to	respect	work,	productivity,	mastery	of	
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one’s	 work”	 (Supreme	 Education	 Council	 Qatar,	 Development	 2008,	 2008,	 p.	 13).	
Qatar’s	 educational	 policy	 is	 also	bound	by	 a	 number	 of	 international	 agreements	
“including	 agreements,	 laws,	 acts,	 undertakings,	 and	 international	 educational	
strategies	 agreed	 by	 Qatar	 [such	 as]	 Child	 Right	 Agreement,	 The	 International	
Inclusive	Agreement	 for	 the	Rights	of	Handicapped	Persons,	 the	Arab	contract	 for	
special	 needs	 rights,	 and	 other	 international	 educational	 laws,	which	 provides	 for	
equal	 opportunities	 for	 all	 students	 without	 discrimination”	 (Supreme	 Education	
Council	Qatar,	Development	2008,	p.	30).	
	
A	 very	 serious	 concern	 is	 that	 higher	 education	 in	 Qatar	 may	 not	 be	 meeting	
employer	and	 labor	market	demand	 for	key	 technical	and	science	skills	needed	 in	
the	petroleum,	gas	and	refining	industries	(Stasz,	2007).	From	the	1960s	to	1970s,	
due	to	the	scarcity	of	higher	education	in	Qatar,	a	university	degree	in	any	subject	
was	sufficient	to	secure	a	high	paying	government	sector	job	with	housing	and	loan	
benefits,	 hence	 large	 numbers	 of	 students	 were	 graduating	 with	 degrees	 in	
humanities,	general	sciences,	and	literature	creating	a	shortage	of	technical	skills.		A	
survey	 conducted	 in	 2004	 by	Hend	 Jolo	 found	 that	 “only	 46.5%	of	 the	 employers	
surveyed	 had	 contacted	 an	 educational	 institution	 in	 Qatar	 to	 seek	 employees,	
within	 the	 last	 three	 years”	 (Jolo,	 2007,	 p.	 52).	 The	 situation,	 however,	 will	
undoubtedly	improve	in	the	next	decade	due	to	realignment	of	admissions	policies	
at	Qatar	University	and	the	growing	number	of	Qatari	graduates	 in	Education	City	
obtaining	 degrees	 in	 computer	 science	 (Carnegie	 Mellon‐Qatar),	 petroleum	 and	
chemical	 engineering	 (Texas	 A&M‐Qatar),	 and	 medicine	 (Weill	 Cornell	 Medical	
College‐Qatar).		
	
Based	 on	 the	 plan	 “Education	 for	 A	 New	 Era”	 written	 by	 the	 RAND‐Qatar	 Policy	
Institute	 (RQPI),	 the	 Supreme	 Education	 Council	 of	 Qatar	 in	 2001‐2004	 began	
reforming	K‐12	education	in	the	State	of	Qatar.	The	three	principles	of	the	reform	as	
set	 out	 by	 the	 RAND	 team	 included:	 Autonomy,	 Accountability	 and	 Variety.	 The	
RQPI	carried	out	a	 thorough	assessment	of	 the	Qatari	education	system,	 including	
educational	 planning	 and	management	 and	 uncovered	 poor	 system	 performance.		
Dominic	J.	Brewer	wrote	that	the	RAND	team	found	“a	lack	of	an	educational	vision	
or	goals	for	the	nation.	When	the	[Ministry	of	Education]	was	founded	the	emphasis	
was	 on	building	 a	 system	 that	would	provide	 free	 education	 to	 a	 largely	 illiterate	
population	 with	 scant	 attention	 given	 to	 quality…there	 was	 little	 communication	
with	employers	or	higher	education”	(Brewer,	2010,	p.	230).	One	of	the	main	stimuli	
of	the	entire	reform	is	that	Qatari	students	were	not	prepared	to	enter	universities	
and	 colleges	 directly	 either	 abroad	 or	 in	 their	 own	 country.	 Thus	 post‐secondary	
Foundation	and	Bridge	Programs,	such	as	the	Academic	Bridge	Program	housed	in	
Education	City,	are	common	in	Qatar.		
	
In	common	with	other	GCC	nations,	 the	recent	 interest	and	development	of	higher	
education	in	Qatar	is	in	a	large	part	based	on	concern	about	the	fragility	of	Qatar’s	
hydrocarbon‐based	economy	and	the	eventual	reality	that	it	is	a	finite	resource	that	
may	be	gone	in	a	matter	of	decades.	Other	Gulf	nations	such	as	Bahrain,	Yemen,	and	
Oman	are	 facing	 the	end	of	 recoverable	 reserves	within	2	decades.	A	2007	World	
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Bank	 report	 issued	 in	 conjunction	with	 Qatar	 Foundation	 and	 the	 Qatar	 Planning	
Council	outlined	a	framework	for	increasing	knowledge	production	(Weber	2011a,	
pp.	11‐12;	Qatar	Planning	Council,	2007).	Obviously	education	would	play	a	central	
role	 in	 the	 production	 of	 knowledge	 products	 in	 Qatar	 (processes,	 patents,	 ITC,	
pharmaceutical	formulas,	etc.)	since	education	represents	one	of	the	four	pillars	of	
the	World	Bank’s	knowledge	economy	schema	(Weber,	2011b).	
	
Higher	education	in	Qatar	will	also	play	a	major	role	in	Qatarization,	a	strategic	plan	
to	place	Qatari	nationals	in	key	positions	in	all	sectors	of	the	economy	(Qatarization,	
2011).	 The	 current	 target	 for	 the	 energy	 and	 industry	 sectors	 is	 a	 50%	 Qatari	
workforce	and	companies	such	as	Qatar	Petroleum	(QP),	Qatalum,	Qafco,	and	Qapco	
are	 leading	 efforts	 in	 Qatarization	 by	 accepting	 trainees	 at	 the	 Qatar	 Petroleum	
training	center	in	Security	preparation,	Clerical	preparation,	Technical	preparation,	
Fireman	preparation	or	a	Tailor	Made	program.	QP	also	offers	 full	 scholarships	at	
overseas	 or	 Qatar	 Universities	 in	 energy‐related	 fields	 (Petroleum	 and	 Gas	
Engineering,	 Mechanical,	 Civil,	 Electrical	 and	 Chemical	 Engineering,	 Geosciences,	
Fire	 and	 Safety	Management,	 and	 Surveying)	 for	 secondary	 students	who	 score	 a	
550	English	TOEFL	and	80%	GPA	(Qatar	Petroleum,	2011).	Most	of	these	programs	
can	now	be	completed	at	Qatar	University	or	one	of	 the	Education	City	campuses.	
This	is	an	important	development,	since	the	leadership	of	Qatar	would	like	to	open	
the	 workforce	 to	 Qatari	 women,	 and	 some	 Gulf	 parents	 refuse	 to	 send	 their	
daughters	abroad	for	higher	education	degrees.	
			
Saudi	Arabia	
	
The	Kingdom	of	Saudi	Arabia	(KSA)	occupies	over	80%	of	the	Arabian	Peninsula	and	
was	 violently	 consolidated	 as	 a	 country	 in	 the	 1920s	 and	 1930s	 by	 the	 Ibn	 Saud	
dynasty	 aided	by	 the	Bedouin‐Ikhwan	 soldiers.	 The	18th	 century	 alliance	 between	
the	 Al	 Saud	 family	 and	 the	 Al‐Sheikh	 family,	 who	 control	 religious	 affairs	 in	 the	
country,	 is	significant	since	the	ultra‐conservative	literalist	theological	doctrines	of	
theologian	Al‐Wahab	adopted	by	 the	Al‐Sheikh	 ‘ulama	exert	a	profound	 impact	on	
all	 aspects	 of	 life	 in	 the	 Kingdom,	 including	 education.	 For	 example,	 in	 the	 early	
1990s,	 one	 quarter	 of	 all	 students	 in	 KSA	 were	 studying	 in	 religious	 institutions	
(Prokop,	2003,	p.	78).	Of	 the	approximately	26	million	 inhabitants,	 only	about	5.5	
million	are	foreign	workers,	thus	the	country	does	not	suffer	as	acutely	from	issues	
confronting	other	Gulf	nations,	such	as	cultural	disintegration	in	the	face	of	majority	
expatriate	 labor	populations.	As	protector	 of	 the	holy	 cities	 of	Medina	and	Mecca,	
Saudi	Arabia	plays	a	prominent	role	 in	 international	 Islamic	politics,	 theology,	and	
culture.	The	discovery	of	the	world’s	largest	oil	reserves	in	1938	has	been	the	single	
most	 important	 factor	 shaping	 the	Saudi	 culture	 and	economy.	King	Abdulla	 rules	
the	 country	 as	 an	 absolute	monarch,	 and	 the	Basic	 Law	 requires	 that	 heirs	 to	 the	
throne	be	descended	from	Abdul	Aziz	Al	Saud.	With	no	written	constitution,	shari’ah	
law	 derived	 from	 the	 Qur’an	 and	 sunnah	 governs	 the	 country,	 with	 the	monarch	
promulgating	 new	decrees	 and	 regulations	 as	 a	 form	 of	 civil	 code.	 In	 2009,	 there	
were	21	public	universities	and	7	private	institutions	in	Saudi	Arabia	(KSA	Ministry	
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of	Higher	Education,	2009,	p.	4).	Some	Saudi	educators	have	been	critical	of	Qatar’s	
model	of	 inviting	U.S.	branch	campuses	 to	upgrade	 the	national	 education	system.	
Saudi	 higher	 education	 policies	 involve	 home‐grown	 solutions,	 with	 occasional	
partnerships	with	overseas	institutions,	most	recently	at	KAUST.	
	
KSA	public	educational	 institutions	are	gender‐segregated	and	free	of	tuition	at	all	
levels	 to	 citizens.	Due	 to	 the	Wahhabi‐influenced	nature	of	 society,	 Islam	plays	an	
important	role	in	all	aspects	of	education	and	is	a	compulsory	subject	in	institutions	
of	 higher	 education.	 However,	 the	 Center	 for	 Religious	 Freedom	 has	 accused	 the	
Saudi	 educational	 system	 of	 fostering	 intolerance	 towards	 kafirs	 (non‐believers)	
(Center	for	Religious	Freedom,	2008;	Al‐Ahmed,	2010).	After	the	9/11	attacks	and	a	
wave	of	internal	Saudi	terrorism	(15	of	the	19	9/11	hijackers	were	Saudis,	as	well	as	
Osama	bin	Laden),	the	U.S.	put	pressure	on	Saudi	Arabia	to	re‐examine	its	education	
system	and	 textbooks.	The	 result	was	a	2.4	billion	USD	reform	program	(tatweer)	
called	 The	 King	 Abdullah	 bin	 Abdul	 Aziz	 Public	 Education	 Development	 Project	
launched	 in	 2006.	 Interestingly,	 the	 tatweer	 project	 is	 governed	 outside	 of	 the	
conservative	Ministry	of	Education	as	a	separate	corporation.	The	hope	is	that	“Not	
only	would	the	program	graduate	savvy,	job‐ready	Saudis,	but	these	young	citizens	
would	be	more	open	to	alternate	interpretations	of	Islam	and,	ultimately,	less	likely	
to	 commit	 violence”	 (McEvers,	 2009).	 Nevertheless,	 religious	 subjects	 such	 as	
Qur’an	and	Hadith,	Tajwid	(proper	recitation),	Tafsir	 (Qur’anic	 interpretation),	and	
fiqh	 (Islamic	 law)	 can	 occupy	 24‐35	 percent	 of	 elementary	 and	 intermediate	
education,	and	even	at	technical	and	scientific	universities,	students	are	required	to	
take	 14	 credit	 hours	 of	 Islamic	 and	 Arab	 studies,	 comprising	 10‐15%	 of	 the	 total	
curriculum	(Prokop,	2003,	p.	79).	The	first	university	opened	to	train	Saudis	to	run	a	
rapidly	modernizing	 nation	was	Riyadh	University	 in	 1957,	 later	 changed	 to	King	
Saud	University	in	1982.	
	
According	to	a	1994	Royal	Decree,	the	Custodian	of	the	Holy	Mosques	(King	of	Saudi	
Arabia)	 chairs	 the	 Council	 of	 Higher	 Education	 along	with	 the	Minister	 of	 Higher	
Education	 (Deputy	 Chairman).	Higher	 education	 institutions	 are	 further	 governed	
by	six	different	bodies,	including:	The	Ministry	of	Higher	Education,	The	Ministry	of	
Education,	 The	 General	 Establishment	 of	 Technical	 Education	 and	 Vocational	
Training,	 The	 Ministry	 of	 Civil	 Service,	 The	 Ministry	 of	 Health,	 and	 The	 Royal	
Commission	 for	 Jubail	 and	 Yanbu.	 According	 to	 a	 2004	 KSA	 education	 report,	 in	
spite	of	this	variety	of	governance	and	difference	in	administrative	patterns	“most	of	
these	departments	implement	to	a	considerable	degree	the	academic	administrative	
system	 followed	 by	 the	 universities	 and	 defined	 by	 the	 bylaws	 of	 the	 Council	 of	
Higher	Education	and	Universities.	These	departments	also	 implement	 the	bylaws	
that	are	 issued	by	 the	Council	of	Higher	Education	which	apply	 to	 their	activities”	
(KSA	Ministry	of	Education,	2004,	p.	57).	
	
Recently,	 “the	 Saudi	 Government	 has…put	 emphasis	 on	 directing	 Saudi	 higher	
education	towards	regionalism	as	well	as	 towards	 international	collaboration.	The	
emphases	are	on	universities	becoming	internationally	competitive	research	centers	
for	 knowledge	 as	 well	 as	 on	 universities	 developing	 programmes	 and	 adopting	
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teaching	 methods	 that	 provide	 students	 with	 knowledge	 and	 skills	 necessary	 for	
their	 entry	 into	 the	 global	 labour	 market….The	 restructuring	 of	 universities	 was	
achieved	by	a	wide	 range	of	programmes	and	plans,	 including	a	number	of	pivots	
among	 which	 acceptance	 of	 quality,	 finance,	 scientific	 research,	 scholarships,	 and	
strategic	planning	are	most	important”	(Onsman,	2010,	p.	512).		
	
One	hour	from	Jeddah,	King	Abdullah	University	of	Science	and	Technology	(KAUST)	
was	 built	 with	 a	 10	 billion	 dollar	 direct	 endowment	 from	 the	 King	 to	 foster	
advanced	research	in	energy,	water,	and	food	–	three	areas	of	considerable	concern	
facing	 Saudi	 Arabia	 and	 affecting	 its	 security.	 The	 President	 is	 Choon	 Fong	 Shih,	
formerly	 of	 the	 National	 University	 of	 Singapore.	 KAUST	was	 a	 special	 project	 of	
King	Abdullah	 bin	 Abdulaziz	 Al‐Saud,	who	 envisioned	 recruiting	 top	 international	
research	 scientists,	 supplying	 them	with	millions	of	dollars	 in	 research	 funds,	 and	
then	capitalizing	on	break‐through	scientific	discoveries	(Mervis,	2009).	KAUST	has	
forged	research	partnerships	with	international	companies	such	as	Dow	and	Boeing,	
and	“research	support	for	junior	faculty	members	runs	from	$3‐million	to	$5‐million	
for	 five	 years.	 For	 senior	 faculty,	 the	 amount	 is	 about	 twice	 that”	 (Selingo,	 2011).	
However,	one	major	concern	is	that	only	15%	of	the	students	enrolled	in	graduate	
studies	at	KAUST	in	2009/2010	were	Saudis	(Höselbarth,	2010,	p.	65).	
	
In	August,	2010,	KSA	announced	 its	next	5	year	development	plan,	pegged	at	385	
billion	USD,	of	which	approximately	50%	is	dedicated	to	education	and	training.	The	
plan	addresses	the	large	youth	bulge	in	Saudi	society	(about	2/3	of	KSA’s	population	
is	 under	 30).	 The	 Ministry	 of	 Education	 predicts	 that	 it	 will	 need	 to	 service	 1.7	
million	students	by	2014.	The	new	plan	will	greatly	expand	higher	education	with	
“25	 new	 colleges	 of	 technology,	 28	 higher	 technical	 institutes,	 and	 50	 industrial‐
training	institutes”	(Chronicle,	2010).	
	
As	 the	Chronicle	 of	Higher	Education	 in	 a	 recent	 article	 on	 the	 unveiling	 of	 Saudi	
Arabia’s	most	 recent	 education	development	plan	notes:	 “In	 the	past	 seven	years,	
under	King	Abdullah,	Saudi	Arabia	has	spent	 lavishly	on	higher	education.	About	a	
quarter	of	 each	yearly	budget	 goes	 toward	education	and	vocational	 training;	 this	
year's	 allocations,	 amounting	 to	 $36.5‐billion,	 represent	 a	 12.4‐percent	 increase	
over	 those	 of	 2009.	 The	 King	 Abdullah	 Scholarship	 Program	 has	 sent	 more	 than	
90,000	Saudis	to	pursue	graduate	studies	abroad.	The	number	of	public	universities	
in	 the	 country	 has	 risen	 from	 eight	 to	 24;	 a	 few	 of	 them	 now	 appear	 in	 world	
university	rankings.	
	
The	development	plan	calls	for	nearly	doubling	the	number	of	university	students,	
from	860,000	to	1.7	million,	by	2014.	The	king	and	his	allies	are	serious	about	the	
need	 to	 improve	 and	 expand	 higher	 education,	 says	 John	 Sfakianakis,	 chief	
economist	 at	 Banque	 Saudi	 Fransi,	 who	 helped	 draft	 the	 plan.	 ‘They	 understand	
there	is	a	problem	that	has	to	be	fixed.’	Many	Saudi	university	students	continue	to	
pursue	 degrees	 in	 fields	 such	 as	 social	 studies,	 religious	 studies,	 history,	 and	
literature,	 despite	 the	 labor	 market's	 being	 saturated	 with	 social‐science	 and	
humanities	majors”	(Lindsey,	2010).	
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positions	 for	 them,	 the	 relatively	new	category	of	young,	urbanized	 job	seekers	of	
modest	means	and	limited	skills	is	what	worries	Saudi	authorities”	(Lindsey,	2010).	
A	large	disaffected	or	unemployed	youth	class,	especially	if	they	are	well	educated,	
could	cause	concerns	to	the	monarchy	as	it	did	recently	in	Egypt.	
	
In	 order	 to	 increase	 efficiency	 and	 drive	 down	 costs,	 the	 Saudi	 government	 has	
encouraged	and	partially	 subsidized	privatization	of	higher	education	 leading	 to	a	
competition	model	 among	 individual	 institutions.	 The	 state	 plans	 also	 to	 partially	
subsidize	private	tuition	fees.		
	
Gender	 segregation	 of	 Saudi	 universities	 offers	 certain	 disadvantages	 to	 women,	
who	 study	 in	 separate	 institutions	 or	 separate	 classrooms	 connected	 by	
videoconferencing	 to	 classrooms	 of	 males	 taught	 by	 a	 male	 professor.	
Videoconferencing	 can	 be	 time	 consuming	 as	 the	 professor	 relays	 questions	 from	
females	 to	 the	 male	 classroom,	 and	 women	 may	 have	 difficulty	 seeing	 the	
blackboard	and	hearing	 the	professor	 	 (Baki,	2004,	p.	5).	Also,	women’s	education	
was	 carefully	 controlled	 by	 religious	 authorities	 until	 quite	 recently:	 “Women’s	
schooling	 at	 all	 levels	 –	 elementary,	 secondary,	 high	 school	 and	 university	 –	
remained	 under	 the	 Department	 of	 Religious	 Guidance	 until	 2002,	 while	 the	
education	 of	 boys	was	overseen	by	 the	Ministry	 of	 Education.	This	was	 to	 ensure	
that	 women’s	 education	 did	 not	 deviate	 from	 the	 original	 purpose	 of	 female	
education,	 which	 was	 to	 make	 women	 good	 wives	 and	 mothers,	 and	 to	 prepare	
them	 for	 ‘acceptable’	 jobs	 such	as	 teaching	and	nursing	 that	were	believed	 to	 suit	
their	nature”	(Hamdan,	2005,	p.	44).		
	
Recruiting	qualified	professors	is	a	challenge	in	Saudi	universities	and	there	is	a	lack	
of	 female	professors	which	necessitates	videoconferencing.	According	to	Khalid	al‐
Angari,	 the	 Minister	 of	 Higher	 Education,	 “the	 biggest	 hurdle	 to	 building	 such	 a	
system	is	recruiting	 faculty	members….	Despite	the	kingdom’s	wealth,	he	said,	 ‘we	
need	to	improve	the	pay	of	professors.’	Female	academics	are	particularly	needed	in	
a	country	where	education	is	still	segregated	(except	at	King	Abdullah	University	of	
Science	and	Technology,	or	Kaust,	as	it’s	known),	and	where	women	make	up	some	
70	percent	of	the	student	body”	(Selingo,	Minister,	2011).			
	
Accessibility	to	higher	education	has	recently	been	a	focus	of	Saudi	education	policy.	
“The	 state	makes	 all	 effort	 to	 distribute	 institutes	 of	 higher	 education	 throughout	
the	 Kingdom,	 especially	 in	 large	 cities	 and	 governorates….Admission	 in	 the	
institutes	of	higher	education	is	based	on	scientific	and	academic	conditions	which	
are	announced	in	advance	and	approved	by	the	university	councils	or	other	agencies	
supervising	colleges	of	higher	education.	Conditions	of	admission	are	usually	based	
on	the	results	of	the	secondary	school	certificate	and	exams	offered	by	the	National	
Center	for	Evaluation	and	Measurement”	(KSA	Ministry	of	Education,	2004,	p.	64).		
	
The	Ministry	of	Higher	Education	has	identified	the	following	specific	challenges	to	
Saudi	higher	education	requiring	policy	responses:	increased	demand	for	education	
and	 higher	 costs,	 rise	 of	 new	 specializations,	 e‐learning	 technologies,	 need	 for	
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evaluation	 of	 higher	 education	 activities	 and	 quality	 assurance	 and	 accreditation.	
Other	challenges	cited	by	the	Ministry	include:	competition	from	foreign	institutions	
of	 higher	 learning,	 need	 to	 orient	 programs	 towards	 globalization,	 distribution	 of	
higher	 education	 institutions	 geographically	 across	 the	 KSA,	 and	 the	 increasing	
failure	and	drop‐out	rate	(KSA	Ministry	of	Education,	2004,	p.	65).	The	Ministry	also	
identifies	 the	 threat	 of	 “the	 cultural	 invasion”	 that	 education	 can	 specifically	
counter:	 “The	 development	 and	 wide	 spread	 [use]	 of	 unrestricted	 mass	 media	
communication	and	the	reduction	of	its	costs	constitute	a	challenge	and	a	threat	to	
the	 Kingdom’s	 national	 identity	 and	 culture.	 This	 issue	 requires	 a	 balanced	
approach	 that	 will	 allow	 students	 to	 enjoy	 the	 benefits	 of	 modern	 technology	
(which,	in	turn,	will	benefit	the	community)	while	maintaining	the	Kingdom’s	values	
and	faith,	and	that	 is	able	 to	protect	 them	from	the	risks	that	might	harm	them	as	
individuals	 and	 groups	 and	 that	 might	 negatively	 affect	 Muslim	 society”	 (KSA	
Ministry	of	Education,	2005,	p.	6).	
	
United	Arab	Emirates	(UAE)	
	
When	Britain	announced	the	withdrawal	of	its	military	power	from	the	Arabian	Gulf	
in	1968,	the	seven	tribal	sheikdoms	known	as	the	Trucial	States–Abu	Dhabi,	Ajman,	
Dubai,	Fujairah,	Ras	al‐Khaimah,	Sharjah,	and	Umm	al‐Quwain–banded	together	to	
form	the	United	Arab	Emirates	in	1971.	Qatar	and	Bahrain	were	also	originally	part	
of	 this	 federation,	 but	withdrew	 to	 form	 their	 own	 nations.	 Although	 a	 President	
governs	the	Emirates	from	Abu	Dhabi,	the	wealthiest	of	the	Emirates,	each	emirate	
is	also	 locally	governed	by	 its	own	Emir.	Dubai,	which	has	had	a	 long	history	as	a	
trading	 port,	 has	 become	 internationally	 recognized	 for	 its	 tremendous	 financial	
growth	 in	 the	 last	 decade	 and	 its	 success	 in	 building	 advanced	 business,	 tourism,	
internet,	and	education	infrastructure.		The	emirate	has	suffered	significantly	during	
the	 recent	 global	 financial	 downturn	 beginning	 in	 2008	 with	 many	 development	
projects	cancelled,	and	necessitating	a	bailout	package	from	Abu	Dhabi.	Like	Qatar,	
the	UAE	has	striven	to	become	a	higher	education	hub	for	the	Gulf	region,	with	over	
40	university	branch	campuses	established	as	of	2009.	However,	despite	the	rapid	
implementation	 and	 initial	 success	 of	 this	model	 (the	UAE	 is	 currently	 one	 of	 the	
largest	 international	 education	 hubs),	 many	 questions	 of	 both	 quality	 and	
sustainability	 have	 arisen	 among	 policy	 analysts:	 as	 Wilkins	 notes,	 “several	
stakeholders	 have	 an	 interest	 in	 the	 quality	 of	 higher	 education	 in	 the	 UAE,	
including	 students,	 parents,	 employers	 and	 the	 UAE	 government.	 If	 international	
branch	campuses	do	not	achieve	standards	of	quality	comparable	with	their	parent	
campuses,	 then	 it	 is	 quite	 possible	 that	 the	 branch	 campuses	 will	 fail	 to	 attract	
students	in	sufficient	numbers	to	enable	their	survival”	(Wilkins,	2009,	p.	391).	
	
Consumer	spending	on	higher	education	 in	the	UAE	was	the	second	highest	 in	the	
GCC	 at	 3.4	 million	 USD	 in	 2010,	 following	 Saudi	 Arabia	 with	 5.2	 million	 USD	
expenditure.	Part	of	the	large	recent	increase	is	due	to	increases	in	university	tuition	
fees	which	have	risen	 from	12‐20%	at	UAE	private	 institutions	(ameinfo,	2011).	A	
2010	 survey	 by	 Bayt.com	 entitled	 "Where	 are	 the	 Middle	 East's	 Fresh	 Graduates	
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Heading?"	revealed	that	95%	of	Emiratis	“were	satisfied	with	the	quality	of	college	
education	they	have	received/	are	receiving”	(Al	Bawaba,	2010).		Apparently	rising	
fees	 are	 not	 impacting	 Emiratis’	 higher	 educational	 experiences	 or	 the	 perceived	
value	of	UAE	institutions.	
	
Public	 higher	 education	 is	 free	 for	Emiratis.	The	national	 university	 is	The	United	
Arab	 Emirates	 University	 (UAEU)	 in	 Al	 Ain,	 established	 in	 1977,	 now	 employing	
over	 700	 faculty	 and	 approximately	 15,000	 students.	 The	 Higher	 Colleges	 of	
Technology	(HCT)	were	built	by	 the	state	 in	1988,	now	extending	 to	16	campuses	
segregated	by	gender,	to	handle	technical	and	vocational	training.	The	female‐only	
Zayed	 University	 (Dubai	 /	 Abu	 Dhabi	 campuses)	 was	 established	 in	 1998.	
Collectively	 these	 three	universities	 are	 known	 as	 the	Higher	Education	 Institutes	
(HEIs).		
	
For	Emirati	students	who	do	not	meet	the	entrance	requirements	of	the	three	HEIs,	
they	must	choose	from	one	of	the	private	institutions.	Many	of	the	lower‐achieving	
students	 must	 take	 preparatory	 and	 language	 course	 before	 they	 can	 meet	
minimum	requirements.	Thus,	 “of	 the	3,565	students	enrolled	at	 the	University	of	
Wollongong’s	Dubai	campus	at	the	end	of	2009,	753	were	studying	in	its	Centre	for	
Language	 and	 Culture	 on	 courses	 below	 undergraduate	 level”	 (Wilkins,	 2009,	 p.	
393).		
	
In	 2006,	 Dubai	 International	 Academic	 City	 (DIAC),	 a	 higher	 education	 free	 zone,	
was	 established	 in	 Dubai.	 DIAC	 currently	 has	 27	 Academic	 institutions	 from	 11	
different	 countries,	 including	Al	Ghurair	University,	American	University	 in	Dubai,	
American	 University	 in	 the	 Emirates,	 Azad	 University,	 Higher	 Colleges	 of	
Technology,	 Dubai	 Men's	 College	 campus,	 Michigan	 State	 University	 Dubai,	
Rochester	 Institute	 of	 Technology	Dubai,	 University	 of	Waterloo	Dubai	 and	 Zayed	
University	 Academic	 City	 (DIAC,	 2011).	 In	 addition,	 outside	 of	 DIAC,	 two	 well‐
known	 institutions–Paris‐Sorbonne	 University	 and	 New	 York	 University–have	 set	
up	branch	 campuses	 in	Abu	Dhabi.	However,	DIAC	has	 had	difficulty	 in	 attracting	
top	tier	institutions,	particularly	from	the	U.S.,	since	Dubai	is	not	offering	the	same	
lavish	 funding	 and	 physical	 resources	 that	 Qatar	 extended	 to	 U.S.	 institutions	 in	
building	Education	City.	Although	DIAC	is	offering	“100	percent	foreign	ownership,	
tax‐free	status,	and,	full	repatriation	of	profits,	as	well	as	abundant	student	and	staff	
housing,	 state‐of‐the‐art	 facilities,	 and	 services	 such	 as	 visa	 support”	 (Krieger,	
2007),	 Dubai	 expects	 a	 substantial	 contribution	 from	 the	 home	 institution	 and	
envisions	that	the	branch	campus	will	eventually	generate	its	own	revenue.		
	
Higher	education	policy	planning	is	carried	out	by	The	Ministry	of	Higher	Education	
and	Scientific	Research	(MOHESR)	and	quality	control	of	the	three	HEIs	is	regulated	
by	the	Higher	Education	Council.		In	2004,	the	Office	of	Higher	Education	Policy	and	
Planning	 for	 Federal	 institutions	 within	 the	 Ministry	 of	 Higher	 Education	 was	
established	to	coordinate	federal	higher	education	policy.		
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“In	 2009,	 the	 Emirate	 of	 Dubai	 established	 the	 University	 Quality	 Assurance	
International	 Board	 (UQAIB).	 In	 January	 2010,	 UQAIB	 was	 halfway	 through	
assessing	 the	 24	 free	 zone	 institutions.	 UQAIB	 let	 it	 be	 known	 through	 a	 press	
release	 that	 it	 had	 the	 power	 to	 revoke	 the	 licence	 of	 any	 international	 branch	
campus	that	did	not	satisfy	its	requirements.	The	head	of	UQAIB	hinted	that	licences	
of	substandard	 institutions	could	be	revoked	at	 the	end	of	2010.	 Interestingly,	 the	
UQAIB	 is	not	only	assessing	 institutions,	 it	 is	also	conducting	a	 review	of	whether	
the	international	branch	campus	model	is	working”	(Wilkins,	2009,	p.	396).	
	
The	four	pillars	that	Emirati	higher	education	was	originally	built	upon,	dating	back	
to	the	1970s,	and	which	have	largely	been	realized,	included:		
	

 The	UAE	would	build	and	operate	its	own	universities,	separated	by	gender.	
 A	qualified	mostly	international	faculty	would	be	employed.	
 Instruction	would	be	in	English.	
 Education	was	to	be	for	all	qualified	Emiratis,	and	would	include	women.		

(Fox,	2007,	pp.	3‐4).	
	
As	with	other	Gulf	nations,	UAE	officials	want	to	move	nationals	out	of	the	bloated	
public	 sector	 into	 more	 internationally	 competitive	 private	 sector	 jobs.	 As	
Christopher	Davidson,	 a	Gulf	 education	 expert,	 points	 out:	 “’Let's	 say	 you've	 got	 a	
21‐year‐old	national	of	the	United	Arab	Emirates,’	Davidson	explains.	 ‘He	will	have	
to	compete	with	expat	Arab	nationals	or	 Indian	nationals	who	will	probably	work	
for	 less,	will	 be	 bi‐	 or	 trilingual	 and	will	 have	 good	 qualifications.	 The	Gulf	 states	
desperately	need	more	of	their	young	nationals	to	play	an	active	role	in	the	future	of	
the	 economy.	 If	 things	 continue	 as	 they	 are	 at	 the	 moment,	 they	 will	 be	 left	 as	
bystanders	 on	 the	 sidelines	 of	 their	 own	 countries'	 development’”	 (Gill,	 2008).	
Davidson	 continues:	 “You	 can	 walk	 into	 a	 shopping	 mall	 during	 the	 day	 when	
everyone	 should	 be	 at	 work	 or	 college,	 and	 find	 legions	 of	 perfectly	 able‐bodied	
young	Gulf	Arab	men	drinking	coffee	and	playing	video	games.	They	don't	need	to	
study	or	go	to	university”	(Gill,	2008).	
	
The	UAEU	student	body	is	approximately	75%	female	yet	few	of	its	faculty	members	
are	Emiratis	or	women.		The	shortage	of	Emirati	professors	is	acute:	“In	2007,	all	of	
Zayed	University's	265	academics,	nearly	all	the	1,092	academic	staff	at	the	Higher	
Colleges	 of	 Technology	 and	 570	 out	 of	 747	 academics	 at	 UAE	 University	 were	
expatriates”	(Spender,	2009).	Also	only	a	small	handful	of	male	Emirati	high	school	
teachers	can	be	found	in	local	schools	since	the	profession	has	low	status	in	the	Gulf.	
Citizens	have	grown	up	with	a	model	of	poorly	paid	Egyptian,	Lebanese,	and	Syrian	
teachers	and	most	Emiratis	do	not	find	the	profession	attractive.	
	
Davidson	believes	that	the	educational	policy	of	luring	top	institutions	to	the	Gulf	is	
analogous	to	the	model	of	medical	tourism,	as	it	will	attract	qualified	students	from	
the	region	and	bring	tuition	dollars	into	the	Emirates.	The	UAE,	according	to	him,	“is	
vying	to	become	a	sort	of	higher	education	supermarket	of	the	Gulf,	where	students	
can	 come	 from	 elsewhere	 in	 the	 Gulf	 and	 surrounding	 region,	 because	 they	 also	
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want	 South	 Asian	 and	 East	 African	 students.	 You	 could	 describe	 it	 as	 educational	
tourism,	 in	 the	way	 that	 Dubai	 has	 healthcare	 tourism,	 where	 people	 come	 for	 a	
particular	 service	 and	 the	 economy	 benefits	 from	 student	 fees	 and	 so	 on”	 (Gill,	
2008).	
	
According	to	Al‐Atiqi,	the	“United	Arab	Emirates	is	perhaps	the	most	active	country	
in	 the	 region	 to	 invest	 in	 private	 higher	 education	 and	 also	 to	 take	 an	 interest	 in	
quality.	In	2000,	the	Commission	for	Academic	Accreditation	(CAA)	was	established	
with	 the	mission	 to	 promote	 educational	 excellence	 across	 diverse	 institutions	 of	
higher	 education	 in	 the	 United	 Arab	 Emirates.	 Through	 licensure	 of	 colleges	 and	
universities,	 and	 accreditation	 of	 individual	 programmes,	 the	 CAA	 assures	 high	
quality	education,	consistent	with	international	standards.	In	2001,	CAA	developed	
its	 first	 set	 of	 standards	 for	 licensure	 and	 accreditation,	 reflecting	 on	 the	 local	
circumstances	while	maintaining	international	comparability”	(Al‐Atiqi,	2009,	p.	9).	
	
Some	issues	with	UAE	higher	educational	quality	include	problems	with	retention	of	
high	 quality	 faculty:	 “It	 is	 common	 for	 students	 in	 the	 UAE	 to	 plead	 for	 higher	
grades,	 often	 acting	 under	 parental	 or	 peer	 pressure.	 Poor	 course	 evaluations,	
complaining	students	and	concerns	over	job	security	were	identified	by	professors	
in	 [a]	 survey	 as	 some	 of	 the	 causes	 of	 grade	 inflation.	 It	 is	 not	 uncommon	 for	
academics	at	HEIs	in	the	UAE	to	have	their	contracts	terminated	due	to	poor	course	
evaluations.	The	UAE	University	uses	student	evaluations	of	teaching	as	a	factor	in	
determining	promotions,	merit	awards,	long‐term	contracts	and	contract	renewals”	
(Wilkins,	2009,	p.	397).	
	
A	 2004	 report	 written	 by	 retired	 academics	 blasted	 the	 UAE’s	 higher	 education	
sector	 for	 failing	 to	 train	 college	graduates	 to	 even	a	basic	 level	 of	 competency	 in	
their	 disciplines:	 “these	 institutions	 have	 not	 been	 producing	 graduates	 who	 are	
qualified	enough	 to	acquire	 jobs	 for	 the	professions	 they	covered	 in	 their	 studies”	
(Del	Castillo,	2004)	and	further	pointed	out	 that	Emirati	students	graduating	 from	
high	school	often	needed	to	attend	a	one	year	foundation	program	before	they	were	
adequately	 prepared	 for	 college.	 The	 Ministry	 of	 Education	 Strategy	 2010‐2020	
report	shows	few	Emirati	high	school	students	are	equipped	to	matriculate	directly	
into	a	university	or	college:	
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Abstract 

Innovative Teaching and Learning (ITL) Research is organized by SRI International with the support 
Microsoft Partners in Learning Program. The tries to understand on international level to what extent 
innovative teaching practices are associated with 21st-century learning outcomes, what school-level 
conditions are associated with innovative teaching practices and what national or regional support and 
professional development programs are associated with innovative teaching practices. The paper 
presents some findings of this research in Russia. It includes short description of ITL Research results 
that are confirmed by Russian data. LASW-analysis developed by SRI as one of instruments for ITL 
Research can be used as an effective tool for teacher development to improve classroom practices. 
There is a discussion of some pilot results of use this instruments for short teacher training workshops.  

 

Introduction 

There is a consensus among educators worldwide that traditional models of teaching and learning must 

change in order to help youth to develop the skills they need to succeed in the 21st century. The use of 

ICT (Information and Communication Technologies) is an essential enabler to this goal. Nevertheless 

many countries are experiencing a gap between the rhetoric of educational change and the reality of 

classroom practice.  Innovative Teaching and Learning (ITL) Research is a multi-year program to 

investigate the factors that promote technology-supported educational reform within and across diverse 

country contexts. ITL Research questions examine the relationship between innovative teaching 

practices and 21st century learning outcomes, and the school level conditions and national or regional 

supports that promote teachers’ successful adoption of these practices. ICT access and use are 

investigated within the context of the student-centered teaching practices they can support when used 

properly. Innovative teaching practices encompass both pedagogy and technology. ICT is an important 

focus of this research, but the appropriate use of ICT is considered an important enabler of a student-



2 
 

centered learning environment that helps students build both deep subject matter knowledge and skills 

that they will need to succeed in the 21st century [1]. 

ITL	Research	

ITL Research is a three-year study. It uses a distributed design that is at once global and local in scope. 

A global research organization (SRI International) is responsible for design, coordination, and results 

synthesis. Schools from Finland, Indonesia, Russia and Senegal took part in Pilot project (2009/2010 

school year). Australia, England and Mexico joint the investigation in 2010/2011.   

Institute of New Technologies (INT) in Moscow, Russia  is one of ITL research partners and carries 

out the local research in Russia, creating local design plans and adapting i as required ensuring that the 

research is appropriate and serves local as well as global needs. 

ITL Research focuses on teaching practices that have been shown to have strong relationships with 

21st century learning outcomes. Innovative teaching in this research refers to student-centered 

pedagogies, extending learning beyond the classroom and ICT integration into pedagogy in ways that 

support learning goals to provide broader and deeper learning opportunities. Global research questions 

[2] are: (1) To what extent are innovative teaching practices associated with 21st-century learning 

outcomes? (2) What school-level conditions are associated with innovative teaching practices? (3) 

What national or regional support and professional development programs are associated with 

innovative teaching practices? 

ITL Research program uses the range of methods to define and investigate the elements of innovative 

teaching and learning [3]. They include: (1) Teacher and school leader surveys administered at 

approximately 24 schools in each country among teachers of students between the ages of 11 and 14; 

(2) Site visits that offer a richer and more objective look at teaching and learning in situ to observe 

relatively innovative practices (including interviews with school leaders and focus groups with 

students); (3) The analysis of learning activities and student work that provides a specific and objective 

lens on classroom practice without disturbing the process of teaching and learning (includes collecting 

samples of learning activities and student work and coding the samples according to common rubrics  

that define specific dimensions of 21st century skills). Taken together, these methods offer a unique 

blend of self-report and objective measures, contextual understanding, and a deep dive into teaching 

and learning. All instruments are available to the public at http://www.itlresearch.com/.  



3 
 

Pic. 1. 

The example shows what innovative teaching at one of Russian schools looks like. A science teacher 

guided her students through an investigation of carbonated 

drinks using the format of the popular Russian television 

show Test Purchase. She introduced different methods to 

study the composition of substances. The teacher divided 

the class into groups: “public jury”; “expert-biologists”; 

and “expert-chemists.” Within each of these groups, 

students worked in pairs to draw conclusions about the 

chemical composition of carbonated drinks using methods 

tailored to their roles. As soon as groups completed its 

investigation, the students compared their analyses and drew conclusions about carbonated drinks (Pic. 

1). 

Survey analysis in Russia produced results very similar to the international ones (see international 

report data [4]).  

ITL Research measures the relationship between innovative teaching and student skills directly by 

analyzing samples of assigned learning activities (looking for evidence of students’ opportunities to 

build 21st century skills) and the actual work that students completed. There is a strong association 

between the characteristics of an assigned learning activity and the skills demonstrated in student 

work. It means that students are much more likely to build 21st century skills if the learning activities 

in which they engage as part of a class ask them to demonstrate those skills. It is important that this 

evidence is driven more by differences in learning activities than by differences in students. At the 

same time, activities that ask students to demonstrate 21st century skills are not a rule but rather 

exception in everyday classroom practices.  

ITL Research shows that innovations are very much a teacher-level phenomenon, with strong variation 

across classrooms even within schools. The range of innovative teaching scores for individual teachers 

within a typical school in the sample is much broader than the range of school-average innovative 

teaching scores. Most of the variation in teaching practice lies between teachers within a school, not 

between schools. 

ITL Research shows common patterns of ICT use that are varied widely among teachers. There were 

teachers who saw ICT as an essential part of their everyday practice. At the same time, many teachers 

who were new to ICT used it less frequently. In classrooms observed, the common use of ICT was for 

teachers to present information, using computers with multimedia projector or electronic whiteboards. 
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Teachers reported that ICT allowed them to make their lessons more engaging and to make difficult 

content more accessible for students. When students used ICT, it sometimes afforded them learning 

opportunities they wouldn’t be likely to have otherwise. But more commonly, students’ use of ICT in 

school could be described as basic: usually they used ICT to find information on the Internet, to 

practice routine skills, or to take tests. There were some students who had access to innovative 

teaching and used ICT to support learning. But those opportunities were not widespread. They did 

occur as isolated practices rather than integrated experience that blends innovative pedagogies with 

innovative use of ICT. 

Measure	of	teaching	practice	

ITL Research is a mixed-methods study. The major constructs that define innovative teaching in this 

project—student-centered pedagogies, extension of learning beyond the classroom, and ICT 

integration into teaching and learning—are translated into measurable indicators for data collection via 

survey instruments, classroom observation protocols, and rubrics to characterize teaching and learning. 

These data sources differ in focus: (1) Teacher and school leader surveys that provide self-reported 

data as well as teacher and school leader interviews; (2) Teacher and classroom observations; (3) 

Learning Activities (LA) and Students Works (SW) for LASW analysis. 

The last instrument provides more objective lens on classroom practice. Learning activities are the 

assignments that teachers ask students to complete, and can include work done in or out of class, short 

term and long term activities, basic worksheets or complicated projects. Researchers also collected 

samples of the work that students did in response to these learning activities, which included essays, 

worksheets, presentations, or other student products.  

As an example of high level learning activity and student work response you can see an essay: “Why 

should we remember World War II?”. The task includes assignments:  

 Remember what we have learned about writing an essay. 

 Ask your relatives to tell you about the beginning of the war. Where were they during the War? 

How did they learn about its end? Transcribe the interview on a computer. 

 Use the internet to gather materials about the places your relatives lived during the War, 

including photos of that period.  

 Write an essay for the school newspaper devoted to World War II (Pic. 2). 
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Pic. 2. 

  

 

A third measure of teaching practice comes from classroom observations, which were conducted by 

researchers during an on-site visit with a subset of the teachers who submitted examples of learning 

activities and student work. By recruiting and training experienced educators to code samples of 

learning activities and student work on common rubrics that describe specific “dimensions” of 21st 

century skills, we get a measure of the extent to which students have the opportunity to acquire these 

skills and the extent to which they are demonstrating those skills in the work they do.  

 

Learning activity and student work coding dimensions 
Learning Activity (LA) Student Work (SW) 

Knowledge building Knowledge building 
Problem-solving and innovation Problem-solving and innovation 
ICT integration into teaching and learning ICT integration into teaching and learning

Collaboration Skilled communication 

Self-regulation and assessment  
 
 

The definitions and rubrics that operationalize the concepts of “21st century teaching and learning” 

were developed by SRI. The instrument includes coding procedure for each of the rubrics (Pic. 3). 

During the investigation we have found that procedure for coding samples of learning activities and 

student work on common rubrics that describe specific “dimensions” of 21st century skills is a very 

powerful way to show experienced teachers what a good Learning Assignment for students is.  
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New	Tool	for	Improvement	of	Classroom	Practices	

Since 2010 Russian schools are implementing New Federal State Educational Standard (NFSES) that 

is based on the ideas of Social Development (Lev Vygotsky) and Developing Learning (Daniel 

Elkonin, Vasily Davidov& others). The main essence of the new Standard is to reach new educational 

outcomes using new classroom practices leveraging technologies and ICT. NFSES establishes three 

groups of main educational targets and outcomes: personal, meta-subject and subject. These outcomes 

are established as a set of learning skills (so-called “learning actions”) that are corresponding to each 

of these three groups of results.  

 

 XXI century skills (ITL, 2009 ‐ 2011) Standard Requirement (Russia, 2010) 

  Mastering knowledge 

 Building knowledge  Knowledge Building  

 Collaborating  Collaboration 

  Solving problems and innovating  Problem Solving and Creation 

 Using ICT for learning  Using ICT for communication and 
cognition 

 Communicating skillfully   Communication  

 Students planning their own work and 
monitoring their own progress 

 Self‐organization and self‐regulation 

  Value orientation 

  Personal sense of learning and 
reflection 

Analysis of the components incorporated in NFSES shows that they are closely corresponding with the 

21st century skills that are the main topic of ITL research. So the main approaches and findings of ITL 

No 

Students 
produce 

interdependent 
product? 

Yes Allows 
Collaboration? 

Require 
Collaboration? 

Yes 

No 

Code 1 Code 2

No 

Code 3

Pic. 3. Coding a learning activity for evidence of collaboration 

Yes 

Code 4 
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Pic. 4. 

research – and especially instruments to analyze classroom artifacts – prove to be effective in 

transforming traditional teaching-leaning practice in order to reach new educational outcomes. 

There are two main means to achieve the expected results that teacher possesses: Developing relevant 

learning assignment and providing learning situation – by creating and organizing such conditions that 

could initiate (even provoke) students’ learning activities. 

Analysis of the first and second year's data showed that educational leaders and teachers emphasized 

the need for changing teaching at schools towards more innovative teaching practices in order to 

enable students’ balanced growth and development. The main part of school principals and teachers 

shared the ideas for school development and innovations. However, teaching is predominantly based 

on traditional practices. Innovative teaching with efforts to utilize ICT in teaching/learning process is 

still not an everyday practice for most schools and teachers. The teachers need additional pedagogical 

support to improve their classroom activities. This is clear, for example, from LAWS-analyses data 

shown on Pic. 4. Score 1 means that assignment not supports 21 century skills development; score 2 

means that assignment just permits bunt not demands this development; score 3 means that assignment 

supports this development on the low level and score 4 means that assignment is a good one for 21 

century skills development. We can see that the main part of the assignments selected by the best 

teachers from innovative schools has score level 2. It means that even in the best conditions students 

do not study 21 century skills in a regular way and can assimilate the experience only by chance. 

 

We have tried to find a way to change this situation during the second year of research. A special 4 

hours’ workshop for teachers was developed and piloted at one of the innovative school. During the 

workshop we have run the pilot teacher development activity using the main ITL Research findings 

and instruments as elements of teacher’s professional development workshops. We have used ITL 

coding methods to provide feedback during learning activity and assignment development as well as 

student work evaluation. We also have supported each set of learning assignments (Knowledge 

Building, Communication, Problem Solving, etc.) with a relevant model of ICT-use. We have used 
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Pic. 5. 

conceptual description of the ICT-supporting models as well as examples of real ICT-supported 

teaching-learning practice (scenario). We used the creation of multimedia products as the deliverable 

result of learning activity (essay, presentations, art and technology products, web-sites, etc.).   

 

The pilot shows (Pic. 5) that for innovative school teachers the analysis of classroom artifacts is a 

rather effective tool to transform traditional teaching-leaning practice. This result was used as a basis 

for the development of special training program for innovative teachers. 

During the last school year we have run this teacher development activity using the main ITL Research 

findings and instruments as an elements of teacher’s professional development workshops. We have 

used ITL coding methods to provide feedback during the developing learning activity and assignments 

as well as student work evaluation.  

ITL Research shows that 21st century score is higher if teachers and students are using ICT on the 

higher level. We understand that ICT can be a good enabler to support the development of new 

classroom practices. That is why we have supported each set of learning assignments (Knowledge 

Building, Communication, Problem Solving, etc.) with the relevant model of ICT-use. We have used 

conceptual description of the ICT-supporting models as well as examples of real ICT-supported 

teaching-learning practice (scenario). We use the creation of multimedia products as the deliverable 

result of learning activity (essay, presentations, art and technology products, web-sites, etc.).   

Conclusions	

Schools in Russian are facing the challenges in preparing students for 21st century learning. 

Educational leaders emphasize the need for change in teaching at schools towards more innovative 

teaching practices in order to enable students’ development. The main part of school principals shared 

the ideas for school development and innovative teaching practices as their school’s goal. However, 

teaching at the schools is predominantly based on traditional practices. Transcending learning outside 
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school walls is extremely rare. Innovative teachers who endeavor to utilize ICT in teaching/learning 

process are still very few. It is difficult to spread their innovation over to other classrooms. There is a 

strong demand for additional teacher support to improve teachers’ classroom activities. 

ITL Research has found that the quality of teacher’s assignments that strongly predicts the quality of 

the work that students produce in response. That is clearly shown in Russia by the results of the 

analysis of classroom observations and classroom artifacts from the sample of rather advanced 

“innovative” schools. Even for these schools 21st century skills development is not a common place. 

At the same time, new educational standards that are in effect in Russia from 2010 describe 21st 

century skills as a necessary part of learning outcomes. LAWS-analyses provide a powerful instrument 

that helps to improve everyday teaching-learning practices. There is a way for the constructing the 

“ICT supporting” models of “good” learning activities (learning assignments and learning situations) 

that could be relatively easily perceived and then independently modified and used by teachers in all 

subject areas – even by non-users of technology. Pilot data reflects some initial results of attempts to 

support professional development of Russian teachers based on the approaches of LASW analyses. 
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Workshop Proposal Abstract for the  
Hawaii International Conference on Education 2012 

 
“Successful Classroom Management Strategies for Faculty” 

 
With the new pressure of budgetary constraints, successfully retaining new faculty and keeping 
seasoned faculty plus moving them through the tenure/post tenure process continues to be heavy 
tasks. Faculty note that the challenges they encounter from millennial students with classroom 
management situations are the most daunting.  Unless faculty members have graduated with 
preparation in pedagogical skills, they are not equipped to deal with disruptive behaviors in the 
classrooms. Therefore, all faculty need to be proactive in providing the pedagogical survival 
skills that will position them to be successful. 

 
The demographics of students entering higher education reflect the personality of students 
exiting the K-12 environment filled with classroom discipline problems.  These behavior 
problems have resulted in reports of over 50 percent of K–12 teachers leaving the profession 
before their fourth year due to disruptive behavior incidents.  Unfortunately, the pressure to pass 
these students on combined with colleges' dire needs for increased admission numbers to meet 
financial goals and with the somewhat tough culture of adolescence; higher education faculty 
now find disruptive behaviors in their college classrooms. Qualified higher education faculty are 
subject matter specialists, but may lack the pedagogical skills related to best practices in 
teaching. This session will provide useful information, strategies, and processes to help higher 
education faculty relative to proactive approaches to handle as well as prevent real-life 
disruptions in classroom settings and establish higher student expectations. Active participation 
in the session will provide the attendees with guidelines and strategies to promote positive 
learning environments across a variety of different teaching styles employed by the faculty. 
Specific activities will focus on concrete examples of problems and the possible 
preventions/solutions; creating a course syllabus that promote positive student behaviors; as well 
as training exercises to practice these skills. In addition, best practices for the start of the 
semester will be discussed and suggested processes will be shared that have already proven 
successful. 
 

Details related to proactive planning will include a discussion of how to prevent/handle 
problematic situations such as repeated student absences; inappropriate  use of cell phones; 
cheating; plagiarism; constant questioning and lack of impulse control; student excuses; 
tardiness; leaving class early; distractive talking; monopolizing discussion; sending text 
messages;  etc. The workshop will end with a focus on successful strategies for establishing a 
positive classroom climate and developing positive student relationships.  Participants attending 
will receive working modules to implement in their own department.  Group discussion, small 
group activities, role playing, scenarios, and singing will be involved. 
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Hawaii International Conference on Education 

1. Proposal Submission for 2012 Conference 
a. Mindfulness Techniques for Counselors In Training: From Enhancing Counselor 

Efficacy to Connecting and Facilitating Client Change 
b. Counselor Education and Supervision 
c. Paper session (if needed, proposal can also work in poster or workshop format) 
d. Yvette Castillo, PhD, LPC, LPC-S 

Chair, Counselor Education MA/MS Programs 
Helen Piehl Professor of Education 
West Texas A&M University 
ycastillo@wtamu.edu 
 

2. Mindfulness Techniques for Counselors in Training:  From Enhancing Counselor 
Efficacy to Connecting and Facilitating Client Change 

Graduate practicum and internship students often experience extreme anxiety that can 
inhibit their ability to relax, stay in the moment, and be attuned to their client during 
counseling sessions. However, few counseling programs directly address the importance 
of specific mindfulness-based relaxation and focusing skills beneficial for the counseling 
process and outcome in their curricula. This presentation will examine core attitudinal 
qualities that underpin mindfulness practice, which are both the stance counselors bring 
to the practice and a consequence of it. Participants will explore and practice specific 
mindfulness techniques, and will be able to discuss their experience.  Handouts will be 
provided. 
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INTRODUCTION 

Teaching in another country is usually a valuable and interesting experience.  

The challenge is to understand the nuances of the culture of origin as well as the 

significant differences in the country in which the instructor is working.  For many 

Americans who have been raised in a homogenous population, it is even more 

difficult.  Language barriers are often a major issue, particularly in countries in 

which citizens are bi-lingual or even tri-lingual with English being the third 

language.  Cultural differences such as behavior in the classroom ranging from cell 

phone use to attitudes toward group work and sharing may also require an 

adjustment on the part of the instructors.   Extant research on student perspectives 

on cheating and plagiarism indicate wide variations of perspectives from country to 

country so this, too, may play a part in assignments and testing. 

 The author is a veteran of international experiences in a variety of countries.  

The long term experiences were two consecutive years in Ghana, West Africa, and 

a total of thirty-six months in Israel although the time in Israel was spread over 12 

years. The focus of this presentation is on Israel as I taught Israeli adult registered 

nurses in a nursing degree completion program.  The program has graduated nearly 

4000 nurses in Israel over the past 12 years making it one of the largest health 
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professions degree completion programs in an Israel/United States contract 

relationship.  This effort was part of an “Israeli plan is to achieve total 

academization of professional nurse education step-by-step, within a period of 25 

years” reports Erhenfeld (p.225) in 1993. 

As one step toward this goal, the University of New England (UNE), a 

private not-for-profit, located in Portland as well as Biddeford, Maine, developed a 

joint program in1998 with Israel College / Education Horizons, Ltd., a private for-

profit company to start a Bachelor of Science degree completion programs in Tel 

Aviv, Jerusalem, and Haifa for registered nurses.  The mix of not-for profit with a 

for-profit was examined even in the feasibility study and at that time the warning 

was that this created some inherent tensions that turned out to be accurate.  Adding 

students to increase income while holding to standards for a degree added to the 

issues of cultural differences.  For example, Arieli (2009, p. 303) in addressing 

development of nursing in Israel summarized the rationale for keeping high 

standards including admitting students with high proficiency in English. 

The degrees initiated were a Bachelor of Science in Health Services 

Management and in Nursing (B.S.N.).  The Israel Ministry of Health, Nursing 

Division, approved and endorsed both degrees. The program was designed for 

working nurses who were part of an effort of the Israeli system to upgrade health 

care by increasing the education of nurses who assume many of the duties that are 

performed by a variety of health professionals in the United States.  The Registered 

Nurses enrolled in the program were also full-time employees in some aspect of 

health care serving as clinicians and nursing administrators.  The majority of the 

students were women in their thirties or forties, although the age range extended 

from 25 to 55.   

  The presentation here will provide a short overview of that relationship but 

the major portion of the session will address specific teaching and life encounters 
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in a Middle East environment.  Vignettes of mini-cases will provide examples of 

issues that range from the usual to those that are not typical.  For example, 

preparing for war or addressing students who arrive late for class due to a rocket 

attack, are not the norm and may be unique to Israel or countries in similar 

situations.  Other examples are more generic in nature which may be useful to 

understanding cross cultural differences.  For me, it was an earlier experience in 

the Peace Corps in West Africa that reminded me as does Cohen (2001, p. 151) 

that limited experience can limit vision.  

As long as one lives within the confines of a single culture it is difficult to 
achieve cross-cultural awareness. Multiculturalism is often simply the 
tolerance of a dominant culture for minority cultures. . . . After all, 
international relations is above all about the interaction between 
communities possessing separate identities and autonomous wills.  

  International faculty sometimes struggle to understand and adapt to the 

unique norms of the institution of another culture without compromising on 

philosophical principles of fairness.  Challenges such as different cultural standards 

of discipline and protocol for classroom behavior can be one of the greatest 

adaptations for an instructor.  Adjusting to different standards of classroom 

behavior, classroom performance, as well as administrative encouragement for 

little or no consequences for academic dishonestly, can be overwhelming for 

instructors who have little basis for comparison.  Finding satisfying solutions to the 

most serious issues while over-looking the minor issues requires adaptation that 

often comes through experience.   Of course activities of daily living cannot be 

overlooked such as traveling and shopping as these can also have cultural 

ramifications. 

Early in the development of the Israeli program, we discovered two books 

that helped prepare faculty for their experience.  For those who want more 
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definitive explanation and detail, these remain the two best sources I have 

encountered: Culture Shock! Israel and Border Crossings: American Interactions 

with Israelis.  These two paperback books have been in print since the 1990’s but 

the information is still quite accurate and useful.  Many of the general descriptors 

in these texts are in fact detailed in my vignettes that follow.   A major issue for 

American faculty with Israeli students is their vantage point that is often quite 

different.   (Shahar and Kurz, 1995, See p. 84-5)   

Israelis tend to see themselves as: 

Informal, direct, open, warm, creative, and self-confident 

Americans in contrast see Israelis as: 

Rude, aggressive, intrusive, stubborn, unprofessional, and arrogant 

 On the other hand Americans tend to see themselves as: 

 Polite, friendly, professional, efficient, and trustworthy 

 Israelis more than likely see Americans as: 

 Insincere, superficial, conforming, excessively formal, and naïve 

 

These pronounced differences in perspective are certainly central to the 

cultural encounters detailed in this presentation. Though these two cited books are 

the framework for many of my examples, I felt compelled to review the extant 

literature to support or discredit my examples.  For example, Sela-Sheffy in the late 

1990s details the Israeli responses to the question “What does it mean to be an 

Israeli?”  The author tells us this is not a controlled study but rather a compilation 

of responses that he categorizes into a set of principles.  Contributors were invited 
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to offer a one-sentence definition of ‘an Israeli’.  In his major category based on 

the responses is the ugly Israeli.  Over half of his responses reveal a consensus 

regarding misbehavior of Israelis. It includes “criticism on deteriorated manners 

and a loss of solid civil norms and values . . . .”  The most characteristic personal 

traits repeated in these responses follow: 

(1) Lack of manners, rudeness and the violations of social norms 

(2) Opportunism, manipulation and self-interest  

The responses suggest that this means “operating in devious (albeit 

creative) ways, with a compulsive need to get more for less investment, including 

getting things for free, bargaining and making suspicious ‘deals’.” 

 (3) Double-standards, lack of self-criticism and intolerance 

For instance: “An Israeli is someone who jumps the queue and wants to 

know why others are ‘pushy’.” 

(4) A know-all presumptuousness 

For instance: “An Israeli is an opinionated analyst on every subject . . . .”  

(Sela-Sheffy, p.484) 

 

These citations above are quite appropriate as a lead-in my detailed 

examples that I believe illustrate the cultural differences that do exist between 

Americans and Israelis.  I have tried to provide the reader with a few examples in 

select categories although there are dozens of others. 
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ISRAELI - ARAB - PALESTINIAN Issues  

THE PALESTINIAN IN JORDAN 

One cannot travel far or talk to too many persons without some aspect of 

war, the occupied land (West Bank), settlements, bombings and rockets.  For my 

wife and me, one of our early encounters was with an older man from the West 

Bank living in Jordan.  He assured me that Americans think largely in short time 

solutions to get on to the next task.  Rather he told me that in the Middle East the 

thinking is much more long term.  In my discussion he was clear about his personal 

position.  He told me, “My grandfather was not successful in driving them 

[Israelis] into the Sea; I was not successful in driving them into the Sea; and my 

son may not be successful in driving them into the Sea, but perhaps my son will be 

successful if not my son’s son.” (See also Warschawski, 2004) 

 

THE DEAN OF STUDENTS 

 I have had secular and religious Jewish, Muslim, and Christian students in 

my classes that add to additional cultural complexity.  This is also the case in Israel 

nursing schools according to Benari.  

  

In Israel, this complexity is enhanced by political conflict between the 
Jewish and Arab people, which is at least partly based on religious 
differences. It is likely that religiously devout students will be attracted to 
nursing. In Jerusalem there is a distinct chance of some of them being 
fundamentalists in a rival situation. Nevertheless, in Israeli nursing schools, 
Jews, Muslims and students practicing other religions are studying together, 
in the same classes, following one curriculum,” (2009, p. 430) 
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Students by religious faith tend to come from the same area and group 

together in class as the students choose their own seat.  And like an American class 

we can debate various public policy and ethical concerns ranging from birth to 

death.  In all my History of Medicine lectures I try to address both the history and 

contributions of a faith in living out a life of society contribution; I use sources 

from the Old Testament, the New Testament, and the Koran as well as historical 

contributions, such as the Arabs to early medicine and the establishment of 

hospitals by Christians in Israel for example.  Part of the section on History of 

Medicine was how superstition entered into faith and halted some promising 

progress.   

 I submitted a test in the spring 2010 semester that included one question 

specifically addressing the early contributions of Arabs as well as the subsequent 

lack of follow-up.  I was surprised that the Israel College Dean of Students, a 

Jewish M.D., suggested to me – not told me – to consider eliminating the question 

as being politically insensitive.  The question had been used in part or whole for 

many years without creating a problem.  I was more amazed that it was the Dean of 

Students and not the academic coordinator who addressed me.  This was the only 

time I felt the Israeli administration was directly interfering in my classroom 

content.  

 

THE LADY ON THE PLANE 

 This episode could be placed under the category of travel but I have 

determined it is better suited here.  I was returning to Tel Aviv on Alitalia via 

Milan and Cyprus.  I was sitting in an exit row on the aisle.  As is my custom, I try 

to sleep as much as possible on the late night flights going east; this was no 
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exception. As is also my custom, I only engage fellow passengers who want to 

talk.  Thus from Milan, I did not engage the two fellow passengers on my left, a 

middle aged woman in a flowing black robe on the window and a middle aged man 

in a suit on my immediate left in the center seat. 

 The plane landed in Tel Aviv and proceeded toward the bus area on the 

tarmac.  The plane stopped (no bell) but most of the passengers thought we had 

arrived and jumped out of their seats.  The woman on my left squeezed by the two 

of us and quickly made her way to the front of the business class section.  I had 

stood up to remove my computer from the overhead bin.  The announcement came 

over the speaker: “Please go back to your seat, sit down, and buckle up as we have 

not arrived at our destination yet.”  All the passengers returned to their seats with 

the predictable grumbling except the woman in my row with the window seat.  She 

was standing about 8 rows forward having a heated conversation with a flight 

attendant.  I heard the flight attendant say, “Madam, the pilot will not move the 

plane until you sit down.  If I have to call him, I will.”  She grimaced, squeezed by 

us again, and was the last passenger in the entire plane to return to her seat. 

 Meanwhile, I had placed my computer behind my feet and had my passport 

in my hand, ready to exit at the appropriate time.  She leaned toward me and asked 

me in quite good English if she could get out first.  I asked her why and she said 

that she noticed I had an American passport and I would have to go through the 

foreign entry line while she had an Israeli passport and could go through the 

resident line.  I had witnessed her behavior and was not sympathetic.   I told her 

"no" as we both needed the bus to go to the terminal so she would not be saving 

any time. 
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 The plane finally came to a full stop on the tarmac.  As I bent down to lift 

my computer, I felt some material brushing by my hair.  She had squeezed by me 

again but this time she somehow “jumped” over my head to run six rows ahead.  

The man in the middle seat sitting next to me who had not spoken to me earlier, 

said, “What can you expect?  She is an Arab-Israeli!” 

 I suppose that this incident supports the contention of one author in his 

assessment of the conflict: “Perhaps among the factors that have hindered the 

resolution of the conflict between Israel and the Palestinians is the lack of mutual 

trust — a fundamental condition for the advancement of understanding between 

the parties.” (Najafbagy, 2008, p. 149) 

  

IN THE MARKET PLACE 

KIBBUTZ 

My wife and I were passengers driving south from the Galilee toward Tel 

Aviv with Zwika and Jacova.   Zwika asked if we were willing to stop at the meat 

market as it was Saturday evening and traffic was heavy.  We said fine as the 

University did not schedule Sunday classes even in Israel. 

We drove up to a large modern building with Hebrew signage.  We walked 

into the meat shop and saw a long meat display case that was over forty feet long.  

I could see that it was filled with a variety of meat cuts.  As I walked closer, I 

heard my wife say to Zwika, “This meat is all pork.”  Zwika quickly responded, 

“This is not pork; it is white chicken.” In fact it was all pork as the meat market 

was the business of the kibbutz, raising pigs. 
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DONKEY CARTS 

On another trip with the same couple, we stopped for fuel at a serve-yourself 

gasoline station.  Zwika got out of the Ford 500 and immediately filled the tank 

and drove away.  My wife exclaimed, “Zwika, you did not pay the bill.”  He 

responded, “Of course not, we are a land of donkey carts.”  I wanted to know the 

joke as I missed the point.  He explained that he has a microchip in his fuel tank 

that measures the fuel, the cost, and forwards the bill to his bank account.  This 

episode reminded me that high tech in Israel is a top industry. 

 

CHARGE CARD AT MARKET 

Most times when we went to buy food in the market, we paid cash.  

However, in this particular case, we had a large order as we wanted to stock our 

kitchen apartment at the start of the semester.  My wife and I went to the check-out 

counter and the clerk who spoke little English tallied the bill.  My wife decided to 

pay the bill via credit card since the amount was significant.  I had wandered over 

to the special sales counter to examine the sale products so I was nearby. 

My wife called me over to the counter as she wanted me to hear the clerk 

explain some details.  I listened to what she wanted but it did not make sense.  I 

thought perhaps her limited English was an issue or the credit card was rejected but 

I was uncertain.  In any case I asked to see the manager and she pointed to a man 

on an elevated platform overlooking the cashier stations.  I walked over to him and 

asked him to explain the problem with the check-out.  He told me that the clerk 

wanted to know if I wanted to pay the entire bill or set up a multiple payment plan.  

I explained that I was taking all the groceries with me so I wanted to pay for them.  

He provided me with details that were unfamiliar to me:  Israelis usually pay for 
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food market bills with payments over a 90 day period as part of their national 

credit card.  Since the credit card during the 90 days does not charge interest, it 

makes sense to delay payment for the future period.  I realized at that point why 

my students talked about spending funds into the future. 

 

FLOWER SHOP 

I went to the modern vertical mall on a Friday afternoon for a variety of 

purchases in preparation for the weekend.  The mall had many choices of food 

tables set up on various floors of the mall.  This enables the shoppers to buy 

prepared food on Friday to avoid having to cook the following day, the Sabbath. 

One of my stops was to purchase a small bouquet of table flowers.  Like 

Americans, I stood in what I thought was a queue waiting for my purchase.  I 

moved to the front of the line thinking I was the next- in-line.  I was wrong.  An 

older woman went past me to the counter and gave the young woman 20 shekels, 

gave her flowers to the clerk for wrapping, and went on her way, oblivious to me 

or my wait.  As I walked to the counter, a young woman did the same but this time 

just handed the clerk 10 shekels for a smaller bouquet and went on her way. 

I finally came to the clerk somewhat irritated.  I asked her, “Did you see 

what happened while I was waiting in a line?”  She said she did but retorted, 

“Don’t you know that they are Israeli?”  I said “Yes, I do but I am also a customer 

and you should discourage that type of behavior!”  She looked at me as though I 

was from an alien planet! 
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IN THE STREET 

YOUNG WOMAN ENCOUNTER WITH A VEHICLE 

One of my favorite vignettes occurred one day as my wife and I were 

walking down the wide sidewalks of Dizengoff Street in Tel Aviv. We were about 

ten yards behind a young woman as we walked down the street.  She was dressed 

in tight Lycra black outfit from head to toe as is typical for March weather.  She 

was wearing black stiletto high heel shoes.  She was also carrying a cell phone in 

one hand and a cigarette in the other and did not seem to be in any hurry. 

As there are many street cafes in Tel Aviv the sidewalks are painted with 

stripes to designate the boundary of the cafes.  The sidewalks are also often used 

for quick short term parking although the parking police do not support the 

principle.  In fact many people who park illegally find that their car has been 

“captured” by the fork lift truck which lifts up the entire car, deposits it in the rear 

of the truck and delivers it to the long term lot where the owner must pay a severe 

fine to release it.  This means that most auto owners who risk illegal parking do so 

in haste. 

As we walked along the street we noticed that about ten yards in front of the 

young woman a male driver driving up on the sidewalk to park next to a sidewalk 

café. This left little space for a pedestrian to pass.  Immediately the young woman 

and the male driver began a heated argument in Hebrew about the situation.  The 

young woman did not want her path disrupted and the man wanted to engage in a 

short time stop. 

 Even as the words were exchanged, the young woman continued walking at 

the same pace. The words, particularly from her, continued in intensity and 
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volume.  Upon reaching the side of the automobile, she continued to move 

forward.  Without missing a step she stepped onto the hood of the car.  She walked 

right across the hood and down the other side without any hint that this was 

unusual.   

The driver was dumbstruck for he said not a word!  Nevertheless he looked 

to his left directly at us as we continued toward the car, still standing in our path.  

We did not know what was going through his head but it appeared to us that he 

may have thought that we would take the same route.  As we approached the hood 

of his car, he placed it in reverse and drove away; perhaps thinking we will also do 

the hood walk.  We looked up the street at the young woman; we never saw her 

look back but by this time she was window-shopping at a very leisurely pace. 

 

ON THE ROAD 

BOARDING A BUS 

Each year when I returned from Israel to the U.S., many persons would ask 

me if I had been afraid living there.  I had a stock answer; I was more concerned 

being in a U.S. city than any city in Israel.  There were of course bombings and 

bomb scares periodically so I did not diminish the risks.  Nevertheless the greatest 

danger in Israel was being on the road in a vehicle as auto accidents are the leading 

cause of death in Israel.  I might also add that being a pedestrian in Israel is no 

small challenge as it is dangerous not to be paying attention. 

I did learn to use the dependable bus and train service although bus 

bombings did occur.  The university was so concerned for safety and liability that 
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it provided paid taxi service to and from the university.  My wife and I continued 

to use public transportation when the need arose. 

One trip that was quite reliable was the bus from Tel Aviv to Jerusalem that 

was scheduled every 20-30 minutes during the day.  I would often be the first or 

second one in the queue to board the next bus.  I found it interesting and sometimes 

troubling that I would find myself getting on the bus not first or second but would 

board as passenger 15 or later.  Persons I thought were behind me often ended up 

on the bus before I did as they jumped to the front of the line. 

On one occasion my wife and I were waiting for a local bus and were jostled 

aside to the point that when we finally boarded all the seats were taken with only 

standing room remaining.  Much to our surprise, two young people offered us their 

seats.  We were even more amazed that these were some of the same persons who 

jostled us to gain boarding!  

 

AT THE AIRPORT 

 While we found the airport quite efficient in moving through security even 

though everyone was interviewed, sometimes gaining a boarding pass and leaving 

our bags at the counter were another experience, as lines as we know them, were 

not always orderly.  My wife was traveling alone one day.  She was in a waiting 

line moving forward to the counter.  All of a sudden a young man moved right to 

the front of the line expecting to cut the line without incident.  My wife, having 

learnt some assertive tactics while in Israel, accosted him and asked him what he 

was doing.  Before he finished his reply that he wanted to talk to the agent, she told 

him emphatically that he needed to wait his turn and go to the end of the line.  As 



15 
 

he turned to retreat, the people who heard her comments cheered and clapped as if 

to say, “Well done!” 

 

IN THE JUDEAN DESERT 

 I wanted to experience the Judean Desert near Jerusalem and my wife 

reluctantly joined me and a university colleague.  We traveled in a large open truck 

with each row being a wooden bench intended for six persons.  We were in the 

front row right behind the enclosed cab where the driver sat in air conditioned 

comfort while we traveled in the hot sun under a canvas roof.   

 My colleague was on the left followed by me and next my wife.  Right 

beside her was an IDF (Israel Defense Force) officer and his two teenage children.  

We toured the desert for nearly 3 hours gaining an insight into the few monastery 

priests and Bedouin who lived there.  As we were returning to the main road, the 

officer asked my wife if he could smoke.  She suggested he talk to me.  He politely 

asked me if he could smoke.  Right above his head was a large red international no 

smoking sign.  I pointed out the sign to him and said, “Can you read the sign?”  

Before he had a chance to answer, someone in the row behind him said in a loud 

voice, “Don’t you know he is Israeli and doesn’t read signs?” 

 He paid no attention to the comment and said that he saw it but still wanted 

to know if he could smoke a cigarette.  I asked him if he wanted a long lecture on 

the answer or a short one.  He told me he would take the short one so I told him.  

“My grandfather died of lung cancer, my father died of lung cancer, and my son 

died of cancer so that anyone who smokes is not very bright.” 
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 He took my response quite well and proceeded with his own lecture.  He told 

me the following.  “I am an IDF soldier and sometimes go to war.  If my name is 

on the bullet, there is nothing I can do about it so I may as well enjoy life.”  I told 

him I was a Professor of Health Sciences and that society has extended life through 

improved medicine.  My response led to an extended discussion on various 

philosophies of life. 

 As we traveled back on the two-lane road to Jerusalem, the driver tried 

several times to pass a slow vehicle in front of us.   Each time he tried (three 

times), a car came zipping and forcing him back to the right.  On the third try, it 

seemed like we would have a head-on collision but the driver quickly pulled to the 

right.  The IDF officer exclaimed, “Did you see that; we nearly had a head-on 

collision!”  I told him I saw it clearly as I was sitting on the left side of the truck 

but there was nothing I could do “if my name was on the bullet.”  He smiled and 

that was the end of our conversation.  He did thank me for an interesting 

conversation when he departed. 

 

IN THE COLLEGE 

FOUR MORE POINTS 

 I had just returned graded exams in Haifa and started the lesson when one of 

my better students asked to talk to me.  I told her the lesson had started but we 

could talk at the break.  I mention this interruption since it is typical.   

At the break I asked her what she wanted to discuss.  She said she wanted to 

talk about her exam grade.  Normally a student finds an error of correction or 

wants to raise an issue with a question.  I asked her if I had made a mistake on the 
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examination.  “No,” she said.  “I just would like you to add four points to my 

score.”  Now I was intrigued.  “Why would you ask such a question?” 

 Her answer was one I never encountered previously.  She said, “I have a B+ 

and if you give me four points I shall have an A- and can go home to my children 

and tell them I got an A on the exam.”  Well I said no and that she needed to go 

home and tell her family that her score was the third highest in a very difficult 

class.  I also told her that her request was one I never had in 30 years of teaching. 

 

SOME STUDENT SURPRISES 

Even though I thought I had witnessed all there is to witness and had 

experienced every conceivable behavior, new ones would come along. One of 

these was the day the students arrived late for class and given the traffic this was 

quite predictable.  However I had students from a community near the Gaza.  I 

asked them why they were late and they nonchalantly replied, “Oh, we had another 

rocket attack last night.”  On another occasion a cell phone rang at the start of the 

lecture.  We had discussed cell phones many, many times.  As one student told the 

American faculty “Israeli students’ practice of not shutting off their cell phone 

during class is . . . different. The American professors expect them to be shut off. 

The Israeli instructors often find the cell phone ringing belongs to them.”   

Yes, I was annoyed as the phone continued to ring inside the book bag in the 

front row.  The student was not in the classroom.  I picked up the book bag and 

carried it to the waste basket outside the door and put the whole bag in the basket.  

I was not prepared for the comment, “You cannot do THAT!”  I asked why and the 
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student said, “It may be a trigger for a bomb.”  I was speechless and fortunately the 

student showed up before I could say another word. 

 

MALE NURSE DELIVERING PAPER  

I had just collected a take-home assignment from the class right before a 15 

minute break.  I had started the class lecture when all of a sudden a young reserve 

soldier / nurse stood up from his seat and began to walk to the front of the 

classroom.  Since the door to the hallway was near the front of the classroom, I 

actually thought he was leaving the room.  When he arrived at the front of the 

classroom, he did not go to the doorway but rather turned to me with paper in his 

hand.  He held up the paper and said, “Here is my assignment; I forgot to give it to 

you earlier.” 

I was not sure if this was a so-called teachable moment but determined I 

would try to make it so.  I watched him return to his seat in the rear of the 

classroom while saying nothing.  I next asked the class in rhetorical question if 

they had observed what just happened.  Some nodded in agreement while others 

showed a quizzical look on their face.  I told them, “Sometimes you wonder why 

American faculty members say that some of you do not understand acceptable 

classroom behavior that we define as RUDE.  You have just witnessed it in 

person.”  I went on with the lesson. 

 

YOUNG WOMAN TAKING EXAM 
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A young nursing student missed an exam with an excused absence.  She did 

contact me and we arranged for a make-up exam.  She came to my office and I 

handed her a copy of the exam and directed her to a vacant room.  She looked at 

me and asked, “Aren’t you going to sit with me?”  I asked her why and she 

responded, “Well, I might cheat.”  I mentioned that the course was Law and Ethics 

and that if she cheated, I had already failed her not in grade but in principle.  She 

went to the room but I did remind her to leave her books and notes in my office. 

 

I WILL KILL MY HUSBAND 

I had assigned my Israeli students their first paper.  As is the case with all 

my students, I gave them specific instructions as to content choices, format, and 

style guidelines.  I also presented them with information regarding documentation 

and citation both verbally and with written handouts as this is often a problem for 

many students, particularly students in technical programs (RN) who have not had 

much writing practice.  Of course, dealing with a second or third language 

aggravates the problem.  The students in a second or third language may need help 

and I encourage them to find it but only as part of the refinement and editing 

process. 

In this particular assignment, it appeared to me to be written at an 

exceedingly high level of English.  In fact, the presentation was so good that it 

made me suspicious.  There was absolutely no documentation; the assignment was 

presented to me by an Israeli student who had difficulty in formulating complete 

verbal sentences in English. Upon checking further, I discovered that major parts 

of the assignment were copied from articles available on the Internet.   
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In order to be fair as well as make sure that I was communicating with this 

student (and perhaps other students), I asked her to meet with me and the program 

coordinator who is bilingual in both Hebrew and English.  In the initial stage of the 

meeting we started in English but the coordinator would often translate to two 

languages to make sure nothing was lost in translation.  However, at the end of one 

Hebrew exchange, the student expressed in precise English, “I am going to kill my 

husband.” I had no idea why she would say that so I asked her.  She responded, 

again in English, that her husband was a college graduate and that he should have 

known better when he wrote the paper and he would hear about it when she arrived 

home. 

It did not seem to me that she had any sense of doing anything out of the 

ordinary, that her husband was a helpful spouse and he was expected to be helpful 

to her as a wife and mother who was also a working RN in a full-time position.  I 

felt like I had not communicated very effectively with her and perhaps other 

students.  I thus asked the Coordinator to translate my instructions and my 

concerns in Hebrew.  By the way the course was “Law and Ethics.”  

 

CHEATING OR STANDARDS 

As the former indicates, the challenges of teaching in a foreign country are 

multiple and the satisfaction is great once we are immunized from the initial 

frustrations.  Just to be clear with the readers, the very best students I have ever 

had as undergraduates were in Israel. I can place them in two categories; (1) Anglo 

students who were raised in a situation where English was part of their early 

education, including country or home environment and (2) Russian immigrants 

who had great facility in written English. 
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Nevertheless, cheating in a variety of forms has been a concern of U.S. 

faculty since the program first started and from my vantage point became even 

more serious as the quality of English ability diminished.  Periodically U.S. faculty 

tried to present the issue.  For example, a lawyer and medical ethicist summarized 

in an e-mail the lack of attention to some important details in the program: 

I feel somewhat like the new marshal in town.  I am here to teach & to 
represent UNE to its students.  Students still feel that because they have 
families, a job, other responsibilities, that they are not students (this 
was told to me last Thursday by 3 "student" representatives of the Tel Aviv 
class when the issue over the cheating disrupted the class) & that we (the 
faculty & UNE) should realize that.  They see the expectations of them,  
especially by the US faculty, as being out of touch with reality.  It may be 
that the students do not see that UNE has any expectations of them. 
Somewhere the cultural divide between the Israeli students & UNE 
requirements & expectations needs to be bridged one way or the other.  If 
something is ambiguous in this regard to the Israeli students then perhaps 
the message from UNE is not being conveyed in a clear manner.  This is a 
UNE issue, not mine.  It's also déjà vu from 3 years ago.  (Spring 2005) 

Another faculty expressed frustration in a similar way but it was written 

years earlier:   

Dealing with administrative procedures seems to be more complicated. 
Leaving a meeting after a successful yet long decision making process is 
momentarily rewarding only to find that the next day, it was all reversed. 
Protocols are ignored, rules broken, new procedures initiated without the 
knowledge of the mother school. The explanation:  “Everything will be ok, 
don’t worry”.  (2005) 

Just to reinforce that the issue of cheating was not a recent event, I went 

back even further to the files of the first director and found the following: 

Students are the same as ever.  I had a student who walked out on my exam 
the first time, missed two make-up dates (child sick, work called, etc.---
every excuse available), and finally took it on Sunday.  Guess what she did? 
 I gave her an exam that I used in Haifa---one with mostly different 
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questions from the ones I asked in Tel Aviv classes.  You will never believe 
what she answered---the questions from the TA exams!!!  She even wrote a 
case, when the exam asked her to analyze two cases already written on the 
exam.  Amazing>>> and, she asked me today what happened on her 
exam?????  Takes nerve, doesn't it?  I must say that that was the most blatant 
example of cheating I have seen. (2001) 

 Thus I can say with certainty and even with more documentation that the 

issue of cheating and the Israeli attitude toward it was a great deal different than 

that which I experienced in the U.S.  However, I did want to research the issue to 

determine if my experiences were exceptions to the rule or perhaps a cultural 

practice.  In the most important study I found on cheating the author summarizes: 

The results of our survey and subsequent statistical analysis for the United 
States, the Netherlands, Israel, and Russia showed that attitudes toward 
cheating differed considerably across those countries. We offer three 
possible explanations of this phenomenon: cultural factors, design of the 
educational system, and the possible occurrence of multiple equilibria. 
(Magnus, 2002, p. 126) 
 
Furthermore, of the four countries studied in this statistical analysis, the 

authors conclude the following:  Russian students and Israeli students were the 

most tolerant of cheaters while the Netherlands and the US students were the least 

tolerant.  The conclusions of the study also support my contention that as the 

Russian student numbers increased via immigration so did the cheating.  

 

MY LAST CHEATING 

The information on cheating presented here is preliminary to my final 

vignette.  I had just arrived in Tel Aviv for another spring teaching assignment in 

2010.   I certainly understood what it meant to live and work in Israel after 36 

months of experience over 12 years.  While I encountered some attempts and 
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perhaps some successes in cheating in my U.S. classes, the number of incidents 

were few and far between.  In fact I can say that in Israel it was a yearly 

occurrence.  Thus I wanted to do all I could to eliminate the potential in my class, 

particularly after the Kill My Husband incident.  I spent a fair amount of time 

describing the first written assignment that would be due the following week 

addressing health care in the U.S. and/or in Israel.  To make sure there was 

complete translation, an Israeli came into the class and described the assignment in 

Hebrew. 

 I emphasized honesty and correct documentation in the written assignment 

including placing examples on the white board; I thought I prepared the students.  I 

told the students as plainly as I could that “cutting and pasting” into a document 

without credit was a violation of ethical standards of my class and the university. 

As I started to read the set of papers the following week, I became quite 

discouraged as I found students who “cut and pasted” the assignment from the 

Internet.  In fact about 15% of the class did not have proper documentation while 5 

students copied completely from an internet source without citation and passed it 

in as their own work.  The students actually found information in Hebrew and used 

a translator to turn it into English not realizing that the original work was written 

first in English.  Obviously the writing was both rich and accurate and easy to 

identify. 

As per the University Guidelines, I submitted the student work to the 

Disciplinary Committee in an e-mail.  I also expressed my concern that this was an 

ongoing issue that never seemed to improve: 

As I expressed in [an earlier faculty meeting] the meeting, we (the American 
faculty) have a level of frustration over these [cheating] issues.  We have 
raised them in the past . . .  [and] not addressed sufficiently well to see any 
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significant improvement.  We will all spend misdirected time on resolution 
of issues that should not occur.  The admissions process, the early 
instruction, and the curriculum sequence all are issues beyond our faculty 
control.  One faculty member expressed it this way earlier this week, "Why 
are we wasting our time giving written assignments?"  We do in fact have 
some good papers that are obviously the personal work of students and meet 
our expectations while there are just too many that are diverting our 
attention. (2010) 

This e-mail was addressed to the Israel College Dean of Students, an M.D. 

who did address the cheating and recommended that the five students fail the 

course and this recommendation occurred with my full endorsement.  However, the 

Dean of Students took issue with my characterization in my e-mail. He wrote: 

I do agree that there is a problem and that we all together need to 
consider how to address the issue of plagiarism and the ethics of 
presenting papers and projects to a very multi-cultural student 
population who are at the beginning of their academic careers and 
studies. I feel this to be a challenge and have begun to discuss this 
with people in the College. I must say that I find your comment "The 
admissions process, the early instruction, and the curriculum sequence all 
are issues beyond our faculty control" problematic and I do not really see the 
connection of most of the issues with what we are discussing. As far as I 
know the admissions process is the responsibility and finally determined by 
UNE and not Israel College. (2010) 

Perhaps the Dean missed my point or I failed to make it.  After 12 years of 

addressing the same and similar issues, I believed we were not always selecting the 

appropriate students, were not providing adequate instruction, and the fact that I 

was often teaching the first course they ever had in English meant that I was doing 

more English teaching than Health Services Management. 
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CONCLUSION 

 I would not want any reader to spend time in this presentation without 

understanding the positive benefits and challenges of cross cultural living and 

working.  Going to an olive grove and sharing a meal with a Jewish and Muslim 

family, going to a traditional Moroccan wedding, sitting down with a large Jewish 

family for a Sabbath meal or even sitting on the sands of the Mediterranean Sea 

and having breakfast with my wife and three grand-daughters are memories I 

cherish.  However, as an educator, I believe it is important that we share our 

learning experiences with others who may be challenged to live and work in 

another culture such as Israel. 

I said it earlier in my career: “Israelis are proud of their accomplishments.  

In fifty years they have developed a country made up largely of immigrants and 

created a dynamic and interesting society.  In doing this I learned from one of the 

taxi cab drivers (they are very instructive) that ‘Modern Israel does not have much 

of its own.  It has imported most of its culture from the rest of the world.  And this 

means that we have the best and we have the worst of everything’.”  Perhaps the 

sharing of our cultural perspective will add to the best. (Ford, 2001, p. 4) 
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Abstract

Lyryx Learning began as a project in the Department of Mathematics and
Statistics at the University of Calgary, Alberta, Canada. The objective was
to provide students and instructors with a learning and assessment tool better
than the available multiple-choice style systems. Lyryx soon began focusing
on Business and Economics courses at the higher education level, eventually
offering course assessment to 100,000 students annually.

This article describes its efforts toward online formative assessment in first
year accounting courses. An appropriate user interface was first designed to
allow for the presentation of genuine accounting objects, in particular financial
statements. Next, grading algorithms were implemented to analyze student
work and provide them with personalized feedback on their work, sometimes
even going beyond what is normally provided by a human grader. Finally,
performance analysis is presented to students and instructors, enabling them
to better to assess learning and help them both make necessary adjustments.

1 Introduction

Multiple-choice style (MCS) assessment has now been around for about a century.
The simplicity of the MCS structure made it a perfect candidate for early automated
implementation, and in the 1970’s PLATO may very well have been the first large
scale system to do so. Although still widely used for summative assessment (i.e.
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for testing mastery of learning outcomes), it is precisely the simplicity of the MCS
structure which undermines its value and potential as a learning tool (see for example
Scouller [14]). A grader that merely indicates whether answers to questions are
correct or not can only provide limited learning assistance. However, “Computer-
aided assessment” (CAA) has made significant progress over the last forty years (see
Conole and Warburton [4]), now offering a much wider range of tools for learning
and assessment. In particular CAA now has a much better chance to be effectively
used toward formative assessment, generally defined as the use of assessment to
provide information to students and instructors over the course of instruction to be
used in improving the learning process (see for example [2]). Boston [3] goes on
to say that “Feedback given as part of formative assessment helps learners become
aware of any gaps that exist between their desired goal and their current knowledge,
understanding, or skill and guides them through actions necessary to obtain the goal”
(see also Ramaprasad [12], and Sadler [13]).

One of the best forms of formative assessment is what is traditionally known as
”homework”, which is the focus of this project and current article, as applied to the
area of first year accounting. Because of its procedural aspects, accounting lends
itself naturally to CAA. Bangert-Drowns, Kulick and Morgan [1], and Elawar and
Corno, [6]), emphasize that one of the most helpful type of feedback on homework
and examinations is specific comments on the mistakes and errors in a student’s
work, together with targeted suggestions for improvement. As we will see, this
capability is now much closer to reality for CAA, with the further ability to allow
students to repeatedly try a given task again and again, each time receiving feedback
and personal guidance on their work. This provides students with a rich learning
environment: it is not simply getting the right answer that is important, but rather
the opportunity to succeed while focusing their attention on the task at hand.

2 Overview of the Formative Assessment Imple-

mentation

Lyryx assessment was initially based on the pedagogical premise that assessment
methods can be categorized as either formative or summative. Formative assess-
ment methods are primarily concerned with providing feedback to students to assist
their learning of the subject material. Typically this takes the form of homework as-
signments, lab work, etc. in which the student is given extensive feedback regarding
what errors they made and how they should be corrected. Summative assessment
is primarily concerned with gauging the extent to which a student has mastered
the subject material. This usually takes the form of quizzes or exams, and detailed
feedback may not be provided. MCS assessment performs reasonably well as a sum-
mative assessment tool, but fails in the formative role. Our goal was to develop and
implement a formative CAA.

Our system uses four main features to accomplish this goal:

1. Randomized Questions

2. The User Interface
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3. The Grading Algorithms

4. Feedback Information to Students and Instructors

Randomization of the question content allows the students to attempt the same
question as many times as they require to master a concept without allowing mere
memorization of the answer to a specific question. Each time a question in our
system is accessed, the specifics are regenerated randomly to provide an effectively
infinite pool of similar questions. In this respect CAA can be superior to tradi-
tional homework, where a student has only one (or very few) attempts, and does
not have the opportunity to make use of the feedback provided by the instructor
by attempting the assignment again. With our system the student can practice the
same question over and over, each time receiving informative feedback, until they
succeed. Furthermore, only the student’s best grade over all attempts at the ques-
tion is recorded, providing a low-threat environment and motivating the student to
continue practicing until the material is mastered.

The user interface (UI) is necessary so that students can be presented with ob-
jects appropriate for the intended field of study, and should be as intuitive as possible
to avoid placing any barriers to learning. Students need to focus on learning the
subject material rather than the interface of a piece of software. The user interface
also needs to be flexible enough to avoid inadvertently giving the student extra in-
formation; a restrictive user interface can force the student into making decisions
that they should be using their knowledge to make. In the case of accounting, stu-
dents must learn how to create financial statements, and the experience should be as
similar as possible to creating a financial statement using a spreadsheet, or free-form
on paper.

Grading homework is generally viewed as one of the most onerous duties of an in-
structor. Effective grading for formative assessment requires skills obtained through
years of teaching experience: the ability to understand and anticipate student diffi-
culties, and to provide helpful and fair comments on their work and suggestions for
improvement. Replicating these skills to any extent in CAA is a significant under-
taking. The UI plays a role in helping the computer understand the actual student
work, by imposing some restrictions and structure on the student’s input. Then the
grading knowledge of an experienced instructor must be harnessed and be imple-
mented into a series of computer instructions. The correct answer is typically easy
enough to recognize, although even here rounding errors in calculations need to be
carefully handled. When the answer is incorrect, however, an experienced instructor
can often recognize where the student has gone astray and show them how to correct
their error. This ability is reproduced in our system by comparing incorrect student
responses to a pool of ’common mistakes’ for a given problem. If such a common
mistake is recognized, appropriate feedback is given. Clearly quantitative subjects,
in particular procedural ones, lend themselves much better to this implementation.

As experienced instructors know, there is a subtle and difficult balance to be
achieved between helping students with feedback and suggestions but not spoon-
feeding them. Restraint must be used in not providing students with recipes to
solve the problems at hand, but instead providing enough guidance to assist them
and avoid excessive frustration. Moreover the content of the feedback, and grading
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procedures in general, should be closely aligned with the content learned by the
students in class. For example, notation and procedures, as well as difficulty level,
should match what is used by the student’s textbook and instructor as closely as
possible. This is simply so that all parts of the learning process, whether they be
lessons, assessment, or any other component, form as cohesive a learning experience
as possible.

Finally, computers also have the ability to store vast amounts of information,
and this can provide valuable feedback to students and instructors, completing the
framework for effective formative assessment. In this context privacy is always a
concern - it is our opinion that details of when and how a student works is personal
information that should not be tracked. However, aggregate information such as
the average number of attempts at a question taken by students in a class, average
grade per attempt, and similar statistics can be extremely valuable to an instructor
for determining where the class is struggling. This can be used to focus class time
more effectively. For individual students, the system can track their performance
on individual topics and provide suggestions as to where their efforts would be best
spent during their study time.

3 Randomized Questions

It is well known that the key to learning any skill is practice. By far the most effective
way for students to master a subject such as accounting is to actively engage with the
material - actually doing accounting and receiving feedback on their performance.

Unfortunately this requires a significant amount of resources per student, and
a typical instructor with several large classes of students can devote only a limited
amount of effort to any individual student. As a result, each topic in a course
will generally be tested only by a single assignment or quiz, with limited feedback
provided to each student. Students will often give only a cursory glance to the
feedback, since they will likely not be tested on the same material again until the
final exam. Ideally, students should be provided with immediate feedback on their
work and have the opportunity to apply the new information as quickly as possible.
In this respect an automated system is ideal - the feedback is instant and the student
can immediately attempt the question again to verify that they have understood the
feedback.

However, this is undermined if the student simply attempts an identical question.
For the feedback to be useful it should contain the correct answer, but there is no
value in the student simply copying the correct answer into a new instance of the
question. What is required is a similar question, testing the same content, but with
enough difference that the student must engage the new question using the concepts
explained in the feedback.

A key component of the Lyryx system is randomization of the questions. Each
question in the test bank is really a question type that can be instantiated in an
essentially unlimited number of specific randomized instances. Obviously the details
of how this is done are dependent on the question being implemented. In accounting,
for example, a journalization question will typically have a large pool of transaction
templates from which a subset is selected, and then realistic random values are
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generated for the amounts within each transaction.

4 The User Interface

One of the key parts of the Lyryx assessment engine is the user interface. How a
question is presented to the student ties in with the level of grading that will be
applied to the student’s answer and detail of feedback that can be provided. If an
instructor wants to provide a more granular response than “right” or “wrong”, then
the student must be allowed to explore the course material in a rich user interface. In
the field of accounting, two of the most important and frequently used user interface
elements are journals and financial statements. Both these feature prominently in
the Lyryx system.

Early on in learning financial accounting, students typically encounter the con-
cept of journalizing transactions. A student will be given a list or narrative describ-
ing transactions performed by a fictitious company and they are asked to record
these transactions in a journal using double-entry bookkeeping. One journal entry
will contain the date that the transaction is performed, a list of one or more ac-
counts to which the transaction applies (either as a credit or debit), and the dollar
amounts that are credited or debited to the associated account. Finally, there can
be a comment or explanation of the transaction, which may include an short English
statement, a related invoice number, and so on. The Lyryx journal entry interface is
presented in a fixed format that is similar to the format found in a typical journal.
A blank journal entry is shown in Figure 1.

Figure 1: A blank journal entry

When a student clicks on the date, debit, or credit fields of a journal entry, a text
box allows the student to enter their value for that field. Clicking on the account
field brings up a dialog that allows the student to choose from a chart of accounts,
containing a full selection of accounts for a company of the type the question refers
to. This allows the student the freedom to make mistakes and learn which accounts
are appropriate for the transaction presented in the question. Formulas can be input
for numerical amounts (credits and debits), and these are checked immediately for
correct syntax. Similarly, dates are parsed using typical day/month formats. For
each journal entry, two rows are displayed by default, as each entry will require at
least two accounts. For more complex entries, the student will need to add more
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rows to the entry using the buttons under the date field. This avoids giving the
student extra information (i.e. how many accounts the transaction requires). When
a student is presented with multiple transactions to be journalized, they can enter
the entries into the journal in any order, and individual account names can be listed
in each entry in any order. A typical completed journal entry is shown in Figure 2.

Figure 2: A completed journal entry

Another important user interface object in Lyryx accounting products is the
financial statement. Technically, a financial statement is very similar to a journal;
both are variants on a spreadsheet. Journals have a more strict layout than financial
statements, but they both have fields for accounts and numerical amounts. Financial
statements, however, are much more free-form than journals. In the Lyryx system
they start as an empty list of rows with no formatting. An empty income statement
is shown in Figure 3.

Figure 3: A blank income statement

The student can click on the large column to bring up a chart of accounts, similar
to the one shown in journals, but also including a list of section headings that can
be used in the statement. The last narrow columns are used for numbers that are
the account balances, totals, etc. for the rows. The student can add and delete rows
using down arrow and X buttons. The left and right arrows change the indenting
of each row, to help the student format the various sections and sub-sections of the
financial statement (although this is purely for display purposes and is not considered
in the grading process). For financial statements, it is left to the student to know
which sections are appropriate for this kind of statement, such as Assets, Liabilities,
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and Equity, as well as how these should be organized into sub-sections like Current
Liabilities and Long-Term Liabilities. The student can enter the various sections
in any order, and choose any account from the general list of accounts and place
them in the section that they believe is appropriate. The student will also need to
total each section and choose the appropriate heading for that line, such as Total
Liabilities. Here the chart of accounts dialog has various distractors for headings
that may be used in one kind of statement, but not appropriate for the current
question. Figure 4 shows a completed income statement in the Lyryx system.

Figure 4: A completed income statement

5 The Grading Algorithms

The primary goal for the Lyryx assessment engine is to grade all student work as
closely as possible to the way a human (instructor) would grade the work, if not
better, drawing on the strengths of computer algorithms. When a student makes a
mistake, the computer will attempt to determine where the student made the error
in their work, and will use the instructor knowledge that is encoded in the grading
algorithm to determine the specific error committed and provide targeted feedback
to the student. This helps the student to understand where they went wrong and
how they can improve their grade on a future attempt.

A simple example of the level of grading desired can be shown in a financial
statement. If a student makes an error in one of the account balances in the Li-
abilities section of a financial statement, then the system should identify the line
where the error was made. Perhaps a common mistake is for students to enter a

7



negative number instead of a positive number, and the system can make a note of
this in the feedback presented to the student. Furthermore, if the student sums up
the Liabilities section correctly, based on the incorrect number from the earlier line,
then the system should not penalize them again. Marks should be deducted only
once for the initial mistake and not for totals or other values that were computed
consistently with the initial mistake. All of these are relatively simple details that a
human would be able to manage easily, but they require considerable sophistication
in an automated system.

When grading journal entries, there are a number of types of mistakes that a
student can make. For an individual transaction, a student can select an incorrect
account, enter an incorrect dollar amount, date, or comment. There may also be
more than one correct way to journalize the same transaction, or set of transac-
tions. For example, a purchase transaction may be entered either as one transaction
involving four accounts or as two transactions involving two accounts each. The
system should accept all correct methods of journalizing the transactions, while re-
jecting any incorrect variants. The grading process should not be dependent upon
the order in which the transactions are entered in the journal, or the order in which
the accounts are entered in the transaction, although there are often conventions for
these which the system should point out to the student.

As mentioned earlier, correct solutions are relatively straightforward to grade.
The difficulty arises when the input is incorrect, because it is often unclear (espe-
cially to an automated system) what the student intended to do, and hence it is
difficult to provide meaningful feedback. For example, if two transactions are en-
tered in a journal incorrectly, it may be unclear which entry was intended for which
transaction.

The Lyryx grading algorithm for journals takes as its input the list of trans-
actions from the question, and the journal that the student entered via the user
interface. The list of transactions can include information on alternative correct
ways to journalize the transactions, individually or in combination. The algorithm
considers every possible matching of the transactions to the student’s journal entries,
and selects the best one. We define the best matching to be the one that awards the
student with the highest number of marks. Thus, this results in an interpretation of
the student’s answer that gives them the most marks. We opted for this metric in
acknowledgment of the fact that any automated system may misinterpret the stu-
dent’s input, and it would be particularly frustrating for the student if they received
a lower grade due to an error by the grading process. Clearly for this method to be
effective, it is important for the assignment of marks to be an accurate reflection of
how good a fit an entry is for a transaction.

Financial statements are similar to journals in that the algorithm takes in a
correct financial statement and the student’s financial statement. However, the
basic unit being marked is not a journal entry, but instead the basic unit is a
section in the financial statement. Each section of the student’s answer (such as
Assets, Liabilities, etc) is decomposed into its smallest possible sub-sections. The
sub-sections are then combined into the higher-level sections, building a tree of all
possible ways to combine the sections and sub-sections of the student’s answer. The
algorithm then runs through each possible interpretation and marks it against the
correct answer, choosing the interpretation that will award the student with the best
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possible marks. Again, this may not be the same interpretation that the student
intended. However, this approach allows not only for a few misplaced or incorrect
accounts in various sections, but it also allows the marker to recognize a misplaced
sub-section within a larger section, as well as the simple cases of differing orders of
accounts or sections.

To illustrate how the grading algorithm for financial statements works and the
level of feedback provided, we provide an example of a correct income statement, a
student answer with some common kinds of mistakes, and the feedback provided by
the marker. The correct answer and student answer are shown in Figure 4 above:
these are the inputs to the grading algorithm. The resulting feedback is shown in
Figure 5.

Your solution was:

Grading:
Congratulations. You have completed this income statement cor-
rectly.

Figure 5: Typical feedback for a correct income statement

Note in particular how the feedback deals with errors that are used in subsequent
totals in Figure 6.

These algorithms are based on brute force attempts to find the best interpre-
tation, as defined by giving the student the best possible grade. Currently, these
algorithms are effective enough for students to receive a fair grade and receive useful
feedback. In practice we have found that students and instructors are very satisfied
with the feedback generated by these algorithms and that the interpretations made
by the algorithms match closely with the intentions of the students. However, the
brute force algorithms are not perfect; they can be very resource intensive and as
mentioned previously, the interpretation that the algorithm uses may not align with
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Your solution was:

Grading:
Revenues (Lines 1-2)
You have completed this part correctly.
Expenses (Lines 3-8)
Line 4: ’Advertising expense’ should be $5,700, but you have not entered this. This will cost you 1 mark.
Line 8: Total expenses should be $183,700, but you have not entered this. However, your answer is consistent with
the accounts you listed in this section so you will not lose any marks.
Operating income (Line 9)
Line 9: Operating income should be $66,300, but you have not entered this. However, your answer is consistent
with the accounts you listed in this section so you will not lose any marks.
Other gains and losses (Lines 10-11)
Line 11: ’Loss on sale of investment’ should be $5,500, but you have not entered this. This will cost you 1 mark.
Income before income taxes (Line 12)
Line 12: Income before income taxes should be $60,800, but you have not entered this. However, your answer is
consistent with the accounts you listed in this section so you will not lose any marks.
Income tax expense (Line 13)
You have completed this part correctly.
Net income (Line 14)
Line 14: Net income should be $56,200, but you have not entered this. However, your answer is consistent with the
accounts you listed in this section so you will not lose any marks.

Figure 6: Typical feedback for grading consistent values in an income statement

the student’s mental model of their answer. There is room for more research into
other algorithms for interpreting students’ answers.

6 Feedback Information to Students and Instruc-

tors

An important part of formative assessment is the opportunity to reflect on the
learning process and make adjustments as required by individual learners. This is
true for both students and instructors.

It is straightforward, of course, to record student grades and provide instructors
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with a gradebook for their class. This provides both students and instructors with
a general overview of their performance in the class.

For the student, receiving a lower grade than expected on an assignment is
typically a wake-up call for action, but where to start? There is much information
that can be useful to assist the student in that direction. For example the system
stores grades broken down for each question from all assignments, each of which
corresponds to particular concepts in the subject material. Thus the system can
report to the student not only on their overall performance, but on how they are
performing on each concept covered in their assignments; a much more granular
approach. The student may learn they have performed better on some aspects of
the course than others, and thus can focus on improving in these specific areas.
Further, the system can suggest practice questions exactly in these areas.

What is also of importance here is that this environment is for the student alone,
which is a low threat tool not visible even to the instructor. There are no grades
involved but simply the opportunity for the student to improve. A simple colored
green/yellow/red Performance Meter informs the student on their performance for
each of the concepts in the subject. The more practice and success, the longer the
green bar.

For the instructor, that same granularity of measurement of student performance
on each question is averaged over the entire class and presented on a graph. Addi-
tional data is provided, such as the average number of attempts on each question,
as well as the average grade on all attempts by the students. This data provides
instructors with an overall measure of student mastery of the course material. They
can then address any perceived shortcomings and better assist students with their
needs.

There are other variables worth considering. One is a sense of how long students
typically require to complete an assignment, which could in theory provide a sense
of difficulty level for the material. However that data is difficult to record and gauge
accurately; students can typically do their work at anytime and anywhere they wish,
thus they may well start an assignment, and then take a break for long period of
time without the system being aware. Even a long period of inactivity cannot be
interpreted with certainty.

7 Limitations and Future Work

Currently Lyryx assessment focuses on subjects in fields that have a significant
amount of quantitative material, such as accounting, finance, economics, statistics,
and mathematics. These subject areas are chosen because they lend themselves well
to questions that allow for multiple steps in the student’s work, which can then be
analyzed by a grading algorithm. Also, quantitative questions have answers that
can be classified as “right” or “wrong” more easily than verbal questions.

In verbal or qualitative subject areas, Lyryx is still primarily limited to multi-
ple choice or simple “fill in the blank” style answers. Currently, Lyryx is actively
engaged in researching other methodologies for grading qualitative questions. One
such approach is to use a peer-to-peer style grading system, where students write
short paragraphs and grade each others’ work, thereby removing the requirement
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for a computer to analyze and grade these answers. More research is needed to
effectively harness computing power for qualitative grading.

Even in the quantitative fields, much better algorithms may be applied com-
pared to the brute force algorithms that Lyryx currently uses. For example, various
classification algorithms used in artificial intelligence may be applicable to grading
student work, such as a Naive Bayesian classifier, or a Perceptron classifier. These
sorts of algorithms are current used in classifying email SPAM (see Graham [7]),
where a similar binary verdict is determined based on inputs (SPAM versus not
SPAM, or in our case, correct versus incorrect answers).

Finally, although we have demonstrated two algorithms that mark particular
kinds of questions used in accounting courses, more research is needed into user
interfaces and grading algorithms for other kinds of quantitative questions. For
example, Lyryx has a user interface for allowing a student to draw a graph, as well
as a corresponding grading algorithm. Increasing the pool of possible questions
allows for instructors to assess students’ knowledge of the material in more depth.
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Abstract 
 

 

Evaluation and assessment of a teacher preparation program is an important task that should not 

be overlooked by college/university faculty.  LiveText is an online system capable of collecting, 

organizing, and reporting student data to meet evaluation and assessment needs.  This paper 

offers the experiences and suggestions of one college’s use of the online system LiveText to 

collect, organize, and report field experience related data for accreditation purposes.   
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Using LiveText To Collect, Organize, and Report Field Experience Related Data: One College 
of Education’s Experience 

 

How does a college/university teacher preparation program know if they are producing 

quality teachers?  In a profession that should use data to provide answers to these questions, too 

often we rely on answers such as: 

● All of Ms. Teacher’s students like her so she must be a good teacher. 

● I do not hear anything bad about Mr. Teacher.  He seems to be doing a good job. 

● Ms. Teacher gets the job done. 

Do college administrators survey school district personnel such as administrators, other teachers, 

and staff?  Are the parents and/or students that teacher preparation graduates are teaching 

interviewed about the teacher’s performance?  Are veteran teachers and administrators asked to 

evaluate the graduate’s quality of teaching? 

One solution is to use an assessment system that will collect, aggregate, and report those 

data that show the effectiveness of a teacher preparation program.  In the past, 

colleges/universities would need to build custom assessment systems to accomplish this task.  

Fortunately this type of system no longer needs to be built from the ground up (Banister, 

Vannatta, & Ross, 2006).  Enter the online assessment and course delivery system known as 

LiveText (http://www.livetext.com/). 

About LiveText 

 LiveText is a paid online system available to K-12 school districts, colleges, and 

universities.  When using LiveText, students pay a fee of $98 to access the system for five years 

(LiveText: Purchase Membership, 2011).  Further arrangements can be made if access is needed 
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after five years has passed.  For faculty and other instructors, such as field supervisors or part-

time instructors, there is no charge for the account. 

 LiveText offers faculty the ability to deliver and store course content in a secure online 

environment.  Faculty can post assignments, templates, and the rubrics that will be used to grade 

those assignments.  Students then login and have the option of either creating and submitting 

their assignments directly in LiveText, or using external programs, such as word processing or 

electronic presentation programs, to create their assignments and then upload and submit them to 

the LiveText system.  Faculty can then electronically evaluate the submitted assignments using a 

rubric that can be linked to national or state standards (Carter, 2002; Lee & Hare, 2007). 

 At the end of a given semester or academic year, administrators and/or program 

coordinators can use LiveText’s report generator tool to retrieve grades submitted through the 

use of the rubrics.  If structured properly, the data retrieved could be reported in a way that 

displays students’ achievement levels as compared to national or state standards. 

Experiences 

 At the University of Nevada, Las Vegas (UNLV), LiveText was used to collect, store, 

and report field experience related data for the general education (K-12) and special education 

degree programs.  Data was then presented to a visiting Northwest Accreditation member during 

the Northwest Accreditation review process. 

Field Experience Program 

 The undergraduate general education program at UNLV is comprised of three field 

experience courses: two practicum courses and one student teaching course for the elementary 

and secondary teacher preparation programs.  The undergraduate Special Education program is 
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also comprised of three field experience courses: one practicum, one pre-student teaching, and 

one student teaching course. 

 During each of those courses students are expected to teach lessons in the field.  When 

the students teach the lessons, they are observed and evaluated.  Depending on the course, the 

students are either evaluated by their assigned mentor teachers, by individuals assigned to by the 

university (known as field supervisors), or by both the mentor teacher and the field supervisor.  

The process of observing and evaluating a single lesson that is taught by the student is referred to 

as conducting a field observation.  The process of evaluating the student’s progress over time is 

referred to as conducting a field evaluation. 

The numbers of field observations conducted vary on a case-by-case basis.  For example: 

a student participating in student teaching is responsible for assuming the role of a teacher, and 

thus, would essentially function as the classroom teacher teaching throughout the entire school 

day, while a student participating in practicum might be responsible for teaching four lessons 

throughout the semester. 

In addition to the field observations, field evaluations are recorded.  With the exception 

of the first practicum field course, the other courses require that at least two mid-term 

evaluations (one by the mentor teacher, and one by the field supervisor) and two final 

evaluations (one by the mentor teacher, and one by the field supervisor) be completed. 

 Both the field observations and the field evaluations are conducted using an instrument 

created by the college.  With the adoption of LiveText, the form used to evaluate a student was 

integrated with the online system.  The following sections will discuss how this instrument was 

integrated into LiveText and how it was used to evaluate the progress of students in the teacher 

education program. 
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Step 1: Create Rubric.  The first step was to get the college’s field evaluation form 

integrated with LiveText so that when the data that is reported out of LiveText it is in a format 

that is ready for data analysis and reporting to accrediting agencies.  This was accomplished by 

creating a customized assessment document within LiveText and then transferring the contents 

of the UNLV field evaluation form into the LiveText document.  An example of the rubric 

creation screen in LiveText is pictured in Figure 1. 

 

Figure 1. Screenshot of the rubric creation process within LiveText.  This is what the user sees 

when creating/edit a rubric within the LiveText system.   

The rubric creation process offers the opportunity to match standards to specific criteria 

in the rubric using LiveText’s database of standards.  This is a critical step because the structure 

of the rubric and standards determine how data is reported at the end.  For many faculty 

members, this could be a prime opportunity to look into careful evaluation of course 

goals/outcomes (Lee & Hare, 2007) to see if they really measure the students’ achievement 

levels that they are intended to measure.  Because the UNLV College of Education’s rubric and 

standards fit well into the LiveText system, there really was no need to rethink or redesign the 

rubric. 
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Step 2: Decide on a course structure.  The second step involves planning how courses 

should be structured within the LiveText system.  This step, unfortunately, may be the most 

difficult step overall.  It certainly is the most difficult step to imagine without prior experience in 

working with the LiveText system.  As a result, it is suggested that you consult with your 

LiveText representatives and attend LiveText workshops before attempting to upload courses 

into LiveText.    

 Two different course structure scenarios were implemented at UNLV.  These scenarios, 

as well as their associated advantages and disadvantages, are as follows: 

Scenario 1.  Create one LiveText course per actual course.  All students and field  

supervisors in the actual course would be assigned to the LiveText course.  For example, if 

student teaching is course EDSP 491, then create one EDSP 491 course in LiveText.  A diagram 

of this course structure is provided in Appendix A.   

Field supervisors would then login to LiveText to submit field observations and 

evaluations.  Students would login to LiveText to view the submitted field observations and 

evaluations.   

Field observation and evaluation data submissions by mentor teachers were collected 

through the use of LiveText’s form generator tool.  LiveText’s form generator allows an online 

form (or survey) to be created and then sent out via email for users to complete.  Using the form 

generator, the field experience evaluation form was recreated as an online form in LiveText, and 

then emailed to the mentor teachers.  When received, the mentor teachers would click on a link 

in the email to access the online form, then fill out the form and submit it. 

Advantages:  
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● Assigned field supervisors were able to login to LiveText to submit field observations 

and evaluations to the LiveText system using the rubric built in Step 1. 

● Students were able to view submitted field observations and evaluations immediately 

upon submission.  As a result, the feedback process occurs faster (Lee & Hare, 2007). 

● Both field supervisor and mentor teacher data are collected in LiveText and can be 

reported using the LiveText report generator system. 

● LiveText accounts for field supervisors are free. 

● Submission process for mentor teachers is easier.  Teachers did not need to login, learn to 

navigate LiveText, and learn to submit data in LiveText. 

● All data is submitted and stored electronically in the “LiveText Cloud”. 

Disadvantages:  

● If there is more than one field supervisor in the course, they will all be able to create, edit, 

and view all submitted field observations and evaluations.  Example: Supervisor Joe is 

able to view what Supervisor Frank submitted and vice versa. 

● LiveText’s form generator does not tie in with their course system.  This means that both 

the student and the field supervisor are not able to view what the mentor teacher submits 

unless the teacher shows or prints the evaluation before it is submitted.  In addition, 

mentor teachers do not have direct access to the course.  There needs to be a work around 

if the teacher wants to see what was submitted. 

● Students and field supervisors may complain that there are too many login names and 

passwords to remember (Banister et. al., 2006).  
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This scenario, while cumbersome because students could not directly view what their teachers 

submitted, was monumentally easier to accomplish.  It was the scenario of choice for the first 

two semesters of LiveText implementation at UNLV. 

Scenario 2.  Create one LiveText course per student.  Only the student’s assigned  

field supervisor and assigned mentor teacher will be assigned to the LiveText course.  For 

example, if there were twenty students enrolled in Special Education student teaching, then 

twenty Special Education student teaching courses would be created in LiveText.  A diagram of 

this course structure is provided in Appendix B.   

Field supervisors would still login to LiveText to submit field observations and 

evaluations.  Students would still login to LiveText to view the submitted field observations and 

evaluations.  However unlike Scenario 1, mentor teachers now had the ability to login to 

LiveText to submit field observations and evaluations and view what was submitted.  What the 

mentor teachers would see is exactly the same as what the field supervisors would see. 

Advantages:  

● Assigned field supervisors and mentor teachers were able to login to LiveText to submit 

field observations and evaluations to the LiveText system using the rubric built in Step 1. 

● Students were able to view submitted field observations and evaluations immediately 

upon submission.  As a result, the feedback process occurs faster (Lee & Hare, 2007). 

● Both field supervisor and mentor teacher data are collected in LiveText and can be 

reported using the LiveText report generator system. 

● LiveText accounts for field supervisors and mentor teachers are (as of the writing of this 

paper) free. 

● All data is submitted and stored electronically in the “LiveText Cloud”. 
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Disadvantages:  

● If there is more than one field supervisor and/or mentor teacher in the course, they will all 

be able to create, edit, and view all submitted field observations and evaluations.  

Example: Mentor teacher Mr. Filler is able to view and edit what mentor teacher Ms. 

O’Hara submitted and vice versa. 

● LiveText accounts will need to be created for the mentor teachers.  For a 

college/university with a small student body population, this would not be too much 

work.  At UNLV, there were between three hundred to four hundred students 

participating in fieldwork per semester.  Since each student is assigned to at least one 

mentor teacher, that would mean a minimum of three to four hundred mentor teacher 

LiveText accounts that would need to be created per semester.  There was initial 

discussion about having regionally or school-based accounts.  However, for example, if 

all teachers at a particular school used one account, then all submitted field 

observations/evaluations submitted by teachers at that school would be viewable using 

that single school account.  Additionally, if the account information were comprised, the 

account could be used to view/edit all field data related to that particular school. 

● Students, field supervisors, and mentor teachers may complain that there are too many 

login names and passwords to remember (Banister et. al., 2006). 

● Available technology at the school may not meet minimum qualifications as required by 

the LiveText website.  

Scenario 3.  While not implemented at UNLV, a third possible scenario is to use  

the field experience module that LiveText is currently developing.  More information regarding 

the field experience module will be discussed in the “Future Use” section of this paper. 
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Step 3: Create “Assignments” With Rubrics In The LiveText Courses.  For courses 

discussed in Scenario 1, a minimum of two “LiveText Assignment” workspaces was created per 

course.  The field supervisor used both assignment workspaces to submit field evaluations.  A 

screenshot of two assignment workspaces is displayed in Figure 2. 

 

Figure 2.  Screenshot of the assignment workspaces as described in Scenario 1.  This figure is a 

screenshot of the assignment workspaces in an elementary student teaching course in LiveText 

as described in Scenario 1.  This LiveText course has nineteen individual students enrolled in it. 

Since the field observations and evaluations for mentor teachers were sent out using email, there 

were no assignment workspaces created for the teachers in the LiveText course. 

For a majority of courses discussed in Scenario 2, a minimum of four “LiveText 

Assignment” workspaces was created per course.  Two of those assignment workspaces were to 

collect mid-term evaluation data (one for the field supervisor to submit to and one for the mentor 

teacher to submit to) with the rubric created in Step 1 being assigned as the rubric of choice.  

Another two of the assignment workspaces were to collect final evaluation data (again one for 

the field supervisor to submit to and one for the mentor teacher to submit to) with the rubric 

created in Step 1 being assigned as the rubric of choice.  Depending on the course, additional two 

to four assignment workspaces were created to either allow for field supervisors and mentor 
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teachers to submit additional field observation data, or as submission spaces for specific course 

assignments, each with their own unique rubrics.  A screenshot of a course with nine assignment 

workspaces is displayed in Figure 3. 

 

Figure 3.  Screenshot of assignment workspaces in as described in Scenario 2.  This figure is a 

screenshot of the assignment workspaces in an elementary student teaching course in LiveText 

as described in Scenario 2.  This particular course has only one student enrolled in it. 

If a student was assigned to multiple mentor teachers, then additional assignment workspaces 

were added as needed. 

Step 4: Create LiveText Accounts.  Depending on the course structure chosen, a 

different number of LiveText accounts will need to be created.  The LiveText account is a way 

for users to authenticate the LiveText system.  As a result of the authentication process, work 

that is created and/or submitted within LiveText is not directly viewable by the outside world 

(Lee & Hare, 2007; Wasonga, 2007). 
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Regardless of the course structure layout chosen, students will need to be responsible for 

purchasing and then registering for their individual LiveText accounts.  When students are 

registering for their LiveText accounts, they must be required to enter their assigned university 

email addresses and student identification numbers.  This is required because LiveText will use 

either the students’ email addresses or identification numbers to match them to their courses.   

At UNLV, students were required to register using their UNLV student identification 

numbers and their UNLV Rebelmail email addresses. 

Field supervisors will also need to have LiveText accounts created.  Accounts for field 

supervisors, as of this writing, currently do not cost anything.  It is suggested that the accounts 

are created by a LiveText administrator for the field supervisors so that a uniform standard can 

be applied to the accounts such as assigning all field supervisors a LiveText username of the 

word supervisor then some combination of their name (example: supervisorpjones, 

supervisorasmith).  A standard email address, such as a university based email address, should 

also be used.  Using a standard username and email convention will definitely save time when 

matching supervisors to their courses in LiveText.  Account information can then be 

disseminated during a LiveText training session.   

At UNLV, field supervisors were initially allowed to create their own LiveText accounts 

during LiveText training sessions.  However, it soon became apparent that training time was 

being wasted creating accounts and should, instead, be spent on learning how to use the LiveText 

system. 

If accounts need to be created for mentor teachers, these should also be created by a 

LiveText administrator.  Similar to the field supervisor accounts, mentor teacher accounts 

currently do not cost anything.  Also like the field supervisor accounts, the mentor teacher 
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accounts should have some type of standardization.  A suggestion would be to use a combination 

of the word mentor or teacher with their name (example: mentorkscarlett, teacherkohara).  The 

same applies for email addresses.  Assigned school district email addresses should be used.  

Once again, the standardization of user names and email addresses will help to streamline the 

process of assigning mentor teachers to their respective LiveText courses.  Account information 

for the mentor teachers can be disseminated during a LiveText training session, or by the field 

supervisors when they visit their assigned schools.   

At UNLV, account information for mentor teachers was emailed to the their school 

district email addresses.  Field supervisors were also provided with spreadsheets that listed their 

assigned mentor teachers’ account information. 

Step 5: Assign Individuals in LiveText.  Using the Course Admin feature in LiveText, 

upload course roster and course schedule data into the LiveText system.  This is where the 

uniform LiveText user names and email addresses are extremely helpful because LiveText uses 

user names, email addresses, and/or identification numbers to match individuals to courses 

within the system.  For more information regarding the Course Admin feature, consult with a 

LiveText representative.  Failure to do so may result in duplicate course entries or students, 

supervisors, and mentor teachers assigned to the wrong courses. 

Step 6: Train Necessary Personnel On How To Use LiveText.  Having access to a 

working system ready to capture data is only half the battle.  Getting the data into the system is 

the other, sometimes more difficult, half.   

 In order for all people to use LiveText, training on how to use LiveText will need to be 

conducted (Johnson-Leslie, 2009).  Ideally, all of the field supervisors will be trained, and be 
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comfortable with submitting data to the LiveText system.  Those field supervisors would then be 

able to train the mentor teachers and provide low-level support at the school sites.   

Even though prior results show that students did not find LiveText challenging to use 

(Johnson-Leslie, 2009), it is recommend that students still receive training on how to use 

LiveText.  Students may also need training on how to upload and submit assignments in 

LiveText.  At UNLV, students were trained on how to use LiveText in class or at orientation 

sessions.  Field supervisors were trained at the beginning of the semester, and retrained as 

needed.  Mentor teachers were provided with electronic documentation in the form of web page 

content, PDF content, and step-by-step, walk-through videos. 

LiveText personnel are available to assist with training in both face-to-face, as well as 

over the web either through phone conference or videoconference settings.  LiveText personnel 

provided scheduled and impromptu training sessions for faculty, staff, and students at UNLV. 

Step 7: Provide Support.  As is often the case when a new technology is adopted, there 

will be instances where things will not work properly and users will become frustrated at not 

being able to achieve the desired outcomes.  To resolve this, assign at least one full time 

individual to provide direct support for the use of LiveText.  Have that individual provide 

support in person, over the phone, through email, and even utilize chat or video conferencing 

technologies if permissible.  In addition, do not forget about making use of the LiveText created 

documentation (Johnson-Leslie, 2007).    

At UNLV, support was provided to students, faculty, field supervisors, and mentor 

teachers by a myriad of UNLV staff and UNLV student workers.   

Step 8: Fill In The Blanks.  Procrastination is everyone’s worse enemy!  To combat 

procrastination, around mid-semester, or even sooner during the semester of first 
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implementation, use the LiveText report generator to do a data audit (consult with your LiveText 

representative on how to do this).  It is essential to do this in order to determine who is using 

LiveText and who is not (Johnson-Leslie, 2007) to avoid gaps in the data.  The report will show 

data if the data was submitted properly into the LiveText system.  If the data is not displayed in 

the report, or the data is not being reported properly, check to see if data is being properly 

submitted to the LiveText system.  Keep in mind that as of press time, there is an approximately 

twenty-four hour lag time between when data has been finalized for submission in LiveText and 

when data will appear in the report generator system. 

Consider doing another data audit before the end of the semester.  If certain individuals 

still have not submitted data, look into finding out why.  Common reasons could range from the 

individual not receiving his/her LiveText login name and password to the individual still 

experiencing difficulty (to the point of frustration) with logging in and/or submitting field data.  

If necessary, designate a field supervisor, or LiveText support person, to be responsible for 

working with the mentor teachers to transfer in any missing submission data.  Paper copies of 

field observation/evaluations submissions should only be collected as a last result. 

At UNLV, mid-semester and final semester reports were generated.  A combination of 

support personnel and field supervisors were used to fill in the gaps as well as possible.  Hard 

copy paper submissions were accepted in certain circumstances.  Support personnel later entered 

these submissions into LiveText. 

Step 9: Run The Final Report.  Congratulations!  Data has been properly entered into 

the LiveText system.  All that needs to happen is that the final assessment report needs to be run.  

Use the various report generator features within LiveText (again consult with your LiveText 

representatives) to export the most useful data from the system.  If everything was set up 
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correctly, student data could be reported in ways that describe if students met or exceeded preset 

standards.  

 At UNLV, reports generated within LiveText were saved within the system.  Program 

coordinators and administrative staff were then given a LiveText Visitor’s Pass (VP) to view the 

generated reports within the system.  Data from the reports were presented to the university’s 

department in charge of accreditation as well as a visiting Northwest Accreditation examiner. 

Suggestions 

 This section of the paper offers further suggestions on how to implement use of LiveText 

into a teacher preparation curriculum.  Majority of these suggestions may also be applicable to 

the general implementation of LiveText in a college/university setting. 

Supplement Purchase Price (If Possible).  For students, LiveText accounts currently 

costs $98 for five years of access.  Due to financial hardships that may affect the student body 

population, as well as the institution itself, it is suggested that the purchase price of the student 

LiveText accounts be supplemented somehow.  Possible ways to do this would be to incorporate 

the charge for the account into currently existing fees (Johnson-Leslie, 2007), remove a textbook 

requirement in an introductory course, or by working with textbook publishers to create 

compilations of preselected chapters in order to eliminate the need to purchase separate books. 

E-Portfolios.  One of the major benefits of using LiveText is that it can be used to design 

e-portfolios (Banister et al., 2006; Wasonga, 2007).  Even though e-portfolios were not used in 

the teacher education program at UNLV, LiveText allows for easy integration of the e-portfolio 

into any program.   

Work Can Be Shared.  Even though majority of the work created within LiveText is 

viewable only by authenticating with the LiveText system, it is possible to designate a portion of 



 18

work stored within the system as being viewable by the outside world (Lee & Hare, 2007).  To 

share work with the outside world, a person with a LiveText account needs to create a LiveText 

“Visitor’s Pass” (VP).  Using a VP, a person who does not have a LiveText account is able to 

login to LiveText in order to view work created in LiveText.  Only the work that is designated as 

being viewable by person who entered the VP is viewable.  Everything else is not viewable. 

A practical example of the use of a VP is the e-portfolio described in the section above.  

An e-portfolio is only useful if a student is able to share it with prospective employers.  Using a 

VP, a student could generate a password for an employer.  The employer could then login and 

view work samples that the student has decided to share with the employer. 

Another practical example of VP use is to use them to share assessment data.  Using a 

VP, examiners that are reviewing assessment data can be assigned individual passwords.  Each 

of them can then login to view assessment data generated and shared using LiveText report 

generator tool. 

Form Generator.  LiveText has a form generator tool built in.  With this tool online 

forms can be delivered internally to another person’s LiveText account externally through email, 

or in a general manner by creating a specific URL that anyone can access. 

At UNLV, the form generator tool was used to send out and collect mentor teacher field 

evaluation submission data.  The form generator tool was also used to collect data submissions 

from the teacher education program exit survey.   

Make Use of the LiveText File Manager.  Since all data is stored online on LiveText 

servers, the data is accessible as long as an internet connection exists (Lee & Hare, 2007).  This 

includes data that is stored in the “File Manager” (FM) portion of LiveText.  The FM portion of 

LiveText allows users to upload and store both academic and personal data.  In fact, backup 
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copies of work can, and should probably be stored in the FM.  As is commonplace, a pet dog 

could eat paper work, floppy disks, and even USB flash drives.  A pet dog cannot eat LiveText. 

Make Sure Technology Up To Par.  One of the biggest issues encountered in the 

implementation phase was that technology at the schools was not up to par.  LiveText has a 

minimum web browser requirement.  When using a web browser that is different than what 

LiveText recommends, majority of content within may look like it loaded properly, but certain 

features, such as the rubric that is used to evaluate students, will not load.  This is especially true 

for older versions of Internet Explorer.  Figure 4 shows an example of a LiveText rubric in 

Firefox versus a LiveText rubric in Internet Explorer version 5.5. 

 

Figure 4. Side-by-side comparison of a LiveText rubric in Firefox and Internet Explorer.  Firefox 

version 5.01 for Macintosh (pictured on left) and the same rubric in Internet Explorer version 5.5 

for Windows XP (pictured on right). 

This issue is not limited to Windows computers with older software.  Minor display issues were 

also encountered on older versions of the Safari web browser.  The best solution is to 

recommend use of the Firefox web browser on both Windows and Macintosh platforms, when 

accessing LiveText.   

Future Use 
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 LiveText has been working on developing a specialized module to address the needs of 

the field experience.  The field experience module promises to expand on the features already 

available in LiveText (Introducing Field Experience Management in LiveText, 2011).  As of the 

writing of this paper, the Field Experience Module is not available for live use.  A tentative 

launch data of Fall 2011 has been proposed for the LiveText Field Experience Module (F. Scott, 

personal communication, July 22, 2011). 

Conclusion 

How does a teacher education program know that teachers that are being produced are 

ready to become effective teachers?  One way to do so is to collect and analyze student field 

experience data.  There do exist systems that could be integrated into programs (Lee & Hare, 

2007) and serve to extrapolate necessary assessment related data for assessment evaluation and 

accreditation purposes.  LiveText is a system that has the capability to do this.  It may be a 

system that works for a particular college/university.  It may not.  In the end, you will need to 

choose what works best for your situation (Banister et. al., 2006).   
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Abstract 

In this presentation, participants will receive information about a research project designed to 

evaluate a preservice early childhood program using the Crosswalks Coursework, Practica, and 

Program Evaluation (CCPPE) instrument.  The CCPPE is designed to assess the degree to which 

participants perceive their teacher education program reflects cultural and linguistic diversity 

across coursework, practica, and program practices.  This session will describe results of the 

CCPPE.  Dimensions addressed will include: (1) assessment of diversity within the content 

taught; (2) diversity across the practica sites utilized; and (3) program practices that supported 

diversity.  The section below contains a review of the literature relevant to the study.
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Preparing 21st Century Educators for Diversity: Are We There Yet? 

Introduction 

The Playground and the Teacher’s Lounge 

The landscape of American public schools is changing.  The increase in diversity has 

played a major role in this demographic change.  In fact, educational enrollment of culturally and 

ethnically diverse groups has nearly doubled from 22% in 1972 to 42% in 2003 (Livingston & 

Wirt, 2005).  Many of these students immigrated to the United States from other countries, and 

they brought with them a rich variety of languages, traditions, values, and cultures.  Teachers 

now face the difficult task of providing an effective education for an increasingly diverse student 

population. 

Even though the landscape of U.S. schools is becoming more diverse, the demographics 

in the teacher’s lounge remain much the same.  In fact, middle-class females of European 

descent continue to comprise the majority demographic in today’s teacher work force.  Inversely, 

only 14% of teachers in special education are from historically underrepresented groups 

(Kozleski, Mainzer, Deshler, Coleman, & Rodriguez-Walling, 2000).  Current statistics 

describing diversity in teacher preparation programs sadly mirror those describing teachers in the 

field.  In early childhood education programs 44% of the children are African American or 

Latino while only 27% of the teachers are African American or Latino (Winton & Buysse, 

2005).  Furthermore, the number of teachers from diverse backgrounds is declining, making it 

even more unlikely that the diversity of the teaching workforce will reflect the diversity of the 

student population in the future (McLeskey, Tyler, & Flippin, 2003). 
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Teacher Preparation 

Responsibility for mitigating this situation rests with no single stakeholder; but a lion’s 

share of it will lie squarely on the shoulders of teacher preparation programs.  Meeting the ever-

increasing need to prepare culturally responsive educators (CRE) presents a challenge for teacher 

preparation programs.  Teacher educators must prepare culturally responsive educators who can 

positively influence the learning outcome of all students, particularly those who are culturally 

and linguistically diverse (CLD) (Fuller & Pikes, 2010).  

Villegas and Lucas (2002) identified several aspects of culturally responsive teaching 

some of which I will discuss herein.  In order for an educator to be a CRE, he or she must first 

look within—in other words develop a socio-cultural consciousness.  When an educator has a 

socio-cultural consciousness, she or he realizes that students’ ways of being in the world, of 

reflecting about the world, and emoting in the world are heavily influenced by their ethnicity, 

class, culture, language, and gender.  The CRE also realizes that he or she has the potential to 

reproduce oppression through classroom practices and reflects on ways to minimize this potential 

(Weiler, 1987).    

Once the CREs have looked within, they should look without to develop an affirming 

attitude towards students.  This attitude is first displayed by teachers showing the genuine belief 

that their students are capable of learning.  Another way of displaying an affirming attitude is to 

demonstrate respect for the cultural practices, knowledge, and ways of thinking that students 

bring with them to class.  Finally, CREs should build bridges between students’ ways of 

thinking, acting, and interacting and their academic learning and competence. 

The third characteristic of culturally responsive educators is the desire and ability to act 

as agents of change (Villegas & Lucas, 2002).  According to Fullan (1993), “[t]eaching at its 
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core is a moral profession.  Scratch a good teacher and you will find a moral purpose” (p. 1)  

Fullan explains that teacher preparation programs must help candidates link moral purpose with 

the tools that enable productive change.  The culturally responsive educator also embodies the 

constructivist approach.  In other words, instead of a direct teaching or transmission model, 

CREs would use a problem-posing, interactive mode. 

Even though scholars do not agree as to the best approach to solve the dissonance 

between practitioners and their students, most do agree as to the goal for teachers.  Teacher 

practitioners need to develop the awareness, knowledge, and skills to enhance interactions with 

families from cultural and linguistic backgrounds other than their own.  Despite the growing 

population of culturally diverse students, a majority of teachers continue to be White, middle-

class females, who are often not prepared to embrace the rich cultures of students they will serve 

(Moule, 2012).  Unfortunately, many of the new and veteran teachers lack knowledge and even 

more importantly, experience in dealing with students from diverse cultures.  (Cartledge, 

Gardner III, & Ford, 2009; Nieto, 2004; Lava, Recchia, & Giovacco-Johnson, 2004; U.S. 

Department of Education, 2000). 

Organizations governing the preparation of teacher practitioners, such as the National 

Council for Accreditation of Teacher Education, and the American Association for Colleges of 

Teacher Education, strongly support the belief that all teacher practitioners must be prepared to 

support children and their families from culturally diverse backgrounds.  Teacher competencies 

developed through these organizations’ policies stress the importance of having the knowledge, 

skills, and dispositions to work in diverse settings.  Therefore, all practitioners must develop the 

cultural competency to understand diverse cultural perspectives, thus maximizing the success of 

all students. 
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Culturally competent practitioners know how to teach students from cultures other than 

their own and they know how to do it well.  They have the knowledge, skills, and attitudes 

necessary to teach for diversity, and with these tools, they create an effective learning 

environment for students from culturally diverse backgrounds (Friend & Bursuck, 2009; 

Manning & Baruth, 2009).  In addition to these assets, culturally competent practitioners become 

lifelong amateur anthropologists as they learn from and about their students. 

There are differing views about the effectiveness of program outcomes in developing 

cultural competence. Lenski, Crumpler, Stallworth, and Crawford (2005) maintain that outcomes 

of traditional multicultural education coursework to develop cultural competency are 

unacceptable.  Xu (2001) and Zeichner, Grant, Gay, Gillette, Valli, and Villegas (1998) contend 

that courses in multicultural education have not had much of an effect on the practices of teacher 

practitioners as they enter schools.  Rather than add courses on cultural diversity, preservice 

teachers need to experience curricular approaches and models that require them to synthesize 

opportunities to develop cultural competency for reflective self-analysis and inquiry.  Through a 

reflective analysis of their own beliefs and systematic inquiry into various cultures, preservice 

teachers will be able to reconsider their assumptions, understand the values and practices of 

families and cultures different from their own, and increase their skills in working with students 

(Hall, Turnbull, McCart, Griggs, Jeong-Hoon, & Markey, 2007; Cochran-Smith, 1995). 

In a comprehensive resource entitled, Leading with Diversity: Cultural Competencies for 

Teacher Preparation and Professional Development, Trumbull and Pacheco (2005) identify and 

describe supporting research and resources for 13 general teacher cultural competencies.  Among 

these are developing cultural awareness; providing high-level, challenging, culturally relevant 

curriculum and instruction; collaborating with parents and families; and making classroom 
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assessment equitable and valid for all students.  These cultural competencies are associated with 

teachers who provide meaningful instruction and effective service delivery to all students. 

Understanding Culturally and Linguistically Diverse Families 

Teacher practitioners must be able to reflect on and question their cultural assumptions 

and work toward a better understanding of values and practices of families and cultures different 

from their own (Garmston, 2007; Gay & Kirkland, 2003; Isenberg, 2000).  However, there is no 

agreement as to the best approach to meet these challenges (Lenski et al., 2005; Miller, Wienke, 

Lue, & Thomas-Richmond, 2004). Sanchez (1999) identified several key dispositions required to 

understand the lives of culturally and linguistically diverse families.  First, professionals must 

manifest the disposition to step outside their comfort zone.  This involves reflecting on one’s 

own emotional complexion, and then challenging that reflection.  The educator would then get to 

know the perspectives of others and develop truly reciprocal relations.  

Second, teachers must understand and believe that families are important to their 

children’s education.  Teachers must have the ability to listen to families without judgment in 

order to learn from the voices of the family.  Third, teachers must be willing to examine their 

own personal stories/autobiographies to identify similarities and differences between them and 

their students.  This provides the opportunity to develop a deeper level of understanding about 

personal attitudes, patterns of behavior, and values. 

Fourth, teachers must be able to acknowledge and challenge personal stereotypes and be 

willing to work at reducing prejudices.  This requires direct contact with culturally and 

linguistically diverse families and an openness to eliminate stereotypes.  Fifth, teachers must be 

willing to explore activities and school events in context of the lives of both the family and the 
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educators.  Essentially this involves the ability to connect with the guiding belief system and 

cultural themes used by diverse families. 

Sixth, teachers committed to developing a culturally responsive setting must be willing to 

design learning experiences meaningful for diverse children that connect to their lives outside the 

school walls.  This process involves having the commitment to learn from the families and the 

children and then infuse what one learns into the classroom.  Finally, Teachers must be willing to 

develop relationships that encourage trust and learning among family and educators.  Educators 

must acknowledge that this may not happen during the initial interaction, as diverse families, due 

to negative historical events, may not readily receive them. 

Conclusion 

 As the educational landscape becomes increasingly more global, teacher preparation 

programs must keep pace with increased diversity.  NCATE and AACTE have served as 

vanguards in setting knowledge, skills, and dispositions that focus on these needs.  
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Empowering care in an inner-city math classroom, revisited:  Teacher  
expectation, student achievement, and standardized instruction 
 
Soung Hwa Walker, Ramona High School Riverside, CA. 
Deron Walker, Ph.D.  California Baptist University 
 
Abstract: 
 
At last year’s Hawaii conference, the authors provided a narrative account that described how a 
first-year teacher’s empowering care in her mathematics classes in an inner-city high school, 
located in Southern California, contributed to better student learning and helped raise district-
wide test scores. That paper, chronicled from a practitioner’s point of view, examined how 
teacher beliefs that “all students are capable of learning,” operationalized concretely in terms of 
empowering care, enabled students to achieve impressive academic performances as measured 
by the district tests during the 2009-2010 school year. The authors argued that empowering care 
with high expectation positively influenced students’ academic success, contending that 
empowering care could especially make a significant difference among inner-city or at-risk 
students (e.g. low achieving, ELL, socio-economically disadvantaged, or special education 
students, etc.) and provide a key element toward the pedagogical effort to maximize student 
learning.  This year’s paper provides a follow-up report as that same math teacher applied 
empowering care in her classes once again in an effort to either replicate or improve upon the 
previous year’s astonishing success.  This current paper, applying the research methodologies of 
narrative inquiry, conversation analysis, and quantitative data analysis, documents a second 
year teacher’s struggles to sustain her efforts to empower students from impoverished 
neighborhoods to believe in themselves, even while attempting to negotiate the treacherous 
waters of a district’s efforts to standardize instruction.   
 
 
       Our discussion begins as we examine whether or not the success of a first year teacher using 
empowering care in her classroom can be replicated in the second season and whether or not the 
supportive network that enabled her will be sustained.  We would soon find out if Ramona High 
School’s catchy 2009-2010 annual theme, “Through new eyes you are more than you imagine,” 
that brought a smile to the “rookie” teacher Soung Hwa Walker’s face would be maintained as a 
standard bearer motto or would fall aside as an empty rhetorical marketing slogan.  This positive 
theme that was emblazoned on her new faculty shirt had inspired S. Walker and suggested to her 
that maybe she was working for the right school and principal.  If this slogan truly represented 
the principal’s vision, it would resonate well with S. Walker’s prior experience of teaching 
English in South Korea.  It would also provide an encouraging sign of institutional support to her 
as a new faculty member who was interested in implementing “enabling [empowering] care,” a 
concept she had become acquainted with the year before during her combined master’s degree / 
teacher credential program at the University of California, Riverside.      
       During her master’s degree / teacher credential study, S. Walker had explored research 
specifically focused on preparing teachers to meet the rather stringent challenges of state-level 
test-based accountability resulting from the No Child Left Behind (NCLB) Act.  One of S. 
Walker’s mentoring professors John Wills and his colleague Judith Haymore Sandholtz (2009) 
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defined the basic tension that California public school teachers often face in the era of test-based 
accountability that may have a constraining impact upon their classrooms:  namely, the tension 
between teacher professionalism and centralized standardization of curriculum and instruction.    
According to Wills and Sandholtz (2009), even in the most ideal educational settings, teachers 
must negotiate this tension between professionalism and standardization as school 
administrations increasingly believe that “uniformity [of goals, curriculum, teaching methods, 
and assessment] offers the most straightforward way of providing equality of educational 
opportunity”  (p. 1069).  As opposed to systems where teachers make decisions at the classroom 
level, a standardized approach seeks to centralize efforts to reform curriculum and instruction 
with pacing guides and collaborative efforts at departmental meetings to unify content.  The 
overall goal would be to ensure that content taught in all classes matches the substance of state 
and local tests and that students who move from one school to another would be taught the same 
content.   
       Meanwhile, teachers try to employ an individualized pedagogical approach based on 
professionalism that emphasizes their own expertise and judgment to make decisions at the 
classroom level that are relevant to their own diverse and unique classroom environments.  Wills 
and Sandholtz (2009) reported that this professionalism has defining characteristics “based on 
theory, mastery of knowledge base through extended specialized training, a high degree of 
autonomy in performing tasks, and a code of ethics that guides behavior” (p. 1067).  It is 
important for teachers to be able to apply their own theoretical knowledge in classroom practice 
in an autonomous manner because of the rich diversity in their classrooms and uniqueness of 
each environment and the challenges it presents that “preclude formulaic solutions” (National 
Board for Professional Teaching Standards [NBPTS], 1996; Wills & Sandholtz, 2009).  
Essentially, teachers must be somewhat freely permitted to draw upon their own specialized 
knowledge and use their professional judgment to determine how to meet the rich diversity of 
their students’ needs concerning what and how to teach because research has identified teacher 
expertise as the most important factor in determining student achievement (Darling-Hammond, 
2000; NCTAF, 1996; Wills & Sandholtz, 2009).  Teachers impact student performance more 
powerfully than program variables (Hawley & Rosenholtz, 1985; Wills & Sandholtz, 2009).    
       Conversely, an overly centralized or standardized approach tends to “emphasize 
transmission of information,” where “knowledge is considered to be a fixed body of information 
that is transferred from teacher or text to the student” (Good & Brophy, 1994).  The teacher, 
then, becomes more manager than facilitator while classroom instruction grows more teacher-
centered as opposed to student-centered and increasingly didactic rather than interactive.  Thus, 
Wills and Sandholtz recommended a new type of professionalism which they called “constrained 
professionalism” that attempts to balance the needs of implementing a standards-based 
curriculum without reducing teacher effectiveness and demoralizing teachers by undermining 
their professionalism and encroaching upon their autonomy with an overly hierarchical and 
centralized standardization (one-size-fits-all approach) to curriculum and instruction.  For the 
purposes of this paper, while pressures toward standardization were present, S. Walker enjoyed a 
reasonable amount of opportunity to cultivate her professionalism and exercise a sound degree of 
autonomy in her classroom in her first year of teaching at Ramona High School (2009-10).    
This room to grow that her principal graciously provided her within the curriculum, even as a 
new teacher, to exercise autonomy within constrained professionalism by applying the standards 
and receiving collaborative departmental support combined with freedom to make alterations to 
materials and methods to make them her own allowed S. Walker to implement empowering care 
with her students and enjoy remarkable success as a first year teacher in the American public 
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school system.  In the study that follows, we will examine whether or not that critical 
administrative flexibility that permitted essential teacher autonomy continued to flourish into the 
second year of S. Walker’s teaching or not and the resulting impact on her ability to provide 
empowering care and effective instruction to her students.      
       Building upon the work of Annette Hemmings (2006), enabling care may be defined as the 
ideals associated with a “communitarian moral order” (p. 139) that fosters a sense of community 
and the type of individual character that encourages school actors to ‘respect one another, treat 
each other as equals, but never stray too far from the idea that they are first and foremost a class, 
a community of learning’” (Rosario, 2000, p 30).   Hemmings (2006) contrasted the concepts of 
“enabling” and “disenabling care”  at the urban Central High School whose students were 81% 
Black with most living in poverty (p. 139).  Some acts of enabling care included a “huge dose of 
TLC” --- tender loving care ---- put in concrete forms such as calling parents, tracking down 
absent students, counseling troubled kids, and even providing clothes, transportation and other 
physical needs as well.  As one staffer told the author, “We hug ‘em, not slug ‘em”  (p. 141).   
       Ironically, the same school staff that provided such enabling care also provided disenabling 
care simultaneously in many cases by watering down classroom standards for achievement and 
proper behavior that suggested to students that the school “did not care about the students as 
capable learners” (Hemmings, 2006, p. 141).  Most teachers at the high school greatly reduced 
the sources of knowledge for students, just taught from the textbook, even then eliminating 
massive portions of content, and resorted to mundane methods such as fill-in-the-blanks 
worksheets, rote memorization and answering questions from the back of the book.  Moreover, 
such teachers often held minimal standards for their students and allowed students to socialize, 
laugh out loud or put their heads down during class time.  One teacher explained her “loose 
standards” were needed to make the classroom “as pleasant as possible” so students would not 
drop out of school.  In her own words, “ 
 
        I used to feel guilty about the loose standards but then I came to the realization that these  
        kids, you know, the kids in the neighborhood won’t come unless you make things as  
        pleasant as possible.  Parents don’t push them so if kids come it’s because they want to  
        (p. 142).   
 
It is somewhat understandable that this faculty member tried hard to keep the students happy and 
in school given the high dropout among minorities, especially when they feel discriminated 
against ----- as many of these students clearly did.  Nevertheless, loosening up standards was not 
an appropriate approach in this context to say the least.  Even students themselves complained 
about it.  As student advocate Amber explained, 
 
        They try to be cool with the kids so that classes are comfortable.  They get buddy, buddy 
        and lower the standards so that classes are a joke.  Even advanced placement classes are a  
        joke.   They have pretty much written kids off even though they’ll tell you they haven’t.  
        Kids know what is going on and it really bothers them.  They don’t like being treated like  
        that.   (p. 142)   
 
Amber even went so far as to try and petition the school insisting that lax teachers do a more 
professional job.  Thus, the students themselves wanted a high degree of professionalism from 
teachers, student-centered instruction and a rigorous curriculum that would make them proud.    
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       A long line of educational research, in fact, has delineated how structural forces, school-
level practices and students’ responses to the aforementioned have all contributed to systematic 
passdown of privilege to white and wealthy children and disadvantage to impoverished children, 
especially those of color (Bordieu and Passeron, 1990; Bowles & Gints, 1976; Fordham, 1996; 
Fordham & Ogbu, 1986; MacLeod, 1995; Oakes, 1985; Ogbu, 1978; Rist, 1970; Roscigno, 1998; 
Rosenthal & Jacobsen, 1968; Solomon, 1992; Willis, 1977).  Nevertheless, much of the prior 
work on institutionalized patterns of perpetuating disadvantage for minorities and poor students 
has centered on lower teacher expectations that have contributed to a tragic “self-fulfilling 
prophecy” where student self-esteem and self-efficacy have been damaged, contributing  to 
reduced motivation.  In response, teachers have often given less challenging school work 
(Farkas, 1996; Farkas et al, 1990) as was true at Central High in Hemmings’ study (2006).  
Diamond, Randolph, and Spillane (2004) reported that this leveling of school-based expectations 
for certain minority or low income students is rooted in institutional hierarchy and can become 
“embedded” in schools.  These authors also argued that these low expectations could be 
mediated if school leaders engaged in practices designed to increase student responsibility for 
student learning. 
 
Method 
 
       For the purposes of both this year’s follow-up paper and last year’s original research, Soung 
Hwa Walker (S. Walker), math teacher at Ramona High School, and her husband Deron Walker 
(D. Walker), associate professor and teacher-trainer in Modern Languages and Literature at 
California Baptist University, both in Riverside, California, employed a qualitative, case study 
approach, utilizing the method of narrative inquiry, to analyze S. Walker’s success in raising 
student achievement, as measured by test scores, in her first two years of American school 
teaching at Ramona High School in Riverside, California.   Connelly and Clandinin (2006) 
described the use of narrative inquiry succinctly: 
 

Arguments for the development and use of narrative inquiry come out of a view of 
human experiences in which humans, individually and socially, lead storied lives. People 
shape their daily lives by stories of who they and others are and they interpret their past 
in terms of their stories. Story, in the current idiom is a portal through which a person 
enters the world and by which their experience of the world is interpreted and made 
personally meaningful. Viewed this way, narrative is the phenomenon studied in inquiry. 
Narrative inquiry, the study of experience as story, then, is first and foremost a way of 
thinking about experience. Narrative inquiry as a methodology entails a view of the 
phenomenon. To use narrative inquiry methodology is to adapt a particular narrative view 
of experience as phenomena under study. (p. 47) 
 

Connelly and Clandinin (1990, p. 4) further say of stories and people:  "People by nature lead 
storied lives and tell stories of those lives, whereas narrative researchers describe such lives, 
collect and tell stories of them and write narratives of experience."  Through the transaction of 
learning from each other, the researcher and participant can begin to understand specific 
experiences within the context of stories told and retold in community. New understandings 
about the content and context of a situation can begin to open up possible new imaginings for 
future stories to be lived.   



5 
 

       The teacher S. Walker and the educational researcher and teacher-trainer D. Walker 
continued their fifteen year marriage-long conversation on professionalism in education and 
simply extended the ongoing narrative to regular, almost daily discussions of S. Walker’s new 
experiences as an experienced English teacher from South Korea making the transition to her 
first year of teaching math in America at an inner-city school in Riverside, California.  In 
combination with narrative inquiry and systematic conversational analysis regarding the teaching 
situation, the teacher / researchers employed the Riverside Unified School District’s first and 
second semester Benchmark Assessments for Algebra I for 2009-2010.  It is through the lens of 
this narrative inquiry and discourse analysis that the raw data of the Benchmark Assessments for 
Algebra I are examined in this paper.    
       Building upon prior research on teacher expectations and enabling (empowering) care and a 
year of professional academic discussions on the issues surrounding the experience in last year’s 
paper, S. Walker and D. Walker argued that within the context of a mostly supportive 
professional environment, S. Walker’s (enabling) empowering care made the difference in 
raising her students’ test scores to a surprisingly significant degree, among the leading scores in 
the district in Algebra I.  The term empowering care was used in place of enabling care because 
the authors felt that enabling care could be too easily confused with the type of loose standard 
care provided in Hemmings’ (2006) discussion of disenabling care.   
       With encouragement from her principal and edification from a solid teacher-training 
program, S. Walker set out to implement empowering (enabling) care at Ramona High School in 
Riverside, California in the fall of 2009.  In the following sections of the paper, S. Walker and D. 
Walker will summarize the data results of the standardized tests and the conclusions drawn from 
the authors’ attributions for the success S. Walker encountered in her first year of teaching.  
Now, in this follow-up paper, those first year results will be compared to data from the second 
year to see if the initial success of empowering care could be sustained for a second season.     
 
Results   
 
       In the tables below comparisons are made between S. Walker’s students’ average (mean) 
scores for Algebra I versus those of both Ramona High School and the Riverside Unified School 
District (RUSD).  The first table presents comparisons between S. Walker’s students’ mean 
scores for two years compared to her school and district.  The second table presents comparisons 
between S. Walker’s students’ performance levels compared to RUSD for the last two years.  
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 Table 1.  RUSD Algebra I Average (Mean) Scores 2009 - 2010 & 2010-2011     
 
 2009 – 2010 school year 2010 – 2011 school year 
 Semester 1 Semester 2 Semester 1 Semester 2 

 
Ramona 
HS 

45.97% 
(N = 544) 

40.45%  
(N=470) 

44.9% 
(N=579) 

37.83% 
(N=552) 

 
RUSD 44.07% 

(N = 3708) 
39.43%  

(N=3186) 
42.17%  

(N=4597) 
39% 

(N=3049) 
 

S. Walker 52.89% 
(N= 96) 

46.01% 
(N=83) 

50.1% 
(N=101) 

49.84% 
(N=89) 

    
 
       In Table 1, the data clearly shows that S. Walker’s Algebra I students on average scored 
significantly higher than both their peers at Ramona High School and the Riverside Unified 
School District (RUSD) on the district’s first and second semester Benchmark Assessments for 
Algebra I for 2009-2010.   In the first semester, S. Walker’s students averaged 52.89% compared 
to 45.97% for Ramona High School and 44.07% RUSD overall, respectively, on the standardized 
assessment.  While S. Walker’s students scored lower in Semester 2 on average on the 
Benchmark Assessment for Algebra I, that trend carried throughout the district.  In Semester 2, 
S. Walker’s students once again scored significantly higher (46.01%) on the average when 
compared to students at Ramona High School (40.45%) and RUSD (39.43%) on the standardized 
exams.  In the 2010-2011 school year, the results are similar to the previous year.  In the first 
semester, S. Walker’s students produced a mean test result of 50.1% compared to 44.9% for 
Ramona High School overall and 42.17% for RUSD.  In the second semester, while all groups 
dropped in performance, the decline was much less for S. Walker’s students.  The gap even 
widened between the mean test scores for S. Walker’s students (49.84%), who scored on average 
10-12% higher than RUSD (39%) and Ramona High School (37.83).  Thus, S. Walker’s students 
consistently scored significantly higher than the students who studied Algebra I with her peer 
teachers both at Ramona High School and in the RUSD as a whole for both 2009-2010 and 
2010-2011 school years.  The results were successfully replicated from the previous year.        
 
Table  2.  Comparison of Student Performance Levels for RUSD Algebra I 2009-10 & 2010-11  
 
 S. Walker District 
Year 2009-2010 2010-2011 2009-2010 2010-2011 
Performance S1 S2 S3 S4 S1 S2 S3 S4 
Advanced   6%  0%   6%   2%   2%  0%   1%   0% 
Proficient 27% 28% 24% 26% 15%  8% 12%   8% 
Basic 45% 33% 38% 39% 37% 34% 33% 30% 
Below Basic 22% 28% 29% 30% 41% 45% 46% 47% 
Far  Below 
Basic 

  0% 12%   4%   2%   6% 13%   7% 14% 

Total 
Number 

96 83 101 89 3708 3186 4597 3049 
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         In Table 2 a comparison is made between S. Walker’s Algebra I student performance levels 
and those for RUSD, based on the RUSD Benchmark Assessment for both semesters of both the 
2009-2010 and 2010-2011school years.  Succinctly stated, a significantly greater proportion of S. 
Walker’s students were classified as Advanced or Proficient, based on the standardized 
assessment, than the proportion of students qualifying in those categories for the entire district.  
In fact, S. Walker had either significantly more or the same percentage of Advanced students (6-
2%, 0-0%, 6-1%, and 2-0%) and nearly double and sometimes triple the proportion of Proficient 
students  (27-15%, 28-8%, 24-12%, and 26-8%) compared to those found throughout the district.  
Equally important, on the other side of the spectrum, the data reveals that S. Walker had only 
around half the proportion (22-41%, 28-45%, 29-46%, and 30-47%) of students whose 
standardized scores classified their performance as Below Basic, again, according to district 
results.   Moreover, S. Walker never had a higher percentage and often held a much lower 
proportion of students deemed Far Below Basic (0-6%, 12-13%, 4-7%, and 2-14%) compared to 
the district.  Thus, Table 2 results clearly illustrate that S. Walker’s consistently had more high 
performing students (Advanced and Proficient) and far fewer low performing students (below 
basic and far below basic).  Comparable performance data was not available for a teacher 
breakdown at Ramona High School but given the rest of the statistical data it is unlikely that the 
results would be significantly different from the previous comparisons made here.           
 
Discussion 
 
       As we stated in last year’s paper, the data clearly demonstrates that S. Walker by all 
standardized test measures had a very successful first year experience of teaching math at 
Ramona High School in Riverside, California.  Succinctly stated, S. Walker’s students, on the 
average, scored significantly higher than the school or district average.  Moreover, S. Walker had 
significantly more students classified as either Advanced or especially Proficient than most other 
teachers in her district, many with far more experience than her in teaching math in California.  
Equally impressive, S. Walker had significantly fewer students fall into the lower categories of 
performance known as Below Basic and Far Below Basic.  Furthermore, the data in the 
aforementioned tables also indicates that S. Walker was able to replicate her successful results 
from the previous year.  The data taken from both years strongly suggests that S. Walker was 
able to obtain better test results from her students in Algebra I than most of her peer teachers 
both at Ramona High School and in RUSD.    
       Frankly speaking, D. Walker the researcher and teacher-trainer and S. Walker the 
practitioner were quite pleasantly surprised by both the Benchmark Assessment standardized test 
results and by the way S. Walker’s students responded to her as a first year teacher at Ramona 
High School.  While S. Walker had previously taught English in South Korea for about five 
years and was not new to teaching, she had never previously taught in the United Stated before 
2009 nor had she taught math anywhere.  Thus, it was believed by both authors that S. Walker 
would have a steep learning curve in adjusting to American public schools, especially in an 
inner-city environment like Ramona High School in Riverside.   
       Originally, it was out of this concern for S. Walker’s professional development that 
prompted D. Walker as a researcher and teacher-trainer and S. Walker to embark upon this 
journey of narrative inquiry and conversation analysis as both working spouses and professional 
educators.  Throughout the 2009 – 2010 school year, S. Walker and D. Walker regularly 
discussed what the former was experiencing in the classroom in terms of adjusting to teaching 
load (5 classes of 35+ students each), bonding with faculty in her department, approaching her 
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classroom in a student-centered fashion, and handling the challenges of disciplinary issues.  
Despite her prior teaching experience, S. Walker seemed overwhelmed at first; there were many 
challenges to overcome.  Although S. Walker had received encouragement from her principal 
upon hiring and had bonded with peer faculty well, many challenges remained:  how to care for 
exceptional and struggling students with such large class sizes, how to make cultural adjustments 
to not only American public schools but also an inner city environment like Riverside, and how 
to handle students that frequently seemed resistant to new teachers at the school.   In fact, several 
of S. Walker’s colleagues had expressed the concern that a significant number of students at the 
school took pride in hazing new teachers and even occasionally trying to get rid of them.      
        Despite the many formidable challenges that lie ahead, S. Walker felt genuinely privileged 
to have the opportunity to build into the lives of young Americans and impart to them a difficult 
but important subject, math.  While there were, of course, many teaching strategies and math 
methods that S. Walker could not wait to try out on her students, what both D. Walker  and she 
agreed upon at a fundamental level was that ultimately teaching is relational.  Thus, the 
challenge as both S. Walker and D. Walker saw it was for her to connect with students on a 
personal level.  As the old cliché goes, “people won’t care what you know until they know you 
care.”  Therefore, no matter the classroom strategies, techniques, and materials employed, S. 
Walker decided to embark upon a course of imparting empowering care (based on “enabling 
care”) as discussed in the beginning of this paper.  Through many conversations in the personal 
narrative over the course of the school year and even the summer, S. Walker and D. Walker 
regularly discussed how this empowering care was being implemented and what the results were.  
Upon reflecting on the success of S. Walker in making a valuable contribution toward boosting 
test scores at her school and in her district, both S. Walker and D. Walker firmly concluded that 
implementing empowering care made the biggest difference in her teaching effectiveness.  Some 
of the keys or the main principles of the empowering care (See Table 3) employed and 
recommended by S. Walker will be explained further in this section of the paper. 
 
 
Table 3.  Keys to Empowering Care 
 
Personalized Instruction e.g.   Calling names early & showing interest in their lives & 

         families 
Practical Purpose e.g.  Connecting math success to personal goals & providing an 

         inspirational print rich environment  
 

Positive Feedback e.g.  Using stickers, holding pizza parties & providing fortune 
         brownies 

 
 
Personalized Instruction 
 
       Personalized instruction is the cornerstone to empowering care:  everything else comes from 
there.  Despite having inhibitingly large classes,  S. Walker took many proactive measures to 
personalize class instruction.  She learned all student names within the first two weeks of class 
and made it a point to call on students by name when asking questions.  S. Walker not only used 
student names in asking questions but did not easily give up on struggling students who were 
reluctant to answer questions, “Saying, I don’t know.”  Even when other students would say, 
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“Mrs. Walker, she said she didn’t know,” this teacher would hang in there and encourage the 
student with “You can do it” and wait for the student to respond who needed extra time.  While 
some students struggled and initially showed frustration, over time, they began to appreciate that 
S. Walker did not give up on them but kept high expectations for them, believing in them when 
they sometimes did not believe in themselves.   
        In addition, S. Walker took an interest in students’ personal lives and their families.  Even 
as an educational researcher and teacher-trainer believing in personalized instruction, D. Walker 
was often surprised during the conversations he had with S. Walker to the extent that S. Walker 
asked students about their families and personal lives.  Often, when a student would be 
struggling or misbehaving in class, usually a result of difficulty with the subject and feeling 
disconnected, S. Walker would ask the student, “How is your mother doing?”  Maybe she would 
ask, “How’s your daddy?”  Students would often be surprised, sometimes perplexed.  Not many 
teachers had ever asked them such questions before.  However, once they got over their initial 
shock, students might respond, “I haven’t seen my dad in a while” or perhaps indicate some 
other problem at home.  S. Walker would then try to comfort the student by saying something 
encouraging to them.  More importantly, S. Walker could now comprehend her student’s 
academic struggles or behavioral acting out a little more, and students came to understand that 
she genuinely cared about them as well.   
       One more example of personalized instruction in the interest of empowering care concerns 
S. Walker’s approach to grading.   Typically, most math teachers use Scantron sheets to grade 
quizzes and tests due to the time and energy-saving convenience involved.  While it is perfectly 
reasonable for math teachers to use the easier approach, S. Walker insisted in grading all of her 
quizzes and exams by hand, not even using teaching assistants which may have been provided to 
her.  More as her husband than as a researcher, D. Walker wondered why she did this.  
According to S. Walker, she felt it was necessary for her to use the exam results not only as an 
objective measure of progress but also as a means for understanding each student’s process.  
Exam errors enabled her to identify areas where she could intervene in their process and help her 
students improve.  In other words, if S. Walker did not personally grade the tests, she would feel 
less able to render the personalized process-based instruction and empowering care she felt 
would be necessary to optimize instruction and provide each student with the best learning 
context.   
 
Practical Purpose 
               
        S. Walker tried to build upon personalized instruction by providing purpose to students as a 
means for delivering empowering care.  One can certainly not assume that in an inner-city school 
such as Ramona High School in Riverside, California, where many students come from poor and 
broken homes, that motivation and purpose in math learning are automatic.  Neither is it easy for 
teachers to provide purpose for all students, especially with an abstract subject.  Nevertheless, S. 
Walker found it helpful to build upon her efforts to get to know each student and provide 
personalized instruction.  S. Walker’s knowledge of students could help her to inspire them to 
use success in Algebra I as a step towards reaching their goals.  One student who struggled, for 
instance, was interested in becoming a nurse.  S. Walker motivated him with purpose by pointing 
out that not only was Algebra I necessary to advance through the high school curriculum and go 
to college but also to nurse training as well.  Students, who may not necessarily enjoy math as a 
subject or even understand the purpose for taking it, can be more inspired to do well if they can 
see how success in the class will help them to achieve their personal goals.              



10 
 

       Practical purpose can be provided in pragmatic terms as the aforementioned examples 
illustrates.  However, it can also be inspired in a more idealistic sense in clearly and explicitly 
communicating to students that teacher expectations for them will remain high.  Frequently, S. 
Walker would provide inspirational message through video clips from motivational speakers 
such as former NCAA and NFL football coach Lou Holtz.  In a similar vein, she would also post 
inspiring print messages around the classroom, again, to keep expectations high and show 
students her belief in them.     
  
Positive Feedback 
 
       Providing positive feedback is an essential part of delivering empowering care to students.   
It all starts with providing purposeful praise.  S. Walker made it a point to lavish praise on 
students for giving correct answer or for trying their best.  Her verbal praise and encouragement 
empowered students to speak out in class more frequently and engage in the learning 
environment in a more personalized fashion.  In addition to verbal praise, S. Walker also 
encouraged students with affixing stickers to their quizzes and tests:  one sticker if they scored 
85% and two stickers for 90% or higher.  She often heard students enthusiastically asking each 
other, “Man, how many stickers did you get?”   
       Another mode of positive feedback in S. Walker’s class was food.  She fed her students both 
intellectually and physically.  Students received pizza parties as an incentive not simply for 
doing well on tests but for making a lot of effort in class.  In addition to the pizza parties, S. 
Walker gave her students “fortune brownies.”  Similar to a fortune cookie, S. Walker put small 
pieces of paper with inspiring messages into a foil which she used to wrap the brownies.  The 
messages were not really fortunes but positive messages to students such as “You are smarter 
than you think!”   S. Walker gave students these “fortunes” soon after starting the term (without 
the brownies) and just before taking exams with the brownies.  S. Walker observed that her 
students often kept these simple, complimentary messages of inspiration in their folders for many 
weeks after receiving them.  In fact, S. Walker often provided food to hungry students who 
frequently came to school without having eaten properly at home.  She commonly gave hungry 
students some healthy snacks.  Students came to realize that the pizza, brownies, and other 
snacks were being provided by their teacher at her own expense of time and energy, her 
expression of empowering care to them.           
 
Year 2:  Empowering Care v. Standardized Teaching   
      
       While S. Walker was able to achieve great pedagogical success with her students as both test 
results and many testimonies of her students would indicate, the story, unfortunately, does not 
have an entirely happy ending.  The teacher S. Walker and the teacher-trainer and professor D. 
Walker both contend that teaching is above all relational and contextual in nature.  While we 
both freely acknowledge that teaching a standards-based curriculum is important, it is of even 
greater importance to connect with students through the demonstration of empowering care 
towards them.  S. Walker was able to provide such empowering care to students because she 
drew upon past teaching  experiences and pedagogical research.  In her first year, her efforts 
were facilitated because she was fortunate enough to have a principal who encouraged her to 
develop her professionalism by showing empowering care to the students.  Such institutional 
support can be important if not vital for teachers in their efforts to provide their students with 
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empowering care.  Unfortunately, during S. Walker’s second year at Ramona High School, all 
that changed.   
       For reasons known only to the principal at Ramona High School, her attitude toward 
teachers shifted markedly toward an intensely focused effort to standardize instruction during the 
2010-2011 school year.  Concisely stated, popular teaching techniques such as employing “think-
ink pair-share,” using white boards and timers, and other favored gimmicks went from being 
suggested in previous years to mandated across the board for all classes and teachers regardless 
of subject or context in a one-size-fits-all fashion.  Even though S. Walker was having 
signifocant success with students as evidenced by test scores, student testimonials and class 
atmosphere, the principal’s observations of her classroom became more frequent and attitude 
toward her became much more adversarial in nature.  While S. Walker generally received  
positive classroom evaluations, any failure to employ the aforementioned techniques of 
instruction, favored by the principal, met with terse commentary and demands that the 
techniques be used regardless of context or subject matter.  Both S. Walker and D. Walker found 
her frequent classroom presence and insistence on using these techniques overbearing and 
counterproductive to the classroom environment as a whole.   
       While D. Walker has enjoyed success with “think-ink pair-share” in education, social 
sciences, and humanities classes, both S. Walker and D. Walker struggled to comprehend how 
this technique would make a significant difference in math.  The school principal, however, 
despite having no academic math background insisted summarily that the technique be used 
regardless.  In similar fashion, white boards became another bone of contention as S. Walker did 
not find their usage effective in her classes.  While AP students or those who are doing well 
might enjoy showing off their answers, many struggling students in S. Walker’s class, given the 
school culture of her students, were resistant to the idea.  Many would either hesitate to show 
their answers or scribble on the whiteboards.  S. Walker found the technique ineffective in her 
classroom though the principal insisted she use it.  Many teachers at Ramona, in fact, famously 
only used whiteboards when the principal came around.           
       Slavin (1989) and other researchers have cautioned against faddism in education and the 
unreflective and aetheoretical acceptance of teaching methods and techniques such as South 
Carolina’s PET program, based on Madeline Hunter’s work years ago.  Even when techniques 
such as using white boards or “think-ink pair-share”  hold value for some classrooms, it cannot 
be assumed that these techniques can be applied to every subject and every type of student 
population.  Some techniques such as using white boards would seem more likely to work with 
mainstream or advanced students who are eager to show their work and small class sizes where 
the boards can be easily and quickly checked.  However, in urban classrooms such as those at 
Ramona High School where students have a history of failure with a subject such as Algebra I, it 
may be more difficult and perhaps counterproductive to expect teachers to use white boards as 
much as they might elsewhere.  Similarly, “think-ink pair-share” usually seems to work well 
where ideas are being shared in response to readings as is common is social studies, humanities, 
and education classes.  Nevertheless, the pedagogical implications and practicality of this 
technique for math are less obvious.  One might easily see where a math teacher would not want 
to employ such techniques, especially upon the recommendation of a principal who has no math 
background or research data to support her insistence that these techniques be taught in every 
class at all times in one-size-fits-all fashion.   
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       Unfortunately for all parties, the once promising relationship between S.Walker and her 
principal soured as the principal acted in ways that were authoritarian and oppressive in terms of 
conducting frequent observations, insisting that all instruction be standardized throughout the 
school, and strangely forbidding the teacher’s participation in “out of state conferences” such as 
last year’s Hawaii Conference, even though this conference represented a good professional 
development opportunity for the teacher and a chance to make the school district look good as 
well.  Any attempts by S. Walker to conference with the principal and work out their differences  
was rebuffed.  When S. Walker discussed her test scores as evidence of the effectiveness of her 
classroom instruction, her principal told her point-blank, “test scores do not matter.”  S. Walker’s 
union representative informed her that, “Our district is different.  Student learning is not as 
important as compliance here.”  Even though S. Walker made some attempt to incorporate the 
techniques favored by the principal, however, and connected well with her students, the die had 
been cast.  Despite S. Walker’s outstanding two-year run of classroom success and love for 
students, both parties mutually agreed that S. Walker would not return to Ramona High School 
or RUSD for the 2011-2012 school year.          
 
Conclusion 
                  
       According to Wills and Sandholtz (2009), state-level test-based accountability can 
negatively impact classrooms and degrade teacher professionalism when the positive effort to 
teach a standards-based curriculum increasingly becomes confused with a misguided effort to 
implement an overly simplistic “one-size-fits-all” standardization of centralized curriculum.   
Classrooms can be negatively impacted and teacher professionalism degraded because teachers 
may not be allowed to make their own decisions concerning curriculum, teaching methods, and 
authentic assessments---including portfolios. The resulting highly rigid instructional approaches 
can limit students’ participation in their learning process, which also inhibits the quality of a 
student’s educational experience (Katz, 1999; McNeil, 1981). For instance, McNeil (1981) 
argued that the high school juniors in her article were not promoted to cultivate high level 
thinking in history classes: “the students sat in classes passively, very rarely voicing an opinion 
or asking a question, no research required” (p. 318).  She further pointed out that “all information 
in the course was reduced to lists of facts, brief descriptions, chronologies of presidents, laws and 
court decisions” (p. 317).  When centralized curriculum becomes required, class lectures tend to 
be tightly controlled by not encouraging students in “questioning their institutions” (p.317). 
Often, the teachers’ primary concern may deviate toward covering the materials without 
students’ interruption. 
       While one might argue that centralized curriculum and uniformity of instructional strategies 
help provide equal learning opportunities for students, scholars have found that teachers need to 
differentiate classroom teaching to support all students’ best learning (Katz,1999; Ladson-
Billings, 1997). Although teachers want to engage in more “student-centered instruction” 
(Cuban, 1993, p. 6) in their daily classroom teaching, rigid standardization of curriculum and 
instruction often drives teachers to mainly focus on student test performance.  Teachers working 
within such a professionally confined and rigid system may over-emphasize practicing test-
taking strategies, including “how to properly bubble in test answers, or how to eliminate wrong 
answers” (Wills & Sandholtz, 2009, p.1078).   
       As strong focus on accountability through high-stakes testing often creates teaching 
dilemmas through over-centralized emphasis on standardization of curriculum, teachers often 
become too limited in exercising academic freedom, an important part of the teaching profession. 
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Primarily due to the obligation of following the centralized curriculum, teaches can lose the 
autonomy necessary for creating instructional strategies to meet different students’ educational 
needs.  It is vital for teachers to value all different students’ educational needs and provide for 
them accordingly. Showing respect for the various cultures in class is a sign of teachers’ care, 
recognizing all students “as worthwhile individuals” (Phelan, Davidson, and Cao, 1992, p. 698). 
       In a more nurturing classroom environment, where empowering care is provided, students 
tend to engage more in class discussions and finish their class work more consistently because 
they feel that their teachers care about them.  However, overly-standardized test-driven 
instructional approaches often prohibit the opportunity for teachers to adequately consider 
diverse students’ educational needs simply because they feel obligated to use the canned-
materials from the departments following the pacing guides.   According to Phelan et al (1992), 
students want to be acknowledged as valuable individuals by their teachers. Students want their 
teachers “to recognize who they are, to listen to what they have to say, and to respect their 
efforts” (p. 696).  One student quoted in Phelan et. al. (1992) elaborated, 
 
          The class I’m getting an F in, he seems like he doesn’t really actually pay attention to            
          anybody in particular in class, it’s just a whole class, and this is math.....  So I don’t know             
          what he really actually means. He doesn’t look at me.... (p. 696) 
 
Thus, it is easy to see how perceived teacher indifference to individual student needs can result 
in disconnected relationships between students and teachers, which may be harmful to individual 
students.  In teacher-centered classrooms where teachers are pressured to get results on 
standardized tests, such disconnected relationships can easily form. When educators feel 
constrained and find difficulty being creative with their teaching practices because of the 
pressure to immediately raise test scores, students may be treated more like numbers than 
properly valued individual learners.   
       While understanding that state-level testing may be an important part of the assessment 
process, over-emphasis on centralization of a standardized curriculum for uniformity in test 
preparation in schools can create a negative impact on teacher practice and student learning.  
Consequently, students may be drilled to perform well on their standardized testing. Without 
recognizing an individual’s special circumstances such as lack of English proficiency and 
disciplinary behaviors, a hostile classroom atmosphere may be created between teachers and 
students. The underlying tension between teachers’ agendas and students’ needs often may 
inhibit teacher efforts to cultivate the kind of healthy relationships with students that can come 
from application of empowering care.  As administrators and policy makers try to reform schools 
by ensuring that standards are met, providing centralized curricula to promote students’ 
immediate learning outcomes with accountability in the form standardized tests represents an 
overreaction to problems in education.  In short, this type of ‘test-driven’ classroom instructions 
often does not serve the best interests of all students’ learning needs (Wills & Sandholtz, 2009). 
Rather, a system that encourages teacher professionalism and enables teacher to employ 
empowering care with their students does.     
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The effectiveness of empowering care from college English to high 
school math:  Student empowerment and achievement as measured by 
course evaluations and district-wide tests 
 
Deron Walker, Ph.D.  California Baptist University  
Soung Hwa Walker, Ramona High School Riverside, CA. 
 
Abstract: 
 
At last year’s Hawaii International Conference on Education, this paper’s authors chronicled a  
narrative account that described how a first-year teacher’s empowering care in her mathematics 
classes in an inner-city high school, located in Southern California, contributed to better student 
learning and helped raise district-wide test scores. The purpose of that paper, chronicled from a 
practitioner’s point of view, examined how teacher beliefs that “all students are capable of 
learning,” operationalized concretely in terms of empowering care, enabled students to  achieve 
impressive academic performances as measured by the district tests during the 2009-2010 school 
year.  Nevertheless, through  the experience of applying the research methodologies of narrative 
inquiry and conversation analysis to interpret the data collected in the first paper, the teacher-
researcher authors reached the conclusion that empowering care represents a powerful concept 
that can positively influence students’ academic success not only in math but in other subject 
areas as well. This year’s paper, then, represents not only a follow-up on the success story of 
that first-year math teacher, but also an expansion of the original theory applied to tertiary 
English education.  Thus, in this year’s paper, a university level English professor and a high 
school math teacher will discuss how they have used empowering care to teach first year English 
composition and Algebra I, respectively, with greater effectiveness, as evidenced by both 
university teaching evaluations and high school level district exam results.     
 
 
       When I teamed up with my wife, Sounghwa Walker, to undertake some naturalistic research 
based on her classroom experiences at Ramona High School’s in 2009-2010, I really had no idea 
just how applicable what she was doing in math education would be to my own work in English 
education.  In a very real sense, our collaborative journey really started during my wife’s   
master’s degree / teacher credential study at University of California Riverside (UCR),  where S. 
Walker explored research specifically focused on preparing teachers to meet the rather stringent 
challenges of state-level test-based accountability resulting from the No Child Left Behind 
(NCLB) Act.  One of S. Walker’s mentoring professors John Wills and his colleague Judith 
Haymore Sandholtz (2009) defined the basic tension that California public school teachers often 
face in the era of test-based accountability that may have a constraining impact upon their 
classrooms:  namely, the tension between teacher professionalism and centralized 
standardization of curriculum and instruction.    According to Wills and Sandholtz (2009), even 
in the most ideal educational settings, teachers must negotiate this tension between 
professionalism and standardization as school administrations increasingly believe that 
“uniformity [of goals, curriculum, teaching methods, and assessment] offers the most 
straightforward way of providing equality of educational opportunity”  (p. 1069).  As opposed to 
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systems where teachers make decisions at the classroom level, a standardized approach seeks to 
centralize efforts to reform curriculum and instruction with pacing guides and collaborative 
efforts at departmental meetings to unify content.  The overall goal would be to ensure that 
content taught in all classes matches the substance of state and local tests and that students who 
move from one school to another would be taught the same content.   
       Meanwhile, teachers are trying to employ an individualized pedagogical approach based on 
professionalism that emphasizes their own expertise and judgment to make decisions at the 
classroom level that are relevant to their own diverse and unique classroom environments.  Wills 
and Sandholtz (2009) reported that this professionalism has defining characteristics “based on 
theory, mastery of knowledge base through extended specialized training, a high degree of 
autonomy in performing tasks, and a code of ethics that guides behavior” (p. 1067).  It is 
important for teachers to be able to apply their own theoretical knowledge in classroom practice 
in an autonomous manner because of the rich diversity in their classrooms and uniqueness of 
each environment and the challenges it presents that “preclude formulaic solutions” (National 
Board for Professional Teaching Standards [NBPTS], 1996; Wills & Sandholtz, 2009).  
Essentially, teachers must be somewhat freely permitted to draw upon their own specialized 
knowledge and use their professional judgment to determine how to meet the rich diversity of 
their students’ needs concerning what and how to teach because research has identified teacher 
expertise as the most important factor in determining student achievement (Darling-Hammond, 
2000; NCTAF, 1996; Wills & Sandholtz, 2009).  Teachers impact student performance more 
powerfully than program variables (Hawley & Rosenholtz, 1985; Wills & Sandholtz, 2009).    
       In a similar vein, an overly centralized or standardized approach tends to “emphasize 
transmission of information,” where “knowledge is considered to be a fixed body of information 
that is transferred from teacher or text to the student” (Good & Brophy, 1994).  The teacher, 
then, becomes more manager than facilitator while classroom instruction grows more teacher-
centered as opposed to student-centered and increasingly didactic rather than interactive.  Thus, 
Wills and Sandholtz recommended a new type of professionalism which they called “constrained 
professionalism” that attempts to balance the needs of implementing a standards-based 
curriculum without reducing teacher effectiveness and demoralizing teachers by undermining 
their professionalism and encroaching upon their autonomy with an overly hierarchical and 
centralized standardization (one-size-fits-all approach) to curriculum and instruction.   
       This aforementioned tension between teacher professionalism and standardization of 
instruction was something I had been dealing with for years at a variety of tertiary institutions in 
America and South Korea.  It was a tension my wife would be confronted with in a very personal 
way at Ramona High School in math education.   For the purposes of this paper, while pressures 
toward standardization were present, at least in her first year, S. Walker enjoyed a reasonable 
amount of opportunity to cultivate her professionalism and exercise a sound degree of autonomy 
in her classroom.  This room that her principal graciously provided her within the curriculum, 
even as a new teacher, to exercise autonomy within constrained professionalism by applying the 
standards and receiving collaborative departmental support combined with freedom to make 
alterations to materials and methods to make them her own allowed S. Walker to implement 
empowering care with her students and enjoy remarkable success as a first year teacher in the 
American public school system.  While I have also felt this institutional press at my university, I 
still have maintained enough academic freedom that allows me to successfully navigate a culture 
of nurturing compassionate educators focused on teaching and ministering to students so that I 
have been able to implement a similar system of empowering care of my own.  Incorporating 
empowering care into my personalized English writing instruction has enabled me to more 
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effectively facilitate the growth of college level writers during those formative freshman 
semesters of writing instruction.      
       Building upon the work of Annette Hemmings (2006), enabling care may be defined as the 
ideals associated with a “communitarian moral order” (p. 139) that fosters a sense of community 
and the type of individual character that encourages school actors to ‘respect one another, treat 
each other as equals, but never stray too far from the idea that they are first and foremost a class, 
a community of learning’” (Rosario, 2000, p 30).   Hemmings (2006) contrasted the concepts of 
“enabling” and “disenabling care”  at the urban Central High School whose students were 81% 
Black with most living in poverty (p. 139).  Some acts of enabling care included a “huge dose of 
TLC” --- tender loving care ---- put in concrete forms such as calling parents, tracking down 
absent students, counseling troubled kids, and even providing clothes, transportation and other 
physical needs as well.  As one staffer told the author, “We hug ‘em, not slug ‘em”  (p. 141).   
       Ironically, the same school staff that provided such enabling care also provided disenabling 
care simultaneously in many cases by watering down classroom standards for achievement and 
proper behavior that suggested to students that the school “did not care about the students as 
capable learners” (Hemmings, 2006, p. 141).  Most teachers at the high school greatly reduced 
the sources of knowledge for students, just taught from the textbook, even then eliminating 
massive portions of content, and resorted to mundane methods such as fill-in-the-blanks 
worksheets, rote memorization and answering questions from the back of the book.  Moreover, 
such teachers often held minimal standards for their students and allowed students to socialize, 
laugh out loud or put their heads down during class time.  One teacher explained her “loose 
standards” were needed to make the classroom “as pleasant as possible” so students would not 
drop out of school.  In her own words, “ 
 
        I used to feel guilty about the loose standards but then I came to the realization that these  
        kids, you know, the kids in the neighborhood won’t come unless you make things as  
        pleasant as possible.  Parents don’t push them so if kids come it’s because they want to  
        (p. 142).   
 
It is somewhat understandable that this faculty member tried hard to keep the students happy and 
in school given the high dropout among minorities, especially when they feel discriminated 
against ----- as many of these students clearly did.  Nevertheless, loosening up standards was not 
an appropriate approach in this context to say the least.  Even students themselves complained 
about it.  As student advocate Amber explained, 
 
        They try to be cool with the kids so that classes are comfortable.  They get buddy, buddy 
        and lower the standards so that classes are a joke.  Even advanced placement classes are a  
        joke.   They have pretty much written kids off even though they’ll tell you they haven’t.  
        Kids know what is going on and it really bothers them.  They don’t like being treated like  
        that.   (p. 142)   
 
Amber even went so far as to try and petition the school insisting that lax teachers do a more 
professional job.  Thus, the students themselves wanted a high degree of professionalism from 
teachers, student-centered instruction and a rigorous curriculum that would make them proud.    
       A long line of educational research, in fact, has delineated how structural forces, school-
level practices and students’ responses to the aforementioned have all contributed to systematic 
passdown of privilege to white and wealthy children and disadvantage to impoverished children, 
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especially those of color (Bordieu and Passeron, 1990; Bowles & Gints, 1976; Fordham, 1996; 
Fordham & Ogbu, 1986; MacLeod, 1995; Oakes, 1985; Ogbu, 1978; Rist, 1970; Roscigno, 1998; 
Rosenthal & Jacobsen, 1968; Solomon, 1992; Willis, 1977).  Nevertheless, much of the prior 
work on institutionalized patterns of perpetuating disadvantage for minorities and poor students 
has centered on lower teacher expectations that have contributed to a tragic “self-fulfilling 
prophecy” where student self-esteem and self-efficacy have been damaged, contributing  to 
reduced motivation.  In response, teachers have often given less challenging school work 
(Farkas, 1996; Farkas et al, 1990) as was true at Central High in Hemmings’ study (2006).  
Diamond, Randolph, and Spillane (2004) reported that this leveling of school-based expectations 
for certain minority or low income students is rooted in institutional hierarchy and can become 
“embedded” in schools.  These authors also argued that these low expectations could be 
mediated if school leaders engaged in practices designed to increase student responsibility for 
student learning. 
 
Method 
 
       For the purposes of this paper, Soung Hwa Walker (S. Walker), math teacher at Ramona 
High School, and her husband Deron Walker (D. Walker), associate professor of Modern 
Languages and Literature and teacher-trainer at California Baptist University, both in Riverside, 
California, employed a qualitative, case study approach, utilizing the method of narrative 
inquiry, to analyze S. Walker’s success in raising student achievement, as measured by test 
scores, in her first year two years of American school teaching at Ramona High School in 
Riverside, California.  Inspired by S. Walker’s success, the researchers also decided to examine 
the last two years of D. Walker’s freshman writing instruction at California Baptist University as 
both teacher-researchers believed that commonalities would be found in the empowering care 
employed in the classroom instruction despite dealing with very different subjects (English and 
math) at diverse levels (high school and university).  Connelly and Clandinin (2006) described 
the use of narrative inquiry succinctly: 
 

Arguments for the development and use of narrative inquiry come out of a view of 
human experiences in which humans, individually and socially, lead storied lives. People 
shape their daily lives by stories of who they and others are and they interpret their past 
in terms of their stories. Story, in the current idiom is a portal through which a person 
enters the world and by which their experience of the world is interpreted and made 
personally meaningful. Viewed this way, narrative is the phenomenon studied in inquiry. 
Narrative inquiry, the study of experience as story, then, is first and foremost a way of 
thinking about experience. Narrative inquiry as a methodology entails a view of the 
phenomenon. To use narrative inquiry methodology is to adapt a particular narrative view 
of experience as phenomena under study. (p. 47) 
 

Connelly and Clandinin (1990, p. 4) further say of stories and people:  "People by nature lead 
storied lives and tell stories of those lives, whereas narrative researchers describe such lives, 
collect and tell stories of them and write narratives of experience."  Through the transaction of 
learning from each other, the researcher and participant can begin to understand specific 
experiences within the context of stories told and retold in community. New understandings 
about the content and context of a situation can begin to open up possible new imaginings for 
future stories to be lived.   
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       The teacher S. Walker and the educational researcher and writing instructor D. Walker 
continued their fifteen year marriage-long conversation on professionalism in education and 
simply extended the ongoing narrative to regular, almost daily discussions of S. Walker’s new 
experiences as an experienced English teacher from South Korea making the transition to her 
first year of teaching math in America at an inner-city school in Riverside, California.  
Comparisons were then often made to D. Walker’s English writing classes as both teachers 
shared similar teaching philosophies regarding empowering care and the need for personalized 
instruction that is both relational and contextual no matter the subject or level of instruction.  In 
combination with narrative inquiry and systematic conversational analysis regarding the teaching 
situation, the teacher / researchers employed the Riverside Unified School District’s first and 
second semester Benchmark Assessments for Algebra I for school years 2009-2010 to measure 
S. Walker’s classroom success.  For D. Walker at California Baptist University success was 
measured more by student evaluations.   
       Building upon prior research on teacher expectations and enabling (empowering) care and 
two years of professional academic discussions on the issues surrounding the experience, S. 
Walker and D. Walker will argue that S. Walker’s (enabling) empowering care made the 
difference in raising her students’ test scores to a surprisingly significant degree, among the 
leading scores in the district in Algebra I.  They will also argue that a similar empowering care- 
oriented pedagogy proved equally successful in D. Walker’s freshman English composition 
university classes.  The term empowering care will be used in place of enabling care because the 
authors feel that enabling care can be too easily confused with the type of loose standard care 
provided in Hemmings’ (2006) discussion of disenabling care.   
       With initial encouragement from her principal and edification from a solid teacher-training 
program, S. Walker set out to implement empowering (enabling) care at Ramona High School in 
Riverside, California in the fall of 2009.  In the following sections of the paper, S. Walker and D. 
Walker will summarize the data results of two years of standardized tests and the conclusions 
drawn from the authors’ attributions for the success S. Walker encountered in her teaching.  The 
narrative inquiry and conversations between S. Walker and D. Walker revealed that both 
instructors were using empowering care as a key focus in their classrooms.  Since at California 
Baptist University student evaluations are the key measure of teaching effectiveness, two years 
of teaching evaluations will be analyzed to determine the effectiveness of empowering care in D. 
Walker’s CBU freshman English writing classes.   
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Results   
 
Table 1.  RUSD Algebra I Average (Mean) Scores 2009 - 2010 & 2010-2011     
 
 2009 – 2010 school year 2010 – 2011 school year 
 Semester 1 Semester 2 Semester 1 Semester 2 

 
Ramona 
HS 

45.97% 
(N = 544) 

40.45%  
(N=470) 

44.9% 
(N=579) 

37.83% 
(N=552) 

 
RUSD 44.07% 

(N = 3708) 
39.43%  

(N=3186) 
42.17%  

(N=4597) 
39% 

(N=3049) 
 

S. Walker 52.89% 
(N= 96) 

46.01% 
(N=83) 

50.1% 
(N=101) 

49.84% 
(N=89) 

    
 
       In Table 1, the data clearly shows that S. Walker’s Algebra I students on average scored 
significantly higher than both their peers at Ramona High School and the Riverside Unified 
School District (RUSD) on the district’s first and second semester Benchmark Assessments for 
Algebra I for 2009-2010.   In the first semester, S. Walker’s students averaged 52.89% compared 
to 45.97% for Ramona High School and 44.07% RUSD overall, respectively, on the standardized 
assessment.  While S. Walker’s students scored lower in Semester 2 on average on the 
Benchmark Assessment for Algebra I, that trend carried throughout the district.  In Semester 2, 
S. Walker’s students once again scored significantly higher (46.01%) on the average when 
compared to students at Ramona High School (40.45%) and RUSD (39.43%) on the standardized 
exams.  In the 2010-2011 school year, the results were similar to the previous year.  In the first 
semester, S. Walker’s students produced a mean test result of 50.1% compared to 44.9% for 
Ramona High School overall and 42.17% for RUSD.  In the second semester, while all groups 
dropped in performance, the decline was much less for S. Walker’s students.  The gap even 
widened between the mean test scores for S. Walker’s students (49.84%), who scored on average 
10-12% higher than RUSD (39%) and Ramona High School (37.83).  Thus, S. Walker’s students 
consistently scored significantly higher than the students who studied Algebra I with her peer 
teachers both at Ramona High School and in the RUSD as a whole for both 2009-2010 and 
2010-2011 school years.  The results were successfully replicated from the previous year.        
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Table  2.  Comparison of Student Performance Levels for RUSD Algebra I 2009-10 & 2010-11  
 
 S. Walker District 
Year 2009-2010 2010-2011 2009-2010 2010-2011 
Performance S1 S2 S3 S4 S1 S2 S3 S4 
Advanced   6%  0%   6%   2%   2%  0%   1%   0% 
Proficient 27% 28% 24% 26% 15%  8% 12%   8% 
Basic 45% 33% 38% 39% 37% 34% 33% 30% 
Below Basic 22% 28% 29% 30% 41% 45% 46% 47% 
Far  Below 
Basic 

  0% 12%   4%   2%   6% 13%   7% 14% 

Total 
Number 

96 83 101 89 3708 3186 4597 3049 

 
         In Table 2 a comparison was made between S. Walker’s Algebra I student performance 
levels and those for RUSD, based on the RUSD Benchmark Assessment for both semesters of 
both the 2009-2010 and 2010-2011school years.  Succinctly stated, a significantly greater 
proportion of S. Walker’s students were classified as Advanced or Proficient, based on the 
standardized assessment, than the proportion of students qualifying in those categories for the 
entire district.  In fact, S. Walker had either significantly more or the same percentage of 
Advanced students (6-2%, 0-0%, 6-1%, and 2-0%) and nearly double and sometimes triple the 
proportion of Proficient students  (27-15%, 28-8%, 24-12%, and 26-8%) compared to those 
found throughout the district.  Equally important, on the other side of the spectrum, the data 
reveals that S. Walker had only around half the proportion (22-41%, 28-45%, 29-46%, and 30-
47%) of students whose standardized scores classified their performance as Below Basic, again, 
according to district results.   Moreover, S. Walker never had a higher percentage and often held 
a much lower proportion of students deemed Far Below Basic (0-6%, 12-13%, 4-7%, and 2-
14%) compared to the district.  Thus, Table 2 results clearly illustrate that S. Walker’s 
consistently had more high performing students (Advanced and Proficient) and far fewer low 
performing students (below basic and far below basic).  Comparable performance data was not 
available for a teacher breakdown at Ramona High School but given the rest of the statistical 
data it is unlikely that the results would be significantly different from the previous comparisons 
made here.    
        In terms of D. Walker’s course evaluations, student evaluations are the primary indicator of 
teaching excellence used at California Baptist University though colleague observations, 
materials created, colleague evaluations, and other measures may be considered as well, albeit to 
a lesser degree and extent.  Every semester, students fill out a fourteen question survey about 
their course instructors ranging from whether or not course objectives were clearly stated (Q#1) 
to how helpful a professor is outside of class (Q#9) and on feedback (Q #10), to how students 
rate the overall course instruction (Q#14).  Please see Appendix A for full list of questions 
surveyed on the course evaluations.  Students rate their professors on these 14 questions using a 
5 point scale where “5” = Excellent; “4” = Good; “3” = Adequate; “2” = Needs improvement; 
“1” = Very poor.  The results of D. Walker’s course valuations in all freshman writing courses he 
taught for both the 2009-2010 and 2010-2011 school years are presented as follows in Table 3.   
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Table 3   D. Walker’s CBU Course Evaluations for Freshman Writing Average (Mean) Scores 
2009 - 2010 & 2010-2011     
 
 

Response SP 
2010 
113D  

SP 10 
113F 

SU 10 
113 AE 

FA 10 
103H  

FA 10 
113E 

FA 10 
113R  

SP 10 
113A 

SP 10 
113D 

SP10 
113G 

SP 10 
113H 

“5” 56.3% 76.8% 65.8% 71.3% 73.7% 68.1% 57.1% 61.9% 67.3% 65.8% 
“4” 32.4% 21.4% 29.7% 24.6% 21.8% 29.0% 32.8% 35.3% 26.3% 28.9% 
“3” 8.6% 1.8% 4.5% 3.6% 4.1% 2.5% 9.2% 2.4% 4.8% 4.9% 
“2” 2.7% 0.0% 0.0% 0.6% 0.4% 0.4% 0.8% 0.4% 1.6% 0.4% 
“1” 0.0% 0.0% 0.0% 0.0% 0.0% 0.0% 0.0% 0.0% 0.0% 0.0% 
Total 4s 
& 5s 

88.7% 98.2% 95.5% 95.9% 95.5% 97.1% 89.9% 97.2% 93.6% 94.7%

# 
Students 

16 12 8 12 19 17 17 18 18 19 

 
 
       In Table 3, the data clearly demonstrates that the student evaluations of D. Walker’s 
teaching ranked consistently high.  The total number of 4s and 5s, the most important indicator 
of teaching effectiveness from the CBU administration point of view, never fell below 88.7% 
(“good”) and only twice scored less than 90% (excellent) of 10 sample classes.  In fact, for 7 of 
the 10 sample classes, the approval rating ranked over 95% (“superior”).   The number of “5” 
excellent scores ranged from a low of 56.3% to a high of 76.8%, between one-half and three-
fourths of the students surveyed.  On the other end of the spectrum, the number of “1” responses 
(“very poor”) was zero out of 156 students sampled on 14 questions, a total of 2184 total survey 
responses.   Rarely were “poor” ratings invoked, most usually fewer than 1% and never more 
than 3%.     
       In Table 4, some of the most common individual comments were recorded (See Appendix 
B).  Comments were enumerated by what students specifically said in their comments as follows:   
 
Table 4   Most Frequent Student Comments on D. Walker’s Teaching Evaluations for Freshman 
Writing 2009-2010 & 2010-2011 
 
Comment Frequency 
Learned a lot / skills improved 13 
Enjoyed class / fun / engaging 13 
Professor helpful   13 
Professor motivating / encouraging   7 
“Growth provoking”   6 
Professor provides constructive criticism / feedback   5 
Professor heart / love / grace    5 
Professor knowledgeable / wise    4 
Critical thinking promoted   3 
Bad time management    3 
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       The most frequently specifically reported spontaneous comment from the 43 students who 
made explicit comments was offered 13 times.  Students indicated that they “learned a lot” or 
“improved their (writing) skills” a total of 13 times.  The same number of students also indicated 
that the professor was “helpful” and that class was “enjoyable,” “fun” or “engaging.”   These 
categories were reported on nearly twice as much as any other.  The next most frequent 
comments were that the professor was “motivating” or “encouraging” (7), the class or professor 
helped students with their “growth” (6) and that the professor provided constructive criticism or 
effective feedback (5).  Other comments were about personal attributes of the professor such as  
his “heart,” love (for class / students), and “grace” (4) and wisdom / knowledge (4).  Finally 
three students remarked the class provided good critical thinking / reflection opportunity.  The 
only repeated negative response involved the professor not being good at time management (3).   
 
Discussion 
 
       Going back to math, the RUSD standardized test data clearly demonstrates that S. Walker by 
all standardized test measures had a very successful first year experience of teaching math at 
Ramona High School in Riverside, California.  Succinctly stated, S. Walker’s students, on the 
average, scored significantly higher than the school or district average.  Moreover, S. Walker had 
significantly more students classified as either Advanced or especially Proficient than most other 
teachers in her district, many with far more experience than her in teaching math in California.  
Equally impressive, S. Walker had significantly fewer students fall into the lower categories of 
performance known as Below Basic and Far Below Basic.   
       Frankly speaking, D. Walker the researcher and teacher-trainer and S. Walker the 
practitioner were quite surprised by both the Benchmark Assessment standardized test results 
and by the way S. Walker’s students responded to her as a first year teacher at Ramona High 
School.  While S. Walker had previously taught English in South Korea for about five years and 
was not new to teaching, she had never previously taught in the United Stated before 2009 nor 
had she taught math anywhere.  Thus, it was believed by both authors that S. Walker would have 
a steep learning curve in adjusting to American public schools, especially in an inner-city 
environment like Ramona High School in Riverside.   
       It was out of this concern for S. Walker’s professional development that prompted D. 
Walker as a researcher and teacher-trainer and S. Walker to embark upon this journey of 
narrative inquiry and conversation analysis as both working spouses and professional educators.  
Throughout the 2009 – 2010 school year, S. Walker and D. Walker regularly discussed what the 
former was experiencing in the classroom in terms of adjusting to teaching load (5 classes of 35+ 
students each), bonding with faculty in her department, approaching her classroom in a student-
centered fashion, and handling the challenges of disciplinary issues.  Despite her prior teaching 
experience, S. Walker seemed overwhelmed at first; there were many challenges to overcome.  
Although S. Walker had received encouragement from her principal upon hiring and had bonded 
with peer faculty well, many challenges remained:  how to care for exceptional and struggling 
students with such large class sizes, how to make cultural adjustments to not only American 
public schools but also an inner city environment like Riverside, and how to handle students that 
frequently seemed resistant to new teachers at the school.   In fact, several of S. Walker’s 
colleagues had expressed the concern that a significant number of students at the school took 
pride in hazing new teachers and even occasionally trying to get rid of them.      
        Despite the many formidable challenges that lie ahead, S. Walker felt genuinely privileged 
to have the opportunity to build into the lives of young Americans and impart to them a difficult 
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but important subject, math.  While there were, of course, many teaching strategies and math 
methods that S. Walker could not wait to try out on her students, what both D. Walker  and she 
agreed upon at a fundamental level was that ultimately teaching is relational.  Thus, the 
challenge as both S. Walker and D. Walker saw it was for her to connect with students on a 
personal level.  As the old cliché goes, “people won’t care what you know until they know you 
care.”  Therefore, no matter the classroom strategies, techniques, and materials employed, S. 
Walker decided to embark upon a course of imparting empowering care (based on “enabling 
care”) as discussed in the beginning of this paper.  Through many conversations in the personal 
narrative over the course of the school year and even the summer, S. Walker and D. Walker 
regularly discussed how this empowering care was being implemented and what the results were.  
Upon reflecting on the success of S. Walker in making a valuable contribution toward boosting 
test scores at her school and in her district, both S. Walker and D. Walker firmly concluded that 
implementing empowering care made the biggest difference in her teaching effectiveness.  Some 
of the keys or the main principles of the empowering care (See Table 5) employed and 
recommended by S. Walker will be explained further in this section of the paper.   
       In English composition classes, D. Walker’s instruction was rated very well by students as 
the instruction in most of the classes he taught in the past two years was rated “excellent” (> 90% 
4s & 5s) or even “superior” (>95% 4s & 5s), rarely as merely “good” (between 85 – 89% 4s & 
5s), and never “unacceptable (<85% 4s & 5s).  Typically, about 2/3 of student responses were 
“5” “excellent.”  Even though the results were very good, this rating system is actually somewhat 
misleading as the CBU administration does not consider the “3” response to be “adequate” at all 
but views it as a substandard rating.  Furthermore, on these course evaluations only 4s and 5s are 
considered “good” and “excellent” ratings, respectively, from the university administration’s 
point of view.  These course evaluations are taken very seriously by the university administration 
as the leading and nearly sole indicator of teaching success in the classroom, strongly influencing 
both retention and promotion.  In the stated tenure formula for instance, the administration rates 
“teaching” as 60% of the stated formula while 20% is devoted to “research”  and 20% to 
“service.”  In actuality, most professors feel like teaching is really even more than 60% of the 
university administration’s emphasis.   
       While it may be somewhat problematic to place such a strong emphasis on the student 
evaluations of teaching as the primary means of teaching effectiveness, it may be equally argued 
that this emphasis is not entirely misplaced.  A substantial body of research exists suggesting that 
developing rapport and liking both students and student writing (Corbett, 1991; Elbow, 2000; 
Murray, 2004) strongly correlate with teacher effectiveness in English writing classes.  
Moreover, the specific student comments that were spontaneously offered on the evaluation 
appear to support the idea that the numerical ratings on the evaluations more accurately represent 
the positive outcomes of empowering care rather than simply students rewarding an “easy 
teacher.”   At the top of the list was the comment “learned a lot” or “skills improved,” which 
appeared as much as any other (13).  Some even commented that the class challenged them.  
Moreover, the tendency for students to praise the student for being “helpful” (13) and 
“encouraging” (7) might also suggest that the freshman writing course was not too easy for them.  
While many noted it was easier than other classes, often more than half of students reported 
needing to work “more extensively” on this class than courses.  Other comments praising 
“constructive criticism and feedback” (5), “professor knowledge” (4) and “critical thinking 
skills” (3) as important also suggest that rigorous writing instruction was taking place.  Both S. 
Walker and D. Walker in their conversations firmly believed that the standardized tests for S. 
Walker’s secondary math students and the teaching evaluations from D. Walker’ freshman 
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writing classes were suggesting that the empowering care they were employing in their classes 
was indeed helping students to improve their skills in these respective subjects and grow as 
students.  In the next section, S. Walker and D. Walker will discuss specifically the main 
elements used in their employment of empowering care in their classroom pedagogy as follows 
in Table 5:        
 
Table 5.  Keys to Empowering Care 
 
Personalized Instruction e.g.   Calling names early & showing interest in their lives & 

         families 
Practical Purpose e.g.  Connecting math success to personal goals & providing an 

         inspirational print rich environment  
 

Positive Feedback e.g.  Using stickers, holding pizza parties & providing fortune 
         brownies 

 
 
Personalized Instruction 
 
Math 
 
       Personalized instruction is the cornerstone to empowering care:  everything else comes from 
there.  Despite having inhibitingly large classes,  S. Walker took many proactive measures to 
personalize class instruction.  She learned all student names within the first two weeks of class 
and made it a point to call on students by name when asking questions.  S. Walker not only used 
student names in asking questions but did not easily give up on struggling students who were 
reluctant to answer questions, “Saying, I don’t know.”  Even when other students would say, 
“Mrs. Walker, she said she didn’t know,” this teacher would hang in there and encourage the 
student with “You can do it” and wait for the student to respond who needed extra time.  While 
some students struggled and initially showed frustration, over time, they began to appreciate that 
S. Walker did not give up on them but kept high expectations for them, believing in them when 
they sometimes did not believe in themselves.   
        In addition, S. Walker took an interest in students’ personal lives and their families.  Even 
as an educational researcher and teacher-trainer believing in personalized instruction, D. Walker 
was often surprised during the conversations he had with S. Walker to the extent that S. Walker 
asked students about their families and personal lives.  Often, when a student would be 
struggling or misbehaving in class, usually a result of difficulty with the subject and feeling 
disconnected, S. Walker would ask the student, “How is your mother doing?”  Maybe she would 
ask, “How’s your daddy?”  Students would often be surprised, sometimes perplexed.  Not many 
teachers had ever asked them such questions before.  However, once they got over their initial 
shock, students might respond, “I haven’t seen my dad in a while” or perhaps indicate some 
other problem at home.  S. Walker would then try to comfort the student by saying something 
encouraging to them.  More importantly, S. Walker could now comprehend her student’s 
academic struggles or behavioral acting out a little more, and students came to understand that 
she genuinely cared about them as well.   
       One more example of personalized instruction in the interest of empowering care concerns 
S. Walker’s approach to grading.   Typically, most math teachers use Scantron sheets to grade 
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quizzes and tests due to the time and energy-saving convenience involved.  While it is perfectly 
reasonable for math teachers to use the easier approach, S. Walker insisted in grading all of her 
quizzes and exams by hand, not even using teaching assistants which may have been provided to 
her.  More as her husband than as a researcher, D. Walker wondered why she did this.  
According to S. Walker, she felt it was necessary for her to use the exam results not only as an 
objective measure of progress but also as a means for understanding each student’s process.  
Exam errors enabled her to identify areas where she could intervene in their process and help her 
students improve.  In other words, if S. Walker did not personally grade the tests, she would feel 
less able to render the personalized process-based instruction and empowering care she felt 
would be necessary to optimize instruction and provide each student with the best learning 
context.    
 
English  
 
       In English writing, D. Walker would also get to know students by name right away.  On the 
first day of class D. Walker would take time to use an ice breaker activity “Getting to Know 
You” to begin to establish a “Christian-academic-discourse community” and help lay the 
groundwork for future teacher conferencing and peer review activities that would increasingly 
personalize the writing instruction, help students to internalize writing conventions and aid them 
to develop a greater sense of audience than they would get by simply turning in their essays work 
to their teachers.  Another way that D. Walker would personalize writing instruction would be to 
take different steps to ensure the writing process was individualized for each writer.  This 
included allowing a maximum amount of flexibility into writing prompts and providing generous 
amounts of feedback to students not only on formal essays but also on journal assignments in the 
prewriting stages of a unit.  Later, during the revision stages, instruction would become highly 
personalized with peer review activities and teacher conferences at least twice per semester, once 
early on to get to know them and another time later on to assist them with their hardest 
assignment.  Often, more conferencing would be encouraged for struggling writers.      
       Naturally, teacher conferences, peer response activities and feedback on papers allow 
teachers to give very good feedback to students and enlarge their sense of audience.  However, 
these are also venues were teachers can reduce student anxiety, encourage them to improve, 
provide them extra help, and just really get to know them not only for their writing but as people 
as well.  D. Walker always keeps a full candy dish ready for teacher conferences and office 
hours, which helps reduce the tensions of teacher as “judge.”  D. Walker also finds it helpful to 
connect with students about sports or what is happening around campus or in student lives before 
or even after conferencing with students about their work.  Language learning is very personal 
and writing is quite difficult for most freshman students.  Students need to feel accepted and 
supported to fully relax their anxieties and inhibitions so they can take the necessary risks in their 
work to grow more as writers.  D. Walker also uses a portfolio system that helps with the 
aforementioned efforts by delaying grading and reducing those anxieties.  Portfolios are also 
helpful in terms of providing the student-writer an opportunity to be more reflective about her 
work and more sophisticated in marketing her work.  After all, writers must then decide what 
papers to include and how to present them as the best choices to represent their work.      
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Practical Purpose 
 
Math 
               
        S. Walker tried to build upon personalized instruction by providing purpose to students as a 
means for delivering empowering care.  One can certainly not assume that in an inner-city school 
such as Ramona High School in Riverside, California, where many students come from poor and 
broken homes, that motivation and purpose in math learning are automatic.  Neither is it easy for 
teachers to provide purpose for all students, especially with an abstract subject.  Nevertheless, S. 
Walker found it helpful to build upon her efforts to get to know each student and provide 
personalized instruction.  S. Walker’s knowledge of students could help her to inspire them to 
use success in Algebra I as a step towards reaching their goals.  One student who struggled, for 
instance, was interested in becoming a nurse.  S. Walker motivated him with purpose by pointing 
out that not only was Algebra I necessary to advance through the high school curriculum and go 
to college but also to nurse training as well.  Students, who may not necessarily enjoy math as a 
subject or even understand the purpose for taking it, can be more inspired to do well if they can 
see how success in the class will help them to achieve their personal goals.              
       Practical purpose can be provided in pragmatic terms as the aforementioned examples 
illustrates.  However, it can also be inspired in a more idealistic sense in clearly and explicitly 
communicating to students that teacher expectations for them will remain high.  Frequently, S. 
Walker would provide inspirational message through video clips from motivational speakers 
such as former NCAA and NFL football coach Lou Holtz.  In a similar vein, she would also post 
inspiring print messages around the classroom, again, to keep expectations high and show 
students her belief in them. 
 
English I     
 
        Succinctly stated, students no longer do their homework or write essays because the teacher 
told them to do so.  In order to properly motivate students in English Composition, D. Walker 
finds it necessary to tell his students exactly why the assignments are given and how they can 
help the students as developing writers.  For D. Walker this starts with the relating the course 
syllabus objectives to each writing assignment given.  As D. Walker often tells the freshman 
English teaching adjunct instructors he mentors, “Teaching freshman writing is as much about 
teaching life as it is teaching English.”  Many do not even know why the two freshman courses 
are required.  D. Walker often asks them and makes sure they understand how these courses 
build communication skills necessary for practically all professional jobs (even nursing and 
engineering)  and for college success as most college classes are based on reading and 
responding in writing to what one reads.  Another truth D. Walker relates to writing students, 
“There is no busy work in ENG 113.”  D. Walker finds it important to relate to students how 
journal writing can help build fluency, provide talking notes for tomorrow’s class discussion and 
allow a student to generate information for their next formal paper.  Today’s students have 
ridiculously busy schedules.  They want an education but hate busy work.  Many are first 
generation college students and need explicit instruction as to how the curriculum is put together:  
e.g. how writing skills from one unit and genre of writing can help build into the next, even in 
next term’s writing class.    
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       Even in terms of class activities, students often find it helpful to know why they are doing 
group work, peer collaboration, peer review, teacher conferencing, etc.  They need to know how 
each activity helps them to develop as a writer and a person.  They need their roles in group work 
or peer review clearly articulated to them or else these activities will fall flat due to confusion or 
lack of motivation from a sense of purposelessness.  It takes a classroom instructor who has 
established a rapport and a connection with students to assist them in understanding how writing 
process works from prewriting to revision and how they can build their own personal writing 
process by selecting a set of tools presented that match their own intelligences, skills, 
preferences, etc..  Thus, students need to see how all the writing classes connect in a curriculum 
with practical purpose from freshman writing through senior project and how units within classes 
and activities connect.  It increases student motivation as they trust that the teacher is on their 
side and trying to empower them to become the best students and writers possible.  .           
  
Positive Feedback 
 
Math 
 
       Providing positive feedback is an essential part of delivering empowering care to students.   
It all starts with providing purposeful praise.  S. Walker made it a point to lavish praise on 
students for giving correct answer or for trying their best.  Her verbal praise and encouragement 
empowered students to speak out in class more frequently and engage in the learning 
environment in a more personalized fashion.  In addition to verbal praise, S. Walker also 
encouraged students with affixing stickers to their quizzes and tests:  one sticker if they scored 
85% and two stickers for 90% or higher.  She often heard students enthusiastically asking each 
other, “Man, how many stickers did you get?”   
       Another mode of positive feedback in S. Walker’s class was food.  She fed her students both 
intellectually and physically.  Students received pizza parties as an incentive not simply for 
doing well on tests but for making a lot of effort in class.  In addition to the pizza parties, S. 
Walker gave her students “fortune brownies.”  Similar to a fortune cookie, S. Walker put small 
pieces of paper with inspiring messages into a foil which she used to wrap the brownies.  The 
messages were not really fortunes but positive messages to students such as “You are smarter 
than you think!”   S. Walker gave students these “fortunes” soon after starting the term (without 
the brownies) and just before taking exams with the brownies.  S. Walker observed that her 
students often kept these simple, complimentary messages of inspiration in their folders for many 
weeks after receiving them.  In fact, S. Walker often provided food to hungry students who 
frequently came to school without having eaten properly at home.  She commonly gave hungry 
students some healthy snacks.  Students came to realize that the pizza, brownies, and other 
snacks were being provided by their teacher at her own expense of time and energy, her 
expression of empowering care to them.        
 
English    
 
        Providing positive feedback is so important but often underappreciated among writing 
instructors.  Well-meaning teachers, often with the best of intentions, trying sincerely to help 
students “fix” their papers, often fall into the trap of developing a “deficit-orientation” toward 
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student writing.  Students can be frequently overwhelmed with red ink and over-correction.  
Sometimes they are left hurt and confused, wondering, “Did he like anything about my paper?”  
This is an easy trap for someone to fall into after reviewing 100 essays or seeing that run-on for 
the “umpteemth” time!   Nevertheless, many professional writers and writing teachers (Corbett, 
1991; Elbow, 2000; Murray, 2004) will attest that students need to like themselves and their 
writing to truly produce their best work.  Many times students procrastinate not out of laziness 
but out of anxiety and negative feelings about writing.  Staying positive about student writing 
must be cultivated by writing instructors from the beginning of the course through the end.   
       For D. Walker this starts on day one as many freshman students have negative prior 
experiences with writing to overcome.  They often introduce themselves by apologizing in 
advance for their poor writing or sheepishly admitting they “hate writing.”  D. Walker typically 
responds by saying “You probably write better than you think” even before he ever sees a piece 
of their writing?  How can he do that?  How can he not do that?  Many freshman writers have not 
seen that many other freshman essays and are usually too hard on themselves.  Moreover, if the 
writer does not believe s/he can write well then where do we go from there?  Student belief that 
they only produce “bad writing” will become a self-fulfilling prophecy.  Freewriting and journal 
writing can help as students may be liberated to freely write and become more fluent by having 
fun and writing with reckless abandon about anything they desire.  Thus, they are improving by 
practicing freely without the anxiety of being judged in what Elbow called “the teacherless 
classroom” with their “message in a bottle.”   The delayed grading of portfolio writing also helps 
to allow students the space to grow without worrying about a grade.  Thanks to the formulation 
of a writing pedagogy based on empowering care and supported with practical techniques, D. 
Walker’s goal of day one often becomes realized when students either leave class “Enjoying 
writing or hating it less.”      
 
Implications   
      
       Teachers such as S. Walker and D. Walker realize that teaching is above all things relational 
and contextual in nature.  Thus, while teaching standards-based curriculum is important, it is of 
even greater importance to connect with students through the demonstration of empowering care 
towards them.  S. Walker and D. Walker were able to provide such empowering care to students 
because they drew upon past teaching experiences and pedagogical research.  Such institutional 
support can be important if not vital for teachers in their efforts to provide their students with 
empowering care.   
       According to Wills and Sandholtz (2009), state-level test-based accountability can 
negatively impact classrooms and degrade teacher professionalism when the positive effort to 
teach a standards-based curriculum increasingly becomes confused with a misguided effort to 
implement an overly simplistic “one-size-fits-all” standardization of centralized curriculum.   
Classrooms can be negatively impacted and teacher professionalism degraded because teachers 
may not be allowed to make their own decisions concerning curriculum, teaching methods, and 
authentic assessments---including portfolios. The resulting highly rigid instructional approaches 
can limit students’ participation in their learning process, which also inhibits the quality of a 
student’s educational experience (Katz, 1999; McNeil, 1981). For instance, McNeil (1981) 
argued that the high school juniors in her article were not promoted to cultivate high level 
thinking in history classes: “the students sat in classes passively, very rarely voicing an opinion 
or asking a question, no research required” (p. 318).  She further pointed out that “all information 
in the course was reduced to lists of facts, brief descriptions, chronologies of presidents, laws and 
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court decisions” (p. 317).  When centralized curriculum becomes required, class lectures tend to 
be tightly controlled by not encouraging students in “questioning their institutions” (p.317). 
Often, the teachers’ primary concern may deviate toward covering the materials without 
students’ interruption. 
       While one might argue that centralized curriculum and uniformity of instructional strategies 
help provide equal learning opportunities for students, scholars have found that teachers need to 
differentiate classroom teaching to support all students’ best learning (Katz,1999; Ladson-
Billings, 1997). Although teachers want to engage in more “student-centered instruction” 
(Cuban, 1993, p. 6) in their daily classroom teaching, rigid standardization of curriculum and 
instruction often drives teachers to mainly focus on student test performance.  Teachers working 
within such a professionally confined and rigid system may over-emphasize practicing test-
taking strategies, including “how to properly bubble in test answers, or how to eliminate wrong 
answers” (Wills & Sandholtz, 2009, p.1078).   
       As strong focus on accountability through high-stakes testing often creates teaching 
dilemmas through over-centralized emphasis on standardization of curriculum, teachers often 
become too limited in exercising academic freedom, an important part of the teaching profession. 
Primarily due to the obligation of following the centralized curriculum, teaches can lose the 
autonomy necessary for creating instructional strategies to meet different students’ educational 
needs.  It is vital for teachers to value all different students’ educational needs and provide for 
them accordingly. Showing respect for the various cultures in class is a sign of teachers’ care, 
recognizing all students “as worthwhile individuals” (Phelan, Davidson, and Cao, 1992, p. 698). 
       In a more nurturing classroom environment, where empowering care is provided, students 
tend to engage more in class discussions and finish their class work more consistently because 
they feel that their teachers care about them.  However, overly-standardized test-driven 
instructional approaches often prohibit the opportunity for teachers to adequately consider 
diverse students’ educational needs simply because they feel obligated to use the canned-
materials from the departments following the pacing guides.   According to Phelan et al (1992), 
students want to be acknowledged as valuable individuals by their teachers. Students want their 
teachers “to recognize who they are, to listen to what they have to say, and to respect their 
efforts” (p. 696).  One student quoted in Phelan et. al. (1992) elaborated, 
 
          The class I’m getting an F in, he seems like he doesn’t really actually pay attention to            
          anybody in particular in class, it’s just a whole class, and this is math.....  So I don’t know             
          what he really actually means. He doesn’t look at me.... (p. 696) 
 
Thus, it is easy to see how perceived teacher indifference to individual student needs can result 
in disconnected relationships between students and teachers, which may be harmful to individual 
students.  In teacher-centered classrooms where teachers are pressured to get results on 
standardized tests, such disconnected relationships can easily form. When educators feel 
constrained and find difficulty being creative with their teaching practices because of the 
pressure to immediately raise test scores, students may be treated more like numbers than 
properly valued individual learners.   
       While understanding that state-level testing may be an important part of the assessment 
process, over-emphasis on centralization of a standardized curriculum for uniformity in test 
preparation in schools can create a negative impact on teacher practice and student learning.  
Consequently, students may be drilled to perform well on their standardized testing. Without 
recognizing an individual’s special circumstances such as lack of English proficiency and 
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disciplinary behaviors, a hostile classroom atmosphere may be created between teachers and 
students. The underlying tension between teachers’ agendas and students’ needs often may 
inhibit teacher efforts to cultivate the kind of healthy relationships with students that can come 
from application of empowering care.  As administrators and policy makers try to reform schools 
by ensuring that standards are met, providing centralized curricula to promote students’ 
immediate learning outcomes with accountability in the form standardized tests represents an 
overreaction to problems in education.  In short, this type of ‘test-driven’ classroom instructions 
often does not serve the best interests of all students’ learning needs (Wills & Sandholtz, 2009). 
Rather, a system that encourages teacher professionalism and enables teacher to employ 
empowering care with their students does.     
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Appendix A 
 

Questions found on CBU’s student evaluations: 
 
1.  Course learning objectives are clearly stated? 
 
2.  Lectures, assignments, and in-class activities are related to the course? 
 
3.  Out of class assignments (homework, papers, etc.) are relevant to the course?  
 
4.  Technology (Blackboard, email, Poer-point, etc.)  is used when relevant? 
 
5.  Opportunities for critical thinking are provided? 
 
6.  Professor manages the class in a manner that is conducive to learning? 
 
7.  The professor is punctual and prepared?   
 
8.  The Christian perspective is appropriately integrated into the content of course? 
 
9.  Help (e.g. phone, email, by appt., etc.) is available outside of class? 
 
10.  Feedback on assignments is timely and helpful? 
 
11.  Exams, quizzes and other graded work measure student mastery of course objectives?    
 
12.  A consistent and clear grading policy is stated and observed?   
 
13.  How would you rate the professor’s knowledge of course material?   
 
14.  How would you rate the overall instruction of the course?   
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APPENDIX B  
 
California Baptist University 
Course Evaluation—Student Comments 
--------------------------------------------------------------------------------------------------------------------- 
Note 1: These comments were typed directly from student copy. Grammatical and spelling 
errors were not corrected by the typist. 
Note 2: “xxx” means word or phrase was illegible 
------------------------------------------------------------------------------------------------------------------------------- 

Professor: Walker, Deron Semester: Spring 2010 
Course: ENG 113 D 
1. Mr. Walker was one of the most encouraging, helpful professors i have ever had. 
He wants us to succeed. He wants us to try our hardest, and with that he 
encourages us to the best of his ability. He was a great professor with an even 
better heart. 
2. Professor Walker is an outstanding instructor. He was extremely helpful and very 
patient. He is always more than willing to help and wants his students to do well. i 
would gladly take another class with him. 
3. I felt like this class was a waste of time. The teacher was alright but overall it 
wasn't challenging and I am not sure if students are prepared for English 123 after 
this class. I was in a high English last semester, and then I transfered to CBU, I 
had to take this class, but I wish I went right to 123 because it was a waste of 
time. 
 

Professor: Walker, Deron Semester: Spring 2010 
Course: ENG 113 F 
1. I really enjoyed this class alot more than my first semester English class. Dr. 
Walker treated us as college students and pushed us to achieve our best. The 
topics and the freedom of thought also helped. :) Thank You Dr. Walker for 
making this an enjoyable and growth provoking course. :) 
2. I am thankful for my time spent with Dr. Walker. I learned a lot in this class, and 
have seen an improvement in my writing thanks to his teaching! 
3. very good professor would take him again 
 
Professor: Walker, Deron Semester: Summer 1 - 2010 
Course: ENG 113 AE 
1. I enjoyed this class and learned alot of information to aide me in future classes 
here at CBU and after graduation. I also enjoyed my instructor. He's very laid 
back, not rigid like instructors I've had in the past (at other colleges). 
2. Really enjoyed the class as well as the instructor. professor Walker was a great 
help to me and my future at CBU. 
3. Professor Walker is an asset to the staff here at CBU. I am thankful to have met 
him. He is very knowledgeable in multiple subjects, and he brings great wisdom 
to his classes. Thank you CBU!!! 
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Professor: Walker, Deron Semester: Fall 2010 
Course: ENG 103 H 
1. i loved my professor, he is good at what he does, and that is why i am planning on taking him 
for my future english course as well. he is extremely helpful, and always there to answer any 
questions, even while we were on break. he is never rude, and always gives 
us constructive criticism. i think CBU is a great school, and he only helps in making it 
great! 
2. Dr. Walker is an excellent proffessor.He gives feedback on the students work and 
discusses our weaknessess with us in order to improve. 
 
Professor: Walker, Deron Semester: Fall 2010 
Course: ENG 113 E 
1. was a very fun and engaging class. although the class discussion of our journals was a 
little lengthy 
2. Professor Walker is a no nonsense kind of guy and challenged me to think more critically on 
our course subject matter. He didn't chastise me for my lack luster performance as a student but 
instead challenged my way of thinking and allowed me to have some autonomy as a writer. My 
only regret is that I feel my effort in his class did not reflect my desire to learn, and because of 
this I feel as though he may have the wrong idea about how much I enjoyed taking his class. 
3. He was very helpful, thorough, and helped me grow as a writer. 
4. Dr. Walker really seems to know his material and was very helpful to everyone in the 
class. He made every student realize that they are great writers and gave good feedback 
and advice on essays, journals, and other assignments. Over all, he is a really awesome 
professor :) 
5. Deron Walker is a very awesome teacher. He is always there if you need additional help and 
his door is always opened. He throughly explains everything he goes over and I 
think he is a great first year English teacher. I would reccomend him to anyone 
6. Although this class was one of my more difficult classes (I am not a very good writer) I 
still really enjoyed the atmosphere that my professor created. It was a very small class 
and I loved how everyone knew each other and we all shared our papers and talked about 
them. It was a very hands-on class and I really enjoyed that aspect. 
7. I enjoyed the insight this teacher gave, and I enjoyed his comments, and helpful tips on 
how to improve my writing. He is very gracious, and I enjoyed his class very much. 
8. Professor Walker was just the teacher i needed for this class. I learned alot from this class and 
now feel prepared for my next college level Eng class. 
 

Professor: Walker, Deron Semester: Fall 2010 
Course: ENG 113 R 
1. Dr. Walker was a great instructor. His class helped me a lot in developing as a writer and 
preparing for the future of my college career. 
2. Dr. Walker is an excellent teacher. I loved how he prayed at the beginning of every class. I 
wish my other teachers would do the same. 
3. Dr. Walker is a great human being, Christian, and educator. I learned more in my three 
hours a week with him than in any english class I have ever taken. The way Dr. Walker 
teaches encourages the student to learn and grow in their ability to write well. Dr. Walker 
constantly gave the student opportunities to write or reflect on their faith in Jesus Christ, 



24 
 

and that provided a time for me to grow as an individual, and honestly our class to grow 
closer as a group through discussions on what we wrote. Would i take this course again 
with Dr. Walker? In a heartbeat | | Hunter Taylor 
4. Dr. Walker truly cared about our writing. He helped each one of us by reviewing our 
papers individually. 
5. Doctor Walker is a very qualified professor that knows his subject matter. He had some 
corny, funny jokes here and there, but overall I enjoyed him very much. I feel like my 
writing skills have improved, and I am ready to go onto the next level. 
 

Professor: Walker, Deron Semester: Spring 2011 
Course: ENG 113 A 
1. He's an Excellent English Professor. I learned so much and my writing improved!! and 
what I liked the most was that he took the time to read papers carefully and showed us 
how to get better. 
2. Dr. Walker is a wonderful example of a teacher who will go the distance out of his love 
for the subject and more importantly, his students. He consistently makes it clear that he 
enjoys hearing student ideas and engaging with students. Throughout the semester he 
made himself available in many ways to students who required additional help or 
explanations. His passion in the class is quite clear when he discusses different essays, 
readings and power points. As a student I was continually encouraged to find some 
appreciation in different assignments, even if they didn't interest me all too much at first. | 
| As far as the coursework goes, Dr. Walker provided proper and relevant assignments 
that enabled students to grow as writers, as scholars and as adults. I appreciated his 
approach to letting students choose topics freely and independently for different genres of 
writing. It gave each student a chance to write about something that interested them, 
which only furthered his goal of teaching the students to love English more than they did 
when they entered the class. | | Personally, Dr. Walker is very reasonable, understanding 
and level-headed. He's a man of God, and this is no secret or unknown fact to any of his 
students. His treatment of the students and assignments provide for a constructive and 
beneficial English course. I would strongly encourage any institution to retain Dr. Walker 
as a faculty member, and further encourage any students to be in his class if they have the 
opportunity! 
3. Professor Walker is a great teacher. He really showed care for his students. Every time  
needed help, he always responded to my emails on time or he would encourage us to 
stop by during his office hours. I am more confident about my writing skills due to this 
course. 
 
Professor: Walker, Deron Semester: Spring 2011 
Course: ENG 113 D 
1. Doctor Deron Walker is one of the best instructors that I have ever had. 
2. He is a wonderful teacher! I loved his class 
3. this class help me so much on writing, and this class will be helping me in the future as 
well. this class will also help me on my major field, so in conclusion this class is very 
important. 
4. I really liked this class becasue it well improved my knowledge about composition and 
writing skills. I really appreciated my proffesor's help becasue he did a good job by 
helping me verytime I had problems and question 
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5. Both the class and the instructor were amazing.I'm gonna miss them so much 
6. This class was good. I feel that I grew as a writer for this english class and that I 
succeeded and did well. 
 
Professor: Walker, Deron Semester: Spring 2011 
Course: ENG 113 G 
1. We were expected to have our assignments in on a timely manner, however, when it 
came to him being punctual with giving us back our assignments and meeting us at our 
scheduled teacher conference times he was inadequate. 
2. The course ENG113 G was a very enjoyable class. I definitely grew as a writer, and as a 
spiritual believer over the time of this course. The instructor made it very easy to interact with 
fellow students. The feedback from students really benefited me to improve on certain ares of my 
writing. Overall great course. 
3. Instructor was very helpful and made the class enjoyable 
4. Professor Walker is an excellent professor. Time management was a little off because he is 
used to teaching on Tues/Thurs, so sometimes the end of class feels a little rushed. He does like 
to talk about his personal life and especially his family, which is fun to hear, but sometimes 
causes a far off tangent. Assignments reinforce lecture. I like how he asks for prayer requests and 
praises before praying in class. It lets us know that he cares and is 
there for us. He definitely reinforces a Christian perspective, while also being openminded to 
other ideas. Professor Walker also holds teacher conferences to comment and help improve our 
writing individually, which helps a lot and does not leave one guessing about what they need to 
improve. Professor Walker is an amazing professor, and Iappreciate all the work he has done for 
us. 
5. Professor Walker has been an amazing person, teacher, christian influence, mentor, 
friend, and instructor this semester. I have been blessed. 
6. This class has been a blessing, i enjoyed every time spent in the classroom. I grew as a 
writer and i enjoy writing because of it. Hope eng123 will be as good. 
 
Professor: Walker, Deron Semester: Spring 2011 
Course: ENG 113 H 
1. Mr. Walker was an amazing teacher and I learned a lot of valuable information and skills from 
him which I will use the rest of my life. 
2. Professor Walker is a very good professor. I learned many techniques which | is needed 
in Writing class from him, and I enjoyed writing. English is my second language and I 
have many difficulties in writing, but I can overcome | my difficulties of English thanks 
to professor Walker. 
3. great teacher, he really knew what he was teaching. 
4. Good professor. Needs to have a time limit though because he tends to go over the time 
we need to be in class most of the time. But, other than that he was really chill. 
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CHAPTER I 
INTRODUCTION 

Need for the Study 

 Coon and Cantrell (1985) stated that the vast majority of the American society is 

agriculturally ignorant. This is a major problem because, men and women of all ages and ethnic 

groups have a vested interest in agriculture (Law & Pepple, 1990). Consumers as well as policy 

makers need to be “agriculturally literate” so that they can respond appropriately as issues arise 

(Frick, Birkenholz, Gardner, & Machtmes, 1995).  

 The demographics of school age children in the United States today are changing; the 

enrollment of minority students in elementary and secondary schools in rising (Luft, 1996). 

Today there is a growing need for educated persons in the agriculture industry (Zimmerman, 

1999). This includes production agriculture but is not limited to the production of food and fiber. 

It includes the areas of business, marketing and education. Agriculture is the nation’s largest 

employer, with more that 22 million people working in some phase from growing food and fiber 

to seling it at the supermarket. Agriculture has low minority representation, compared to the 

general population (Farm Facts, 2002). Many minority students do not enroll in agriculture 

casses because of the conditions faced by African Americans in the past who worked in 

agriculture (Jones, Bowen, and Rumberger, 1998). Wakefield & Talbert (2003) found that 

agriculture teachers are the ones that are most responsible for the recruitment and retention of 

minorities in agriculture. 

 Hoover and Scanlon (1991) stated that students’ perception of the future value of 

agricultural education greatly affected their decision on whether or not to enroll in agricultural 

education greatly affected their decision on whether or not to enroll in agricultural education. 

Currently there are over eight thousand job titles n the agriculture industry (Farm Facts, 2002), 



 

 

although many students have no idea how many opportunities there are in agriculture outside of 

producing crops for consumption.  Even though agriculture represents a large industry of global 

distribution and processing, many people perceive agriculture to be synonymous with farming. 

  

 Education is the key to ensuring that there will be enough people literate about the issues 

in agriculture (Zimmerman, 1999).  Many minority students do not enroll in agricultural courses 

in high school and have limited awareness of the science demands on people who work in the 

agricultural industry. Thus, they are poorly prepared to enter the agricultural science fields in 

college (Wiley, Bowen, Bowen, Heinsohn, 1997). In Illinois there is a program called Ag in the 

classroom, which helps to educate elementary students about agriculture. But these programs 

only educate students to the 6th grade. The National Research Council (1988) stated that all 

students in kindergarten through twelfth grade should receive some systematic education about 

agriculture. Currently only 4.5% of high school students in the United States are enrolled in 

agriculture classes (Terry, Herring, Larke, 1992), but education is key in preventing the “brain 

drain” in the agriculture industry (Zimmerman, 1999). Education about the agriculture industry 

(Zimmerman, 1999). Education about the agriculture industry must include exposure to the 

issues, opportunities, and careers that are available in the agriculture industry. Agriculture’s 

future competitiveness hinges on attracting bright and capable leaders from our nation’s youth 

(White, Steward, & inhardt, 1991). To be competitive in the job market after high school these 

students need to be well versed in agriculture. The main way that people are exposed to the 

agriculture industry is through agricultural classes in middle or junior high school and in high 

school. It has been found that students who have studied agriculture or taken agriculture 



 

 

education classes have a more positive image of agriculture than their counterparts, who do not 

take agricultural education classes (White, et al. 1991). 

 In Illinois, there are 316 schools that have agricultural education programs. Of the 316 

schools that reported to the 2003 Facilitating Coordination in Agricultural Education surveys 

(based on student enrollment in agricultural education classes) 25,436 were unduplicated 

students enrolled in Illinois agricultural classes in high schools (9th to 12th grades). Only 3.4% 

of these 25,436 students are from a racial minority. A challenge for agriculture educators is 

recruiting students from minority groups into the agriculture program. Schmitt and Bender 

(1971) found that many secondary institutions were doing little to address the issue of declining 

minority student involvement. 

 This problem is further complicated by the changing graduation requirements that make it 

logistically impossible for some students to be enrolled in agricultural classes. This problem is 

only slightly mediated by some agriculture classes being offered as dual credit classes when the 

students receive science credit for taking an agricultural class. Peasley and Henderson (1992) 

found that some teachers used science credit for agricultural classes as a method of recruitment 

and retention. 

 In an article titled “Enrollment issues in agricultural education programs and FFA 

membership,” Hoover & Scanlon (1991) suggested that recruitment efforts need to be directed 

towards females and minority students and efforts must be made to ensure these students are 

successful in the program. It is not enough that minority students are enrolled, but they must be 

successful in the program and late in agricultural careers. They need to be successful in the 

program and later in agricultural careers. They need to be successful so that they can attest to the 

benefits of agricultural education and the FFA organization.  



 

 

Statement of the Problem 

 The purpose of this study was to describe what methods are used in the recruitment of 

minority students in programs with over 10% minority student involvement. The study sought to 

answer the following questions: 

 What methods are employed to recruit minority students by agricultural education 

programs with over 10% minority student enrollment? 

 The specific objectives of this study were to: 

1. Describe the background of the school and the agricultural program as well as the instructor. 

2. Identify programs that are successful in recruiting minority students to their programs. 

3. Gauge the use of varied recruitment practices used by the agricultural instructors in Illinois, 

and assess the use of Supervised Agricultural Experience Programs (SAE) as a recruitment 

tool for minorities.  

4. Determine the most successful recruitment methods used to recruit minorities in schools with 

over 10% minority students. 



 

 

Purpose of the Study 

 Students from different minority groups make up 41.1% of the students in the schools of 

Illinois (National Center for Educational Statistics, 2002) but minority students only make up 

3.4% of the students enrolled in agricultural education programs (FCAE, 2003).  The decline in 

enrollment in agriculture education courses compared to the number of students who have the 

ability to be enrolled in agriculture education classes, because the classes are offered at their 

school (Hoover & Scanlon, 1991).  Many programs have been closed because of low enrollment.   

Some reasons students did not take agriculture classes are the future value or future plans 

(Scanlon & Yoder, 1989), interest in agriculture (Pruckno & Miller, 1985, Brandy, 1986), and 

influence of significant others (Flores, 1989, Scanlon & Yoder, 1989).  The reasons that the 

students did not take agriculture classes were to show at career fairs (Marshall, Herring, & 

Briers), to meet the science requirements ( Gilbertson, Rathbun, & Sabol, 1975), to be a better 

citizen, and to improve relations with others (Scanlon & Yoder, 1989). 

Assumptions 

 The assumptions for this study were that all of the teachers included in the sample have 

minority students involved in their program, and that all of the responses to the survey were 

honest and answered to the best of the teachers’ ability. All of the teachers used in this survey 

were successful were in recruitment minority students. 

Limitations 

 To collect the information, a survey was mailed to 18 current agricultural education 

teachers in Illinois that have over 10% minority students involvement in their program according 

to the FCAE website (www.agriculturaleducation.org). Only surveying the Illinois agricultural 

teachers created a geographical delimitation.  Limitations of the study were response rate and 



 

 

accuracy of the responses.  Findings, conclusions, or implications from this study cannot be 

generalized to the entire teaching profession. 

Definition of Terms 

Agriculture Education Program- A systematic program that teaches the aspects of agriculture 

including Agribusiness, Agricultural Products Processing, Agricultural Mechanics, Horticulture, 

Agricultural Resources and Forestry, and Agricultural Production (Phillips, Osborne 1988).  

Included are three aspects, the classroom instruction, the FFA and SAE Programs. 

Agriculture Literacy- In this study refers to knowledge and understanding of the areas of 

agriculture. 

FCAE- The acronym for the Illinois state agency, Facilitating Coordination in Agricultural 

Education, which serves to assist vocational agricultural instructors in the state of Illinois. 

FFA- An organization dedicated to educating young people about agriculture. 

Minority Students- Those students whose ethnic background is Black, Hispanic, Asian/Pacific 

Islander, or American Indian/Alaskan Native. 

Recruitment Practices- The methods that are used to bring new students into agricultural 

education classes and the FFA. 

Retention Practices- The methods that are used to keep students in the agricultural education 

program and the FFA. 

SAE- Supervised Agricultural Experience, consisting of all practical agricultural activities of 

educational value conducted by the students outside of class and laboratory instruction or on 

school-release time for which systematic instruction and supervision are provided by their 

teachers, parents, employers, or other (Phillips, Osborne, 1988). 

Scope of the study 



 

 

 The following questions were used to answer each objective. 

 The research objective, describe the background of the school and the agricultural 

program as well as the instructor, was answered by the following questions: 

1. What is the total high school enrollment in schools with minority students in the agricultural 

education program? 

2. What is the total agricultural education program enrollment (unduplicated students)? 

3. How many of the students enrolled in agricultural education program are minority students. 

4. Have schools with minorities in agricultural education programs experienced any changes in 

enrollment in the past 3 years? 

5. Where are schools with minorities in agricultural education program located? 

6. How long has the teacher been teaching and how long has she or he been teaching at that 

school? 

7. Was the teacher an agricultural education student or a FFA member in high school?  The 

second research objective: identify programs that are successful in recruiting minority students 

in their program, was answered by the following research question: 

8. How successful are the programs in recruiting minority students? 

The third research objective: gauge the use of varied recruitment practices used by the 

agricultural instructors in Illinois, and access the use of Supervised Agricultural Experience 

Programs as a recruitment tool for minorities, was answered by the following research questions: 

9. How does the teacher make personal contacts with prospective students? 

10. How does the program use the National FFA Organization materials? 

11. How does the program use recruiting materials? 

12. How are the school faculty and staff utilized in the recruitment of minority students? 



 

 

13. How is the local community utilized in the recruitment of minority students? 

14. How are programs in the school used to recruit minority students? 

15.  How is the media utilized to recruit minority students? 

16.  How is student involvement fostered through classroom activities? 

17.  How is student involvement fostered through FFA Organization activities 

18.  How are SAE’s used in the recruitment of minority students? 

19.  What minority groups are represented in the agricultural education student body? 

20.  How are former minority students and non-traditional students used in the recruitment of 

new students? 

21.  Did the teacher participate in any educational activities dealing with minorities at the 

University level? 

22.  Does the teacher feel that preparation programs that develop an understanding of 

minorities would help in the recruitment and retention of minority students? 

The final ressearch objective, determine the most successful recruitment methods that are used to 

recruit minorities in schools with over 10% minority students was answered by the analysis of 

the data received from the surveys. 



 

 

 

 

 

 

CHAPTER II 

REVIEW OF LITERATURE 

Introduction 

 Four of the factors identified by Hoover and Scranlon  (1991) that influenced the 

student’s decision to enroll in agricultural courses and the FFA were: the future values of 

agricultural education, the image of agricultural education, the roll of significant others such as 

parents or guardians, and school standards. It was found that the students friends and family, as 

well as the counselors and agriculture instructor, all played an important role in their decision 

whether or not to enroll in agricultural courses (Hoover & Scanlon, 1991). The purpose of this 

study was to examine the methods that are employed in the recruitment of minority students in 

high school agriculture. Quey (1971) found that one of the reasons that students enrolled in 

agricultural education and the FFA was the opportunity to be involved in activities such a career 

development events. The question lies in how can we get minority students to become involved 

with agriculture? Ingram and Nyangara (1997) suggest that the FFA organization must be 

committed to representing a diverse membership and being sensitive and supportive to the 

members of the group. 

Factors Affecting Enrollment in High School Agriculture Programs 

 During the farm crisis of the 1980’s the farm economy was in a depression, land prices 

skyrocketed and many students choose not to follow in their families footsteps in farming or 



 

 

other agriculture related business (Dyer & Osborne, 1994).  With no intention of entering the 

agricultural industry many students chose not to enroll in agriculture classes. 

 Many researchers have documented the low level of minority involvement in the food 

and agricultural sciences, (Wiley, Bowen, Bowen, and Heinsohn, 1991). They feel these students 

have a negative image of agriculture and this an overriding barrier to their enrollment in 

agricultural education.  Although agriculture is one of the fastest growing industries in the 

country there are fewer persons directly involved in the production of food and fiber for the 

world.  This means that fewer children are raised on a farm and have the opportunity to 

experience farm life. Historically the student base for agriculture education programs in the state 

of Illinois has been white males (Talbert & Larke, 1995) who were raised on farms or in rural 

areas. Many of these students did not need to be recruited to join the FFA or to take agriculture 

education classes. They had already decided that they wanted to take these so-called farm kids, 

many agriculture education programs started recruiting students to take their classes. These 

students are typically minority students who have an urban or suburban background, as 

supported by Moore (1994) stated that supporting diversity in agricultural education should be 

high priority. 

 Historically, secondary agricultural classes have been made up of white males, and 

although female enrollment increased during the 1980’s minority enrollment has continued to 

remain low (Talbert & Larke, 1995).  To assist with the recruitment of students, some teachers 

have begun to shift the focus of their classes to accommodate new students who historically were 

not part of an agriculture education program.  These teachers have begun to incorporate classes 

that count toward science, math, or consumer economics credit in a way to entice students to 



 

 

enroll in their classes. The future competitiveness of agriculture is directly attached to its ability 

to draw talented leaders and bright students from the youth of the nation (White et al. 1991). 

 In 1983, A Nation at Risk was Published. Numerous reports were issued through the 

1980’s calling for reform in the united stated educational system (Marshall, Herring, Briers, 

1992). At this time a sudden scare when through the vocational education community as to 

whether their programs would be closed. During this time the titles of many of the vocational 

education courses were changed to the current agriculture science/agricultural business type of 

course titles (Marshall, Herring, Briers, 1992).  During this time vocational programs carried a 

stigma that would follow them to the present time.  Counselors and administrators viewed 

agriculture and other vocational programs as secondary sources of education. Many of these 

programs dumping ground for lower achieving or non-college bound students (Zimmerman, 

1999). 

 All of these reasons have helped to limit the number of students taking agriculture 

education classes. During the past forty years the public image of agriculture education classes 

has changed.  Unfortunately the image has not changed for the better. Most Americans know 

very little about agriculture and its significance in the United States (Reis and Kahler, 1997).  

The thought that agriculture is for other people’s children and for students with limited academic 

ability has plagued agriculture for many years  (Warmbrood, 1968).  The focus of these classes 

has also changed.  The classes have changed from farmer training classes, intended to help 

young men to enter into the occupation of producing food and fiber, to include all or at least 

many of the aspects of the surroundings area’s agricultural interests. This means agricultural 

education instructors try to make students aware of the local opportunities in agriculture and 

build agricultural awareness. 



 

 

 Many times the agriculture education instructors are forced to try to build the image of 

agriculture in the local school district.  This process begins with educating the parents of students 

that are interested in the program. This is necessary because parents as home influences have the 

last opportunity to veto the student’s prospective schedule, as stated by Talbert and Larke (1995). 

Ways to Improve Agriculture Education Enrollment 

 There are so many approached that are used to attract students into agriculture programs. 

Some teachers begin early as suggested by Diehl (1976), The South Adams FFA chapter 

suggests that teaching exploratory classes at the middle level can help improve enrollment in 

agriculture classes, in the chapter development and recruitment ideas section of the National FFA 

website.  This would allow students to see what is involved in the agriculture program before 

they are in high school. Promote agricultural awareness, and recruit for the Agricultural 

education classes and the FFA (Fritz and Moody, 1997). 

 Hoover and Scanlon (1991) identified several ways to improve enrollment in agricultural 

classes. The overriding barrier to participation in agricultural education and FFA is the negative 

image of agriculture classes and agriculture as a profession. Students need to have the value of 

agriculture reinforced to them and understand the future value of agriculture education and the 

FFA.  It is the primary duty of the agricultural teacher to see that the FFA is a functional part of 

agricultural teacher to see that the FFA is a functional part of agricultural education (Croom & 

Flowers, 2001).  Recruitment activities need to be directed to a wider audience and include 

females and minorities. 

 Whiley, Bowen, Bowen, and Heinsohn (1997) recommend that the negative image of 

agriculture needs to be overcome to be successful in recruiting ethnic minority students into 

secondary agricultural education programs.  Ingram and Nyanagra (1997) found that some 



 

 

minorities gave the following reasons they did not participate in an advisory group; they did not 

feel like thy had anything to contribute to the group and that they did not fit in.  These are the 

same feelings that must be overcome to recruit students to be involved in agriculture education. 

 Ingram and Nynagra (1997) also found that personal contacts greatly improved 

participation in many of the agriculturally oriented groups and boards.  These findings could also 

apply to agricultural education and the FFA. Other recommendations were to”network and co-

sponsor with other organizations, recruit more than one member of a group, and maintain an 

effort to understand why members of a minority group do not become involved (Ingram and 

Nyanagra, 1997). 

 Osborne and Dyer (2000) found that parents were uncertain as to whether they should 

encourage their children to pursue a career in agriculture. They also found that a good 

opportunity existed for incorporating more science based agricultural classes, more specifically 

science applications in agriculture, to relate agriculture across the curriculum. 

 It was found that the agriculture teacher, other teachers, parents, and the guidance 

counselor all have a great influence on the student’s decision to enroll in agricultural classes 

(Osborne and Dyer, 2000). 

 It was recommended by Talbert and Larke (1995) that urban aspects of agriculture are 

included in the instruction to hep with a recruitment of minority students because most of the 

minority students do not have a traditional agricultural background. 

 Hoover and Scanlon (1991) found that the most frequently used recruitment practices 

were those practices that the teachers felt were the most effective. It was found that teachers 

perceived home visits by the agriculture teacher and contacts made by past and present 

agriculture education students were perceived to be very effective.



 

 

 

 

 

 

 

CHAPTER III 

RESEARCH METHODS 

Purpose 

 The purpose of this study was to examine the recruitment methods used by highschool 

agricultural instructors in Illinois, with over 10% minority student involvement, in the 

Recruitment of minority students.  This study sought to examine the use of varied types of 

recruitment methods. 

Population and Sampling 

 Through a review of the school reports on the FCAE website (agriculturaleducation.org) 

and the National Center for Educational Statistics website (nces.ed.gov),  a list of 17 schools 

with over 10% minority students enrollment in agricultural education was created. Upon 

reviewing this list of schools, one school was added because it was known that that school also 

had over 10% minority students enrolled in agricultural classes, resulting in a population of 18 

programs. The teachers’ addresses were identified by using the Illinois Association Vocational 

Agricultural Teachers (IAVAT) membership directory. The first mailing was sent to the schools’ 

addresses in care of each teacher and five responses were received. Because of the late date in 

the school years, the second mailing was mailed to the teachers’ home address if one was 

identified in the IAVAT directory. A total of 4 more surveys were received, resulting in a 50% 



 

 

return rate. A follow up telephone call was made to the schools that did not return the survey and 

yielded one response for a 61.1% final return rate. 

Measures 

 An instrument was developed by modifying a questionnaire that was used at 

Pennsylvania State University, by Hoover (1991) for a doctoral dissertation, on recruitment and 

retention methods. Before mailing, the Instrument was reviewed by a panel of experts consisting 

of graduate students and faculty at Southern Illinois University for content and clarity, and the 

Human Subjects Committee at Southern Illinois University for compliance with the human 

subject’s guidelines. 

Data Collection Instrument 

 The data collection instrument that was used in this survey was a participant survey sheet. 

This instrument was modified from an instrument that was used by Tracy S Hoover and Dennis 

C. Scanlon at Pennsylvania State University. The questions were modified to fit the needs of the 

study and to address the recruitment of minority students.  All of the information was grouped 

according to category or recruiting methods as suggested by Frary (1996). 

 The 64 recruitment practices that Hoover and Scanlon (1991) used were categorized into 

nine areas, personal contacts, national FFA organization materials, local program materials, 

school administration/ faculty, local agriculture and community service public relation, inner 

school programs, media, classroom activities, and FFA organization activities. The teachers were 

asked to indicate using a five point Likert scale how frequently they used each recruitment 

practice. 

 The instrument used by Hoover and Scanlon (1991), which was modified for this 

research, was reviewed for instrument clarity and content reliability by a panel of faculty and 



 

 

graduate students in the Department of Agricultural and Extension Education at The 

Pennsylvania State University. The Cronbach alpha reliability coefficient for the 64 item 

frequency scale was .88 and ranged from .51-.70 for the nine frequency sub scales. 

 The first part of the survey consisted of background data about the school and the teacher. 

This information consisted of teachers’ background in agricultural education and the FFA, and 

the size of the area where the teacher is from. The information about the program included, the 

type of program the school had such as an urban, suburban, or rural program, and the ethnicity 

and the size of the area where the school is located were also addressed.  The second part of the 

survey consisted of questions using a five-point scale the respondents were asked to rank their 

use of varying types of recruitment practices. The third part consisted of questions about the use 

of SAE projects as recruitment and specific minority student recruitment activities. 

Subjects 

 The subjects that were chosen to participate in this study consisted of all secondary 

agriculture education instructors in Illinois with over 10 % minority student involvement in the 

agricultural education program.  The 10% cutoff was decided upon because of the large number 

of schools that had less than 2% minority students which consisted of only 1 or 2 minority 

students. 

Procedures 

 The factors to be examined in this study included methods used in recruitment of new 

students, years teaching and size of the school and the agriculture program. 

 By reviewing the existing literature the researcher identified several ways by which 

vocational agriculture teachers recruit minority students to the agriculture program. The 

researcher then modified an instrument that was used at the University of Pennsylvania Hoover 



 

 

and Scanlon (1991) to assess the use of varied recruitment techniques in Illinois n recruiting new 

students. 

 All schools had a combined total of 23,292 total students with 13,504 of these students 

being minority students according to the FCAE report (agriculturaleducation.org) and the 

National Center for Educational Statistics (nces.ed.gov). These schools had 1,889 students in the 

agricultural education program, of which 572 minority students in the agricultural program, and 

these numbers may not be exact considering the error found in the report on the FCAE website in 

which one school known to be partially minority did not report any minority students in the total 

school population compares with an average of 30.28% minority students involved in the 

agricultural education program. 



 

 

 

 

 

 

CHAPTER IV 

RESULTS, FINDINGS, AND DISCUSSIONS 

 This chapter focuses on providing the information that satisfies the purpose and 

objectives of this study. The purpose of this study was to describe the recruitment methods that 

are used by high school agricultural education instructors with at least 10% minority student 

involvement.  The first portion of this survey consisted of background questions asking the 

respondent to provide information on his or her background as well as the school and community 

background information. The information on the use of varying types of recruitment activites 

was gathered using a 5 point Likert scale. The final portion of this survey consisted of the 

teachers being asked to describe their use of SAE in recruitment and retention and specific 

minority recruitment activities that they use. The teachers that participated in this program were 

all located in Illinois and all had over 10% minority students enrolled in the agricultural 

education program. 

Research Questions 

 The following questions were used to answer each objective. 

 The research objective, describe the background of the school and the agricultural 

program as well as the instructor, was answered by the following questions: 

1. What is the total high school enrollment in schools with minority students in the agricultural 

education program? 



 

 

2. What is the total agricultural education program enrollment (unduplicated students)? 

3.  How many of the students enrolled in agricultural education program are minority students. 

4.  Have schools with minorities in agricultural education programs experienced any changes in 

enrollment in the past 3 years? 

5.  Where are school with minority students in the agricultural education program located? 

6.  How long as the teacher been teaching and how long has she or he been teaching a that 

school? 

7.  Was the teacher an agricultural education student or a FFA member in high school? 

The second research objective: identify programs that are successful in recruiting minority 

students in their program, was answered by the following research question: 

8. How successful are the programs in recruiting minority students/ 

The third research objective; gauge the use of varied recruitment practices used by the 

agricultural instructors in Illinois, and access the use of Supervised Agricultural Experienced 

Programs as a recruitment tool for minorities, was answered by the following research questions: 

9. How does the teacher make personal contacts with prospective students? 

10. How does the program use the National FFA Organization materials? 

11. How does the program use recruiting materials? 

12. How are the school faculty and staff utilized in the recruitment of minority students? 

13. How is the local community utilized in the recruitment of minority students? 

14. How are programs in the school used to recruit minority students? 

15.  How is the media utilized to recruit minority students? 

16.  How is student involvement fostered through classroom activities? 

17.  How is student involvement fostered through FFA Organization activities 



 

 

18.  How are SAE’s used in the recruitment of minority students? 

19.  What minority groups are represented in the agricultural education student body? 

20.  How are former minority students and non-traditional students used in the recruitment of 

new students? 

21.  Did the teacher participate in any educational activities dealing with minorities at the 

University level? 

22.  Does the teacher feel that preparation programs that develop an understanding of 

minorities would help in the recruitment and retention of minority students? 

The final research objective, determine the most successful recruitment methods that are used to 

recruit minorities in schools with over 10% minority students was answered by the analysis of 

the data received from the surveys. 

 The research questions: 

• What is the total high school enrollment in schools with minority students in the agricultural 

education program? 

• What is the total agricultural education program enrollment (unduplicated students)? 

• How many of the students enrolled in agricultural education program are minority students? 

Background Data 

 These questions were all answered before the survey was sent to the teachers. This data 

was used to select those schools that would participate in the study. This information was gained 

from the FCAE website and the website for the National Center for Educational Statistics.  Table 

4.1 shows that for the 11 school responding there was an average of 1561 students in the entire 

high school student body.  These schools have on average 90 students in the agricultural 

education program and of these 90 students on average there are 34 minority students. These 



 

 

eleven school have an average of 704 minority students in the entire student body. Only schools 

with over 10 percent minority student involvement in the agricultural education program were 

selected to be used for this study. All the school that responded to this survey have an average of 

42% minority student involvement in the agricultural education program. The numbers for this 

portion of the study are not exact because the information for this portion of the study had to be 

compiled from two different sources that reflected different years The FCAE survey results were 

compiled from the 2002-2003 schools year and the information from the NCES reference date 

from the 2001-2002 school year. 

 The next research questions addressed the changed in the school enrollment, the location 

of the schools and the length of time that the teacher has been teaching. These research questions 

are: 



 

 

Table 4.1 

Student Enrollment in School and Agricultural Education Classes 

School Number Total Students 
in Ag Ed 

Minority 
Students in 
Ag Ed 

Total Students 
in School 

Total 
minority 
students in 
school 

Minority 
students in Ag 
Ed (%) 

1 * * * * * 

2 64 55 297 220 86 

3 103 12 526 70 12 

4 152 26 1510 329 17 

5 56 6 498 83 11 

6 109 36 2430 581 33 

7 124 17 1990 319 14 

8 62 62 1246 1246 100 

9 102 63 3107 1622 62 

10 82 58 2572 2352 71 

11 49 5 1435 254 10 

Average 90 34 1561 704 42 

*One school did not provide usuable data for the FCAE Survey 

• Have schools with minorities in agricultural education programs experienced any changed in 

enrollment in the past 3 years? 

• Where are schools with minority students in the agricultural education program located? 

• How long has the teacher been teaching? 

• Was the teacher an agricultural education student or a FFA member in high school? 

 Table 4.2 illustrates that I the background portion of the survey it was found that 63.63 

percent of the respondents reported that their school had seen an increase in the school 

enrollment in the past three years. A total of 18.18 percent of the schools reported that their 



 

 

school had seen no change in the total school enrollment in the past three years, and 18.18 

percent reported that their school has seen a decrease in total school enrollment in the past three 

years. The type of agricultural eduction program that these school shad was an urban or suburban 

type program meaning that most of the students in the program had an urban background and 

36.36 percent of the schools reported that they their students mainly had a suburban type 

background. None of the schools reported that the students enrolled in their agricultural 

education program had a rural background. 

Table 4.2 

Background Data on School, Program, and Teacher 

School Number Change in School 
enrollment 

Type of 
agricultural 
education 
program 

Years of teaching 
experience 

Ag Ed 
student/FFA 

member 

1 Increase Urban 18 No 

2 No Change Urban * No 

3 No Change Urban 4 Yes 

4 Increase Suburban 30 Yes 

5 Increase Urban 4 Yes 

6 Increase Suburban 22 No 

7 Increase Suburban 14 Yes 

8 Decrease Urban 8.5 No 

9 Increase Urban 21 No 

10 Increase Suburban 39 No 

11 Decrease Urban 7 Yes 

Average Responses Increase = 63.61 
Decrease = 18.18 
No Change = 18.18 

Urban = 63.64 
Suburban = 36.36 

Average = 16.75 No = 54.55 
Yes = 45.45 

*Did Not Respond 



 

 

 Table 4.2 also shows that the respondents reported that they had an average of 16.75 

years of teaching experience. A total of 54.55 % had not been in agricultural education classes or 

in the FFA during high school while 45.55 percent reported that they had been an agricultural 

education student or a member of the FFA in high school.  

 This is significant because these programs do not have the traditional students that we 

think of as being agricultural education students. These students do not have the rural 

background and there for will not have the same SAE projects as traditional agricultural 

education students or FFA members. The teachers do not have the background n the FFA or 

agricultural education classes that these students are gaining. 

 Table 4.3 illustrates the differences in the teachers’ backgrounds and the areas where the 

agricultural education program in located. Five of the teachers that responded are from a town of 

under 10,000 people, four are from a smaller city of 10,000 to 50,000 people and two grew up 

ether in the country or on a farm or ranch. None of these teachers are from a large metropolitan 

city or even from a medium sized city. Eight of the eleven teachers that responded reported that 

the school they currently teach in is located in a large metropolitan city of over 50,000. Four 

teachers reported that the school where they currently teach is located in a city with a white 

majority with a 10 percent or more of the population of non-white ethnicity, and two reported 

that they teach in an area that has a white majority with 30 percent or more of non-white 

ethnicity. Two also reported that the school where they currently teach in is an area that is 

predominately African American. 

  

 

 



 

 

Recruitment Practices 

 The third research objective: Gauge the use of varied recruitment practices used by the 

agricultural instructors in Illinois, and access the use of Supervised Agricultural Experience 

Programs as a recruitment tool for minorities. The research questions are: 

• How does the teacher make personal contacts with prospective students? 

• How does the program use the National FFA Organization Materials? 

• How does the program use recruiting materials? 

• How are the school faculty and staff utilized in the recruitment of minority students? 

Table 4.3 

Background Data on School 

School Number Size of the area where the 
teacher grew up 

Size of the area where the 
school is located 

 Ethnicity of the area 
where the school is 

located 

1 Town Under 10,000 Large Metropolitan City 
over 50,000 

* 

2 Town Under 10,000 Large Metropolitan City 
over 50,000 

Predominately African 
American 

3 Smaller City 10,000 to 
50,000 

Smaller City 10,000 to 
50,000 

White Majority With 20% 
Non-White 

4 On a Farm or Ranch Smaller City 10,000 to 
50,000 

White Majority With 10% 
Non-White 

5 Town Under 10,000 Smaller City 10,000 to 
50,000 

White Majority wit 30% 
Non-White 

6 Smaller City 10,000 to 
50,000 

Smaller City 10,000 to 
50,000 

White Majority With 10% 
Non-White 

7 Smaller City 10,000 to 
50,000 

Smaller City 10,000 to 
50,000 

White Majority With 10% 
Non-White 

8 Town Under 10,000 Large Metropolitan City 
over 50,000 

White Majority wit 30% 
Non-White 

9 Smaller City 10,000 to 
50,000 

Smaller City 10,000 to 
50,000 

* 



 

 

School Number Size of the area where the 
teacher grew up 

Size of the area where the 
school is located 

 Ethnicity of the area 
where the school is 

located 

10 In the Country Suburbs of a Town or 
City 

Predominately African 
American 

11 Town Under 10,000 Smaller City 10,000 to 
50,000 

White Majority With 10% 
Non-White 

*Did Not Respond 

• How is the local community utilized in the recruitment of minority students? 

• How are programs in the school used to recruit minority students? 

• How is the media utilized to recruit minority students? 

• How is student involvement fostered through classroom activities? 

• How is student involvement fostered through FFA organization activities? 

 These questions were answered in the second part of the survey. In this portion the 

respondents ranked their use of many types of recruitment activities. 

 The question; “How do the teachers make personal contacts with prospective students?” 

is addressed in table 4.4 which shows that a majority of the teachers rarely use personal contacts 

in the recruitment of minority students. These teachers stated that they sometimes use personal 

contacts with perspective minority students made by past and present agricultural education 

students. The respondents reported that they rarely use personal calls, letters from the 

agricultural education department or letters from the FFA chapter. They never use personal home 

visits of perspective students by the instructor.  Overall the personal contacts were the second 

least used recruitment tool that was used by the teachers that responded to this survey. 

 

 

 



 

 

Table 4.4 

The Use of Personal Contacts in the Recruitment of Minority Students 

School 
Number 

Personal 
contacts by 

students 

Personal 
telephone 

calls by the 
instructor 

Letters from 
the 

department 

Letters to the 
students from 

students in 
the chapter 

Letters to the 
parents from 

the 
department 

Home visits 
of perspective 

students 

1 Always Rarely Never Never Never Never 

2 Never Rarely Never Never Never Rarely 

3 Sometimes Rarely Sometimes Sometimes Sometimes Rarely 

4 Most of the 
time 

Rarely Most of the 
Time 

Most of the 
Time 

Rarely Rarely 

5 Most of the 
time 

Rarely Sometimes Sometimes Rarely Rarely 

6 Rarely Rarely Never Never Never Never 

7 Rarely Never Never Never Never Never 

8 Most of the 
time 

Rarely Rarely Rarely Rarely Rarely 

9 Rarely Never Never Never Never Never 

10 Most of the 
time 

Rarely Sometimes Rarely Rarely Never 

11 Most of the 
time 

Rarely Rarely Rarely Rarely Never 

 Table 4.5 shows the responses to “how the programs use the National FFA organization 

materials” in the recruitment of minority students. Overall the teachers reported that they 

“sometimes” used these materials. The materials the respondents reported being used the most 

are the Natonal FFA promotional posters. These are the posters that each chapter receives that 

tell the students about the National FFA and what it has to offer to them followed by using the 

national FFA brochures and the National FFA films or slide tapes. 

 

 



 

 

Table 4.5 

The Use of National FFA Organization Materials in the Recruitment of Minority Students 

School Number National Promotional 
Posters 

National Brochures National Films/Slide-
Tapes 

1 Sometimes Sometimes Rarely 

2 Never Rarely Never 

3 Always Sometimes Most of the Time 

4 Most of the TIme Sometimes Sometimes 

5 Most of the TIme Most of the Time Sometimes 

6 Never Never Never 

7 Never Never Sometimes 

8 Most of the TIme Most of the Time Most of the Time 

9 Rarely Rarely Never 

10 Always Sometimes Sometimes 

11 Always Always Always 

 

 Table 4.6 shows the use of the local programs’ recruiting materials. Overall this grouping 

received the lowest ranking. With the respondents reporting they rarely used any local program 

materials in the recruitment of minority students. The item that the teachers reported using the 

most was informational displays in the elementary, junior high and the high schools. They 

reported that they used mobile displays in shopping centers and displays at local, regional, and 

state fairs the least. The conclusion was made that many of these school do not take an active 

part in any of the fairs because all of the programs are located in cities and the programs are all 

mainly suburban or urban programs, therefore it would do these programs no good to have 

mobile recruiting displays to take to fairs. 

Table 4.6 



 

 

The Use of Local Program Materials in the Recruitment of Minority Students 

School Number Displays in 
elementary, 

junior high, and 
high schools 

Mobile Displays 
in shopping 
centers and 

public buildings 

Photo displays 
showing success 
of minorities in 

the Program 

Photo displays 
and interviews 
of minorities in 

the program 

Displays at 
local, regional, 
and state fairs 

1 Sometimes Never Sometimes Sometimes Rarely 

2 Sometimes Never Rarely Never Never 

3 Most of the 
Time 

Never Rarely Sometimes Never 

4 Most of the 
Time 

Rarely Rarely Rarely Rarely 

5 Sometimes Sometimes Rarely Rarely Rarely 

6 Never Never Never Never Never 

7 Never Never Never Never Never 

8 Sometimes Rarely Sometimes Sometimes Rarely 

9 Sometimes Never Never Never Never 

10 Never Never Never Rarely Rarely 

11 Sometimes Rarely Rarely Rarely Never 

Table 4.7 shows the use of school programs and local organization public relations in the use of 

recruiting minority student. Overall the teachers reported that they use this as a recruiting 

program sometimes, they did report that they used student referrals by guidance counselors the 

most. The least used recruitment tool was participating in the FFA organization calendar 

program. In this program, calendars are made as a fundraiser with advertising space sold to local 

businesses and then given out to program supporters, students, school personnel, and local 

businesses.



 

 

Table 4.7 

The Use of School Personnel and Local Organization Public Relations in the Recruitment of 

Minority Students 

School 
Number 

Incorpor
ating 

material
s and 

developi
ng 

support 

Open 
hose 
tours 

Student 
referrals 

Presenta
tion to 

counselo
rs 

Recruit
ment 

presentat
ions to 

students 

Work 
with 

counselo
r 

Involvin
g 

commun
ity as 
judges 

 Sponsor 
FFA 
week 

activities 

Participa
tion in 

calendar 
program 

1 Always Always Always Sometim
es 

Always Always Always Always Sometim
es 

2 Sometim
es 

Rarely Most of 
the Time 

Rarely Never Always Never Never Never 

3 Sometim
es 

Most of 
the Time 

Most of 
the Time 

Sometim
es 

Most of 
the Time 

Rarely Most of 
the TIme 

Always Most of 
the Time 

4 Sometim
es 

Most of 
the Time 

Sometim
es 

Sometim
es 

Sometim
es 

Sometim
es 

Sometim
es 

Always Rarely 

5 Most of 
the Time 

Sometim
es 

Sometim
es 

Rarely Sometim
es 

Sometim
es 

Always Rarely Never 

6 Rarely Most of 
the Time 

Most of 
the Time 

Rarely Rarely Sometim
es 

Never Never Never 

7 Sometim
es 

Sometim
es 

Rarely Sometim
es 

Sometim
es 

Sometim
es 

Sometim
es 

Always Never 

8 Sometim
es 

Sometim
es 

Rarely Sometim
es 

Never Never Never Sometim
es 

Sometim
es 

9 Sometim
es 

Never Sometim
es 

Never Never Never Never Never Never 

10 Most of 
the Time 

Sometim
es 

Always Sometim
es 

Rarely Always Rarely Most of 
the Time 

Sometim
es 

11 Sometim
es 

Most of 
the Time 

Most of 
the Time 

Rarely Rarely Rarely Never Never * 



 

 

Incorporating materials from other teachers and developing support from other teachers for the 

program, along with open house tours of the facility by the faculty and explanation of the 

curriculum for the faculty, parents, perspective students, fellow teachers, and other members of 

the community, along with sponsoring National FFA week activities were all ranked by the 

respondents as being used sometimes. 

 Table 4.8 shows the respondents stated that their use of the local agriculture, community 

service and professional organizations s sometimes. They reported that they rarely use three of 

these recruitment tools; alumni from the community as recruiters FFA members speak before 

community organizations, and use minority business people in recreation activities for minority 

students. The stated that they sometimes organize placement opportunities for summer 

employment with local agricultural businesses and agriculturalists, utilize and agricultural 

advisory council, and cooperate with community service organizations on projects. 

 Table 4.9 shows the respondents use of inner school programs in the recruitment f 

minority students.  Overall the respondents reported sometimes using inner school programs in 

the recruitment of minority students. They reported cooperating with pose secondary institutions 

and the respondents ranked offering college credit for specific agricultural classes the highest in 

the area of recruitment. Establishment of a FFA junior chapter or a junior high agricultural 

education club was ranked the lowest with all but one respondent reporting that they never used 

this method. 

 Table 4.10 shows the respondents use of media in the recruitment of minority students. 

Overall the respondents reported that they rarely used media in the recruitment of minority 

students. Reporting and advertising activities in local and regional newspapers received the  

 



 

 

Table 4.8 

The Use of Community Service in the Recruitment of Minority Students 

School 
Number 

Placement 
opportunities 

Alumni as 
recruiters 

Advisory 
council 

Community 
organizations 

Community 
service 
projects 

Minority 
Business 
People 

1 Always Rarely Always Rarely Always Always 

2 Always Never Sometimes Never Always Always 

3 Most of the 
Time 

Sometimes Sometimes Sometimes Sometimes Rarely 

4 Sometimes Sometimes Always Sometimes Sometimes Rarely 

5 Rarely Sometimes Most of the 
Time 

Sometimes Sometimes Rarely 

6 Rarely Never Never Never Sometimes Rarely 

7 Sometimes Sometimes Never Rarely Rarely Never 

8 Most of the 
Time 

Rarely Always Sometimes Never Never 

9 Ne Never Never Never Never Never 

10 Sometimes Sometimes Most of the 
Time 

Rarely Most of the 
Time 

Never 

11 Rarely Rarely Rarely Always Most of the 
Time 

Rarely 

Highest ranking with the respondents reporting that they use this most of the time as a minority 

students recruitment tool.  They also reported that they sometimes, prepare informational packets 

about the FFA and the agricultural education program for junior high and high school 

counselors, and produce display posters and brochures for the school and community bulletin 

boards. The same programs also reported that they never purchase radio or television time for 

informational programs about the FFA.  All of the other categories in this section, development 

of tapes that discuss the benefits of the FFA, use of local radio and television stations to place 

free public service announcements about the agricultural education program and the FFA 



 

 

chapter, and distributing a news letter about the program, along with mass mailings of 

informational flyers to perspective students and their families, all received a rating of rarely. 

Table 4.9 

Inner School Programs 

School 
Number 

Instructor 
presentati
on on at 
junior 
high 

Student 
presentati

ons at 
junior 
high 

Involving 
elementar
y students 

in the 
FFA 

Organizat
ion 

sponsored 
activities 

Providing 
library 
with 

“New 
Horizons” 
subscripti

ons 

Instructor
s and 

counselor
s 

speaking 
to 

students 

Offering 
college 

credit for 
Ag 

courses 

Junior 
High FFA 
or Ag Ed 

Cub 

1 Always Always Never Always Always Always Always Never 

2 Rarely Never Never Always Never Always Always Never 

3 Always Always Most of 
the Time 

Most of 
the Time 

Never Most of 
the time 

Always Never 

4 Most of 
the Time 

Always Rarely Most of 
the Time 

Most of 
the Time 

Most of 
the time 

Sometime
s 

Never 

5 Most of 
the Time 

Most of 
the time 

Most of 
the Time 

Most of 
the Time 

Never Most of 
the time 

Most of 
the time 

Most of 
the time 

6 Never Never Never Never Never Never Never Never 

7 Always Always Never Ne Always Sometime
s 

Never Never 

8 Never Never Never Most of 
the Time 

Always Most of 
the time 

Rarely Never 

9 Never Never Never Sometime
s 

Never Most of 
the time 

Always Never 

10 Never Never Never Rarely Never Sometime
s 

Always Never 

11 Rarely Rarely Rarely Rarely Always Rarely Always Never 

 

 

 

 



 

 

Table 4.10 

Media 

School 
Number 

Video 
tapes 

showing 
benefits 

of Ag Ed 
& FFA 

Public 
service 

announc
ements 
on radio 
and TV 

Purchasi
ng radio 
and TV 
Time 

Distribut
ing 

newslett
ers 

Preparin
g 

packets 
for 

counselo
rs 

Advertis
ing in 

local and 
regional 
papers 

Mass 
mailings 

to 
perspecti

ve 
students 

Advertis
ements 

or flyers 
sent to 
parents 

Posting 
posters 

and 
brochure

s on 
bulletin 
boards 

1 Rarely Rarely Never Rarely Always Sometim
es 

Sometim
es 

Sometim
es 

Always 

2 Rarely Never Never Rarely Never Some Sometim
es 

Sometim
es 

Always 

3 Most of 
the time 

Sometim
es 

Most of 
the time 

Ner Sometim
es 

Never Never Most of 
the time 

Most of 
the time 

4 Most of 
the time 

Most of 
the Time 

Never Most of 
the time 

Most of 
the time 

Never Never Never Rarely 

5 Most of 
the time 

Rarely * Most of 
the time 

Most of 
the time 

Rarely Rarely Rarely Most of 
the time 

6 Never Never Never Never Never Never Never Never Sometim
es 

7 Most of 
the time 

Most of 
the Time 

Never Most of 
the time 

Rarely Never Never Never Most of 
the time 

8 Most of 
the time 

Never Never Never Sometim
es 

Rarely Rarely Rarely Always 

9 Never Never Never Most of 
the time 

Most of 
the time 

Never Never Never Never 

10 Rarely Most of 
the time 

Never Never Always Never Never Never Most of 
the time 

11 Never Sometim
es 

Never Never Most of 
the time 

Rarely Rarely Rarely Rarely 

 Table 4.11 shows the use of classroom activities in the recruitment of minority students.  

Overall the teachers reported that they use classroom activities most of the time in the 

recruitment of minority students. All of the categories received the ranking of most of the time 

except for offering a junior high or pre secondary agricultural education program which received 

the ranking of rarely. Re-titling of the vocational agricultural courses to agricultural science, 



 

 

agribusiness, etc. Received the ranking of always, with seven of the teachers reporting that they 

do this all of the time, four reporting that they do this most of the time n done reporting that he or 

she does this sometimes. The changing of the names of the classes is probably one of the most 

commonly used recruitment practices because it tries to change the image of agricultural classes 

and the FA to a more modern and technologically advanced program.  

 Table 4.12 shows the use of FFA activities in the recruitment of minority students 

Overall the respondents reported that they used these recruitment tools sometimes in the 

recruitment of minority students. The two items that were reported as being used most of the 

time was encouraging attendance at district, state, regional, and national activities and 

encouraging  participation in FFA organization contests. It is interesting that two teachers 

reported they never encourage participation in FFA organization contests and two reported they 

only encourage participation in FFA organization contests sometimes. 

SAE in Recruitment 

 The research question “how are SAE’s used in the recruitment of minority students”; was 

answered by the SAE in recruitment portion of the survey. This portion of the survey required 

respondents to repot how they used the students SAE projects in the recruitment of new students 

and the retention of existing students.  

 

 

 

 

 

 



 

 

Table 4.11 

School Activities 

School 
Numbe

r 

Semest
er 

Courses 
dealing 

with 
SPecifi

c 
Discipli

nes 

Involve 
Minorit

y 
Student

s in 
Progra

m 
Change

s 

Course 
Flexibil

ity 

Field 
Trips to 
modern

, 
technic
al and 

progres
sive 

operati
ons 

Science 
credit 
for Ag 

Courses

Incorpo
rate 
new 

technol
ogies 

into the 
classro

om 

Individ
ualized 
progra

ms, 
indepen

dent 
study 

for 
SAE 

Re-title 
progra

m 
courses 

Update 
Curricu

lum 

Junior 
high 

Progra
m 

1 Always Never Rarely Always Never Always Someti
mes 

Someti
mes 

Always Never 

2 Always Always Someti
mes 

Most of 
the 
time 

Always Always Always Always Someti
mes 

Never 

3 Always Never Someti
mes 

Always Always Someti
mes 

Someti
mes 

Always Someti
mes 

Always 

4 Someti
mes 

Most of 
the 
time 

Rarely Someti
mes 

Most of 
the 
time 

Most of 
the 
time 

Someti
mes 

Most of 
the 
time 

Someti
mes 

Never 

5 Always Rarely Most of 
the 
time 

Most of 
the 
time 

Always Someti
mes 

Most of 
the 
time 

Someti
mes 

Someti
mes 

Always 

6 Always Always Always Someti
mes 

Always Always Most of 
the 
time 

Always Always Never 

7 Always Never Always Someti
mes 

Always Always Always Always Always Never 

8 Always Always Rarely Always Never Always Always Always Always Never 

9 Always Most of 
the 
time 

Most of 
the 
time 

Most of 
the 
time 

Always Most of 
the 
time 

Rarely Always Most of 
the 
time 

Never 

10 Always Always Someti
mes 

Someti
mes 

Always Someti
mes 

Most of 
the 
time 

Always Always Never 

11 Always Always Always Always Always Always Always Always Always Never 

 Table 4.13 shows that five of the eleven teachers that responded to this survey reported 

that they only make visits to students’ SAE projects as the need arises. Three reported that they  



 

 

4.12 

FFA Activities 

School 
Number 

Encourag
e 

attendanc
e at 

district, 
state, 

regional, 
and 

national 

Involve 
Perspectiv
e students 

in 
meetings 

Encourag
e 

participati
on in 

contests 

Involve 
minority 
students 
in award 
programs 

Encourag
e 100% 

FFA 
membersh

ip 

Presentati
ons and 
visits by 
state and 
national 
officers 

Open 
house for 
minority 
students 

and 
parents 

Work 
experienc
e abroad 
program 

1 Always Always Always Always Always Rarely Always Sometime
s 

2 Never Never Never Never Never Never Never Never 

3 Always Rarely Always Sometime
s 

Always Sometime
s 

Never Rarely 

4 Sometime
s 

Most of 
the time 

Sometime
s 

Most of 
the time 

Sometime
s 

Always Most of 
the Time 

Rarely 

5 Always Most of 
the time 

Always Most of 
the time 

Always Most of 
the time 

Rarely Rarely 

 Rarely Never Sometime
s 

Never Never Never Rarely Never 

7 Always Always Always Always Always Always Rarely Rarely 

8 Always Always Always Always Always Always Most of 
the Time 

Rarely 

9 Never Never Never Never Never Never Never Never 

10 Always Always Always Never Never Sometime
s 

Always Most of 
the time 

11 Always Always Always Always Always Always Always Never 

made regularly scheduled visits to their students; SAE projects once a year, one reported that he 

or she visiting the students SAE programs once a month an done reported that he of she did not 

make regularly scheduled visits to the students’ SAE  projects. Of the teachers visiting their 

students’ SE projects only two reported that he or she filed a written report about the students 

SAE projects and the report was only made available to the student. 



 

 

Table 4.13 

Supervised agricultural Experience Program Visits and SAE Visit Reports 

School 
Number 

Visits to 
students SAE 

projects 

Meeting with 
parents 

during visits 

Written 
report on 

SAE visits 

Report 
available to 
the student 

Report 
available to 
the parent 

Report 
available to 

the counselor 

1 Only as the 
need arises 

No No * * * 

2 * * * * * * 

3 Once a year Always No * * * 

4 Once a year Sometimes No * * * 

5 Once a year Sometimes Yes Yes No No 

6 only as the 
need arises 

Sometimes No No No No 

7 Only as the 
need arises 

Sometimes No No No No 

8 Once a month No Yes Yes Yes Yes 

9 No No No No No No 

10 Only as the 
need arises 

Sometimes No Yes No No 

11 Only as the 
need arises 

Sometimes No * * * 

 Table 4.14 shows that all but one teacher reports working with area agricultural 

employers to provide possible summer placement or future employment opportunities for 

minority students and six reported SAE projects are not a major part of student retention, while 

four reported that it is a major part of minority student retention. 

Table 4.14 

Summer Placement Opportunities and SAE Use in Minority Student Retention 

School Number Summer Placement or Future 
Employment 

SAE in student retention 

1 Yes No 



 

 

School Number Summer Placement or Future 
Employment 

SAE in student retention 

2 * * 

3 Yes No 

4 Yes No 

5 No Yes 

6 Yes No 

7 Yes Yes 

8 Yes Yes 

9 Yes No 

10 Yes No 

11 Yes Yes 

Minority student retention 

 In this portion of the survey the respondents were asked to respond to several questions to 

judge how they used certain retention methods to keep existing minority students enrolled in the 

agricultural education program. The following questions were answered in the minority student 

retention portion of the survey. 

• What minority  groups are represented in the Agricultural Education student body? 

• How are former minority students and non-traditional students used in the recruitment of 

new students? 

• Did the teacher participate in any educational activities dealing with minorities at the 

university level 

• Does the teacher feel that that preparation programs that develop an understanding of 

minorities would help in the recruitment and retention of minority students? 

 Table 4.15 shows responding schools have an average of 73.36 minority students in the 

agricultural eduction classes but only an average of 55.56 minority students in the FFA program. 



 

 

Two schools do not have any minority students in FFA. These two schools have a potential to 

have 82 minority students in the FFA program because they are in agricultural education classes. 

Table 4.15 

Minority Student Involvement in Agricultural Education and the FFA 

School Number Minority students enrolled in 
agriculture education 

Minority students involved in the 
FFA 

1 432 432 

2 62 * 

3 12 12 

4 22 6 

5 10 5 

6 22 3 

7 12 0 

8 68 68 

9 70 0 

10 90 11 

11 7 4 

*One school did not respond 

  

 Table 4.16 shows all of the schools surveyed try to recruit minority students. Six of the 

teachers reported having classes or activities in minority awareness in college and all but one of 

the respondents reported they thought that it would be helpful in recruiting minority students. 

 

 

 

 



 

 

Table 4.16 

Minority student recruitment 

School Number Minority and non-
traditional role models 

Minority awareness 
courses or activities 

available 

Minority awareness 
courses or activities useful

1 Yes Yes Yes 

2 Yes Yes Yes 

3 Yes No Yes 

4 Yes No Yes 

5 Yes No Yes 

6 Yes Yes Yes 

7 Yes Yes No 

8 Yes No Yes 

9 Yes Yes Yes 

10 Yes Yes Yes 

11 Yes Yes Yes 

Summary 

 The 11 schools responding to this survey have an average of 1561 students in the entire 

student body, including an average of 704 minority students. On average these 11 schools have 

90 unduplicated students in the agriculture education program, including an average of 34 

minority students. 

 Of the schools reported to the survey 63% reported an increase in total school enrollment 

in the past three years.It was found that 63% of the schools reported having an urban program 

meaning that the students in the program were from an urban area. The teachers that responded, 

reported having an average of 16.75 years teaching experience, and 55% of the teachers 

responding reported they were not an agricultural education student or an FFA member in high 

school. 



 

 

 The teachers’ backgrounds were varied. Five of the teachers reported that they grew up in 

a town of under 10,000 people.Four teachers reported that they are from a smaller city of 10,000 

to 50,000 people, and two teachers reported that they grew up in the country or on a farm or 

ranch. 

 Eight of the teachers reported the school where they currently teach is in a city if 10,000 

to 50,000 in population and three reported that the school where they currently teach is in a arge 

metropolitan city of over 500,000. Six of the teachers that responded reported that the city where 

they teach is predominantly white while two reported that the city where they teach is 

predominantly African American. 

 The teachers that responded to this survey reported rarely using personal contacts in the 

recruitment of minority students. These teachers reported sometimes using the National FFA 

materials in the recruitment of minority students. The respondents reported sometimes use school 

programs, and local organization public relations in the recruitment of minority students. The 

teachers reported using the local agriculture community, community service, and professional 

organizations sometimes. These teachers reported they sometimes used inner school programs to 

recruit minority students, The teachers reported using the media in recruitment rarely. The 

teachers did report they used classroom activities most of the time in the recruitment of minority 

students most of the time. The teachers that responded to this survey reported sometimes using 

FFA Organization activities in the recruitment of minority students. 

 Five of the teachers that responded to the survey reported they only made visits to their 

students SAE projects as the need arose. Three reported visiting the students SAE projects once a 

year, one reported visiting the students SAE projects once a month and one reported that there 

were no regularly scheduled visits to the students SAE projects. Only two of the teachers making 



 

 

an SAE visits file a written report of the students project and that report is only made available to 

the student. 

 All but one of the teachers reported they worked with area employers in the agriculture 

field to provide summer placement and future job opportunities. Six of the teachers reported that 

SAE projects are not a major part of student retention while four reported it was a major part of 

student retention. 

 Two of the schools do not have any minority students in the FFA but have a combined 

total of 82 students eligible to be in the FFA because they are in agricultural classes. All of the 

schools that were surveyed reported trying to recruit minority students.  Six of the teachers 

reported having classes or activities dealing with minorities and their heritage during their 

undergraduate program and all but one teacher thought that further activities dealing with 

minorities would be helpful in recruiting minority students, 

 Table 4.17 shows the respondents use and the mean scores of the nine recruitment areas. 

Teachers ranked the recruitment activities in the category “ Classroom activities” as the most 

frequently used. Teachers ranked “Local program materials the least frequently used”. 

Table 4.18 shows the ten most commonly used recruitment practices out of the nine categories. 

Eight of the ten most commonly used recruitment practices came from the “Classroom activities” 

area of the nine recruitment areas. The other two came from the “FFA organization activities” 

area of the nine recruitment areas. 

 

 

 

 



 

 

 

Table 4.17 

Ranking of the Nine Minority Student Recruitment Areas by Use 

Recruitment area Average use Mean Score 

Classroom activities Most of the time 2.03 

FFA organization activities Sometimes 2.91 

National FFA Organization 
materials 

Sometimes 3.07 

School personnel and local 
organization public relations, school 
administration, faculty, and schol 
board 

Sometimes 3.34 

Local agriculture, community 
service and professional 
organizations 

Sometimes 3.47 

Inner school Programs Rarely 3.56 

Media Rarely 3.68 

Personal contacts Rarely 4.05 

Local program materials Rarely 4.2 

 

 

 

 

 

 

 

 

 

 



 

 

Table 4.18 

Ten Most Used Minority Student Recruitment Methods 

Recruitment Practice Average use by respondents Mean use score 

Offer semester courses dealing with 
specific agricultural disciplines 

Always 1.10 

Re-title vocational agriculture 
courses to agricultural science, 
agribusiness, etc. 

Most of the Time 1.30 

Obtain approved science credit for 
agricultural education courses 

Most of the Time 1.60 

Update Curriculum to include: the 
global perspective, 
entrepreneurship, computer 
application, etc. 

Most of the Time 1.60 

Incorporate new technological ideas 
and practices into the classroom 

Most of the Time 1.70 

Distribution of a newsletter 
throughout the community and to 
perspective members 

Most of the Time 2.00 

Encourage participation in FFA 
Organization contests 

Most of the Time 2.00 

Development of individualized 
programs, independent study, SAE 
practicum, etc. 

Most of the Time 2.10 

Have schedule flexibility for course 
offering (decrease conflicts) 

Most of the Time 2.20 

Encourage attendance of districts, 
state, regional, and national 
activities 

Most of the Time 2.20 



 

 

Chapter V 

CONCLUSIONS AND RECOMENDATIONS 

 This study has four objectives. Objective one was to describe the background of the 

school and the agricultural program as well as the instructor. The second objective was to 

identify programs that are successful in recruiting minority students in their program. The third 

objective was to gauge the use of varied recruitment practices used by the agricultural instructors 

in Illinois, and access the use of Supervised Agricultural Experience (SAE) programs as a 

recruitment methods used to recruit minorities in schools with over 10% minority students in the 

agricultural education program. 

 Based upon the findings of this study the following conclusions were derived: the 

programs that have at least ten percent minority student involvement were located in either an 

urban or a suburban setting. Overall the programs studied do not use many recruitment methods. 

The majority of the schools were the programs were located have experienced an increase in 

enrollment in the past three years. The programs that were studied did not rely heavily on using 

SAE in the recruitment of minority students. The respondents reported they never used five of 

the recognized recruitment tools. They were: 

• Home visits of perspective minority students by the agricultural education instructor. 

• Use of informational displays in elementary, junior high and high schools. 

• Displays at local, regional, and state fairs. 

• Establishment of an FFA Junior Chapter or junior high agriculture club. 

• Purchasing of local radio and television time for informational programs. 

The two recruitment practices the respondents reported used “always” were: 

• Offer semester courses dealing with specific agricultural disciplines. 



 

 

• Re-title Vocational Agricultural Courses to agricultural science, agribusiness, etc. 

 The average teacher who teaches in a program with at least ten percent minority student 

enrollment has been teaching 16 to 17 years. They teach in a program that is made upof urban or 

suburban students and grew upin a town of under 10,000 in population. The school where he or 

she taught was located in a city of 10,000 to 500,000 in population. Most of the minority students 

in the school were African American. 

 The respondents thought more courses should be added at the university level and 

possible and in-service opportunities for practicing agricultural education instructors, dealing 

with minority cultures and minority heritage. Activities should be arranged to educate teachers 

about minority issues and concerns. 

 It is recommended that further research be conducted with the goal of further 

investigating the success of various recruitment methods. This information cannot be generalized 

the population studied. The respondents thought more courses, dealing with minority cultures 

and minority heritage, should be added at the university level, and provide in-service 

opportunities for practicing agricultural education instructors. Activities should be arranged to 

educate teachers about minority issues in the community and school setting. Further research is 

needed to understand the issues that need to be addressed in formal education concerning 

minority issues and agriculture. 
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The field of education, specifically the profession of teaching, is one of the most 

visible and underappreciated professions practiced today. Though improvements with 

recognition towards teachers have increased over time, the demands and expectations of 

teachers have also increased.  In the growing profession of agriculture, the demands and 

challenges of an agriculture teacher bring both positive and negative outcomes in the life 

of an individual.  The purpose of this study was to determine the job satisfaction of 

spouses toward job and family responsibilities of individuals in leadership positions 

within agricultural education and communications. This study was significant because it 

analyzed the perceptions of individuals’ attitudes toward the agriculture profession and 

the importance thereof.  The study found that agriculture professionals, as in many other 

professions, were capable of becoming emotionally drained and/or stressed as they 

attempted to balance their personal and work lives but were not likely to leave the 

profession for this reason alone.   
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CHAPTER 1 

INTRODUCTION 

Most people who are not living on a farm or have not been raised on farms may 

be familiar with the term agriculture but are unfamiliar with the scope of agriculture, how 

it affects people on an everyday basis and how important it is to our society.  The 

profession of agricultural communications was created out of a need for people to be 

properly informed about the news and other information as it relates to the field of 

agriculture.  Agriculture communications refers to the communicator’s aim to talk about 

agriculture with both agricultural audiences and those who are not of the profession.  The 

need for knowledge in this area is critical to our society and individuals since the industry 

is growing at such a rapid rate.  It is also important for the quality of life in the areas of 

crop production, soil and water conservation and other various aspects of agriculture.  

More importantly, agriculture communications may be the solution in helping to inform 

those who work in the profession.  It may also be a key to balancing their personal and 

work lives while meeting the needs of such a demanding field.   

Within the agricultural profession are countless important careers.  One critical 

position is that of an agriculture teacher, which was dominated by mostly the male gender 

in the past.  The results of a study conducted by Tritz & Martin (1998) indicated women 

felt agriculture was a field largely including production and hard labor positions.  Yet, the 

agriculture industry includes a number of positions that are led by women.  In order to be 

an effective teacher in the classroom, teachers gather mental, emotional and intellectual 

resources. (Tucker, Whaley & Cano, 2003). Teachers often find themselves working well 

past a 40-hour work week as they supervise student projects, judge various self-
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improvement contests, coach career development teams, evaluate student work and 

prepare lessons (Straquadine, 1990). The long hours at work, combined with the stress of 

teaching could eventually lead to incapacitating health problems (Vaughn, 1990).  

Additionally, the dangers of laboratory instruction are aggravating stress factors that 

often lead to persistent health problems and absenteeism from the classroom (Lee, 1990). 

As a consequence, agriculture teachers are prone to experience a condition called 

“burnout”, which is common in a number of other professions as well (Lee, 1990).    

Other studies have shown concerns in marital relationships among spouses who 

hold leadership positions in the industry of agriculture.  Characteristics have been 

identified to show a major focus on the work/family relationship and the difference 

between the two roles. The results of some studies referenced in this paper confirm the 

strong role in the attitudes of spouses towards managing the work-interface concept.  The 

importance of mutual spousal support and affirmation to successful dual-career marriages 

cannot be overemphasized. Spousal support not only involves valuing and affirming a 

partner’s abilities and goals, but it also involves emotional support, emphatic listening, 

and the ability to nurture (Gilbert, 1995).  Any type of emotional support given from one 

spouse to the other are important factors in making a marriage successful when there are 

extensive responsibilities for job requirements involved. This study investigated the 

marital and job satisfaction of agricultural leaders and their spouses in an effort to find a 

well defined balance between the two.   

There are times when couples are often faced with working out a balance between 

their career and family responsibilities, both individually and as a pair.  Satisfaction with 

a particular balance of roles is highest when each partner perceives the arrangement as 
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fair regardless of the distribution of labor in the household (Gilbert, 1995).  It is assumed 

couples that see their family responsibilities equal are more satisfied and happy than 

those who see their responsibilities unequal. In order to have a positive relationship 

between a husband and wife, the responsibilities of the family ought to be equally shared.  

The balancing act for couples and families has often been an issue for society and 

researchers who consider finding ways to deal with the rapid changes of the way men and 

women handle job and family responsibilities.  Attaining a reasonable balance between 

family and work affects an individual’s choice of their occupation, employer and their 

involvement at the job (Valcour, 2007).   

The demands and workload in the field of agriculture extend well beyond that of a 

“normal” work day.  In an earlier study orchestrated by Moore & Camp (1979), the long 

hours that agriculture teachers lead may be why some individuals leave the profession to 

find alternate careers.  This paper was an attempt to show the demands of the agriculture 

profession in comparison with other professions and how spouses worked through the 

challenges of balancing various responsibilities. 

This study examined the satisfaction of spouses toward job and family 

responsibilities of individuals in leadership positions within the agricultural industry.    

This study discusses areas for individuals currently working in leadership positions to 

determine parts of concerns toward job satisfaction and workload, as it relates to family 

structure.  The expected outcome of this research was to establish a list of concerns to be 

presented to agricultural leaders (advisors, directors, teachers, consultants) to enhance the 

home, school and society. 
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THEORETICAL FRAMEWORK 

A study conducted by Barry Croom (2003) of North Carolina State University, 

raised attention to the idea of teacher burnout in the profession of Agricultural Education.  

The researcher organized this study around a theoretical framework (Figure 1) which 

employed aspects from both Maslach & Jackson’s study (1981) and Croom’s study 

(2003).   

 

Figure 1. Contributing Factors to Teacher Burnout Model. 
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The study used the Maslach Burnout Inventory Educator’s Survey to identify 

what things agriculture educators experience in such a high demanding career.  The study 

found that teachers in this field encounter periods of exhaustion, impersonal relationships 

with their students and co-workers, as well as high levels of accomplishment in and from 

their work.  The study indicated that burnout usually happens in occupations dealing with 

long hours and periods of extreme stress in such fields as education, medical services and 

security and safety.  The appearance of burnout is most visible during times of work 

overload, uncontrolled work environments, a lack of social ability and communication of 

teachers in the school, unequal distribution of rewards, unappreciative work 

environments and the lack of fairness within the workplace (Maslach, 1981).  

 Teachers are often expected to handle the duties of more than just giving 

instruction at the front of the classroom.  They are frequently expected to act as the “do 

everything and fix everything” people in addition to their already hectic and busy day.  

Teachers are driving forces of transformation for many young people as they face social 

problems including drug and alcohol abuse, corporal abuse, and psychological abuse 

(Maslach, Jackson & Leiter, 1996).  Balancing these issues at the work place, combined 

with those who have families and must balance the responsibilities of their personal lives 

for those who have families are growing concerns for this profession.  The results of 

conditions such as these have been the cause of some teachers leaving the profession 

(Malach, Jackson & Leiter, 1996).   

The study also found that in the 24% of overcrowded classrooms in America’s 

schools, teachers were still expected to provide group and individualized instruction, in 

addition to the other daily activities and demands that come with the job (United States 
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Department of Education, 2000).  Regardless of the high expectations, teachers must 

continue to perform despite the lack of economical and human resources that are made 

available (Maslach, Jackson & Leiter, 1996).  Though significant improvements and 

adjustments are being made on behalf of the teacher as students strive to reach the higher 

standards of society, more continues to be expected from teachers and those expectations 

may continue to be prevalent.      

Objectives 

1.  Describe the knowledge of spouses toward the agricultural profession. 

2.  Describe the pros and cons of job and marital satisfaction of spouses toward the 

agricultural profession and various related barriers. 

3.  Determine what could be utilized to balance an agricultural profession with marital 

satisfaction.  

Purpose of Study 

The purpose of this study was to determine the satisfaction of individuals and 

their spouses toward job and family responsibilities of leaders within the agricultural 

industry and to inform about the profession in hopes of encouraging more individuals to 

become advocates of the industry.  This study was important because it analyzed the 

perceptions of individuals’ attitudes toward the agriculture profession and the importance 

thereof.  The expected outcome of this research was to identify characteristics to be 

researched further that may be presented to leaders in the agriculture profession in order 

to enhance the home, school and society 
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Limitations 

 Limitations of this paper were the lack of studies previously conducted on this 

particular topic.  The researcher found few studies that concentrated on the attitudes of 

spouses toward job and family responsibility as it related to any profession within the 

agricultural realm.  Further and more in depth studies using research methods consisting 

of focus groups, surveys and interviews need to be completed in order to gain a greater 

understanding of the advantages and challenges families face within the agriculture field. 

 Due to time restraints, comparisons to other professions of similar caliber were 

not conducted.  Surveys or questionnaires were not sent out. These could have added to 

the awareness, or lack thereof, of this topic.  Studies as they relate to the demands of the 

profession, hours worked, and duties and responsibilities would also be necessary to 

acquire a better understanding of the agriculture profession and how it compares to other 

careers. 

Definition of Terms 

To limit the opportunity of misinterpretations of terms, the following terms and 

their definitions have been used in this study. 

Agriculture Communication – Communicating about the field of 

agriculture to agricultural audiences and non-agricultural audiences 

 Agriculture Profession – A position within the field of agriculture  

 Burnout – A combination of negative aspects due to the demands of a job 

Career Indecision – An individualized educational and career choice 

Leader – A person who had commanding authority or influence 
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 Leadership – The office or position of a leader 

 Marital Satisfaction – A case of being satisfied within a marriage  

 Spouse – A married person 

Work-life balance - The maintenance of a balance between 

responsibilities at work and at home 
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CHAPTER 2 

LITERATURE REVIEW 

Literature reviewed in this study showed concerns in marital relationships among 

spouses who hold leadership positions in the industry of agriculture.  Studies have also 

shown concerns on a public level of occupational burnout and dissatisfaction that trickle 

into the personal lives of individuals who work in this field.  Characteristics, such as a 

spouse’s perception of their mate’s job, the prestige one receives from the job, and the 

flexibility one has at his/her job are just a few that have been identified to show a major 

focus on the work/family relationship and the difference between the two roles (Herbert 

& Kotrlik, 1990).   

This review of related literature included sources from journal articles that discuss 

the personal life factors and job satisfaction of individuals as it relates to leaders (mainly 

teachers) in the field of agriculture.  The review was split into several sections, which are 

as follows: the importance of the agriculture industry, career indecision within the 

agriculture area, attitudes of spouses towards the agriculture profession, and a description 

of perceived barriers of agricultural professionals.  The purpose of this study was not to 

portray agriculture as a negative career field, but rather to bring awareness of the 

importance of the field and how some positions within the field are demanding and may 

cause an imbalance in the personal lives of individuals working in the agriculture field.  

The expected outcome of this research was to identify characteristics requiring further 

research that may be presented to leaders in the agriculture profession in order to enhance 

home, school and society.  
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The Importance of the Agriculture Industry 

“The agriculture industry is significant for up and coming agriculture 

professionals, because occupational opportunities are not limited to the United States but 

worldwide” (Merideth, 2004, p. 15).  This very well may be the reason why more people 

are choosing to have careers within the agriculture field.  Agriculture is everywhere and 

entails so much more than just the traditional farming and production that most people 

think of when they think of agriculture.  An estimated 70% of the world's poor rely on 

agriculture for all or some of their household income (Ag Careers, 2007).  Agriculture 

includes everything from farming to production, food and nutrition to community 

development and forestry to animal science to name a few of the areas.  

Agriculture has an overabundance of career opportunities in both the public and 

private sector.  The United States Department of Agriculture (USDA) is the public sector 

and is responsible for “…the two percent (2%) of our nation who farm, as well as 

everyone who eats food, wears clothes, lives in a house, or visits a rural area or national 

forest” (Richardson, 2000, p. 2).  Its mission is to assist rural Americans to increase their 

economic opportunities and improve their quality of life.  The USDA oversees a number 

of agencies, government corporations and many other entities that employ more than 

100,000 people at over 15,000 locations in all 50 States and 80 countries.  It is known as 

being the third-largest civilian department of the area of agriculture (Richardson, 2000).   

 The private sector is responsible for the private industry from small farm 

enterprises to worldwide corporations.  More than 22 million jobs are generated through 

the area of agriculture and most of those jobs are located off of farms (Ag Careers, 2007).  
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In fact, a small percentage of “traditional” farms are responsible for the employment of 

individuals who have a career in the field of agriculture.   

Today’s agriculture offers over 200 rewarding and challenging 
careers. Agricultural careers may be divided into various 
categories.  These include: Agribusiness Management, Agricultural 
and Natural Resources Communications, Building Construction 
Management, Parks Recreation and Tourism Resources, 
Packaging, Horticulture, Forestry, Food Science, and 
Fisheries/Wildlife. (www.agriculturecareers.com) 

 

Career Indecision within the Agriculture Area 

 As with any choice an individual makes within his/her career, the career choice is 

highly important because it affects both the work and personal life of a person.  In a study 

conducted by Levon Esters (2007), the indecisive levels of students enrolled in the 

College of Agriculture were observed.  Esters concluded that students need opportunities 

to enhance their self-awareness of their choices in careers.  This can be accomplished by 

offering intensive career exploration experiences that will allow them to learn about work 

and the workforce.  Career exploration may also give them experience with career 

development and give them a sense of the occupational options they have.  Esters also 

stated that students should gain decision-making skills in efforts of making wise choices 

when it comes to the type of work they want to do.  The skills students are taught will 

help them deal with career indecision in an effective manner so that the indecisiveness 

does not negatively disrupt their career development (Esters, 2007).  Commonly, the 

occupation individuals choose has momentous long-range implications on their lifestyle, 

the friends with whom they socialize, the vocational activities in which they engage, and 

hence their quality of life (Gati & Asher, 2001).  Therefore the “simple” decision of 
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choosing a career, turns out to be not so simple anymore, but instead a make or break 

decision. 

 Career decision-making has become prevalent as it relates to individuals making 

educational and career choices.  Career decision-making examines how people make 

decisions as well as an individual’s beliefs that he/she can successfully accomplish 

behaviors that will lead to desired outcomes, better known as decision-making self-

efficacy.  An area of vocational research that has been a focus for many years is career 

indecision.  Career indecision refers to the issues individuals may encounter when 

making their career decision (Slaney, 1988) in addition to the originating circumstances 

that may influence or hamper a career choice (Swanson & D’ Achiardi, 2005).   

In an attempt to assist students in their career decisions, the Supervised 

Agricultural Experience (SAE) program was formed.  Originally known as the farm 

project, SAE has been an important component in the advances of the agriculture field 

that has forever changed the face of this area.  The SAE program is vocational education 

based and is responsible for allowing students to learn by doing.  The program literally 

provides opportunities for students to learn while working in the agricultural field, giving 

them a sense of ownership and pride which cannot be accomplished within the classroom.  

Students in this area of study are learning about computers, animal science, 

environmental science, forestry, wildlife science, crop science, farm production and many 

other facets of the industry.   

It would seem important for individuals to carefully examine their reasons for 

entering the field of agriculture, and especially positions of leadership, as the hours are 
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long and activities are extreme, which may cause stress and strain on the personal and 

work life of those involved. 

Attitudes of Spouses Towards the Agriculture Profession 

 Research on the relationship between work and marriage indicates internal and 

external factors that can either directly or indirectly affect a relationship.  In the case of 

an agriculture professional, for whom the hours are long and demanding, the impact may 

be greater than for individuals who are not involved in or associated with the field.  In an 

average week, the working adult spends more time at the workplace than in any other 

activity, no matter what profession they choose.  The home life is sometimes affected by 

the emotional and physical energy it takes to hold down a productive job due to its time 

and energy one must put into it (Bischoff, 2006).  In the field of agriculture where 

teachers and other leaders within the profession spend countless hours with contests, 

conventions and workshops, the job can very well have a negative impact on both 

personal and professional levels.   

Several studies have shown that spousal support of those who are teachers and 

other leaders in the agriculture field is an important factor in levels of stress, overall well-

being, and marital satisfaction for both men and women (Barnett & Marshall, 1992; 

Greenberger & O’Neil, 1993).  It is about finding a balance between the job and the home 

life since the home is the primary source of life satisfaction for most working people in 

the world.  One purpose of this study was to determine how individuals who work in this 

demanding profession find satisfaction within their marriage at the same time that they 

are finding satisfaction at their job.  Recommendations intended to encourage traditional 

household roles was addressed on both individuals involved.   In a research study on 

work and family relationships (Bishoff, 2006), the author found that the more each 
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partner positively felt about their own work schedules and how well their needs were 

met, the greater their job satisfaction was.  This was the case for both men and women.  

The important element to remember as it relates to spousal support in the agriculture 

career field is for individuals to have a working relationship and positive understanding 

about the career field in order to remain obligated towards the profession.  In a research 

study conducted in 1983 by Cooper & Nelson, the results showed that spouses responses 

to job obligation and unhappy spouses with the vocational agriculture profession were 

some of the reasons for people leaving the profession to inquire other possibilities.  

Agriculture professionals should realize, recognize and emphasize personal life factors 

that make them have positive attitudes about the job they are doing and the profession 

they have chosen. 

In an effort to better understand the characteristics of job satisfaction, the 

perception of an individual’s job, the variables that help them enjoy the job, burnout and 

drive were studied to find solutions (Church & Pals, 1982; Kanter, 1977; Marshal, 1987; 

St. Pierre, 1984).  “When a person is satisfied with their job, we could reasonably expect 

that their work satisfaction would spillover with positive contributions at home” 

(Bischoff, 2006, p. 91).  The importance of having a balance between responsibilities at 

home and at work is confirmed through research.  Authors Cook and Rousseau (1984) 

explained the interaction process between the family and work roles.  They stated that the 

interactions of family and work role demands are often negative and occur as follows: 

 

The stress created by pressures to work extra hours can 
most easily be reduced by allocating more time to work – 
related activities.  However, this coping strategy becomes 
more difficult to implement as the size of one’s family 
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increases and expectations multiply.  Thus, family roles are 
likely to moderate the relationship between work and 
expectations and personal overload; people who are 
married and those who are parents have available 
progressively fewer degrees of freedom for reducing stress 
caused by increasingly demanding work expectations” (p. 
253). 
 

  For example, according to Pittman and Orthner (1983), the potential for conflict 

between work and family roles is greater among people who are employed.  

Inconsistency takes place when individuals search for distinction between their personal 

lives and professional roles.  If this is the case, then leaders in the agriculture profession 

should recognize the personal factors within their lives that may possibly impact the job 

they are doing. 

Barriers of Leaders in the Agricultural Profession 

 When making a career choice, one usually has many influences and some 

education that impacts the path in which they will proceed.  The importance of the 

decision of choosing agriculture for students begins well before their high school years.  

Individuals must be introduced to the field early and be highly involved in the activities 

related to agriculture in order to hold the interest and become leaders in this area.  One 

particular study stated that introducing agriculture at an early age may assist in gaining 

higher interest among individuals who will then understand the aspects of the career 

(Jones and Larke, 2001).  “Not only are problems of initial entry into agricultural careers 

an issue, but problems related to individuals who exit agriculture-related occupations 

have been the focus of recent research” (Esters and Bowen, 2005, p. 24). 

   The lack of women in the agriculture industry is an issue because women are 

underrepresented in this profession.  The lack of female leaders as role models makes it 
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difficult for women to be a part of or enter the profession and advance to higher levels in 

the profession.  Within the last ten years, women have begun to become more prevalent 

in this area, which is a positive change.  Agriculture is a dynamic area and encompasses a 

variety of outstanding professions that allow longevity within their area.  Women are 

involved in a number of these positions, yet are still not equally represented in the 

agricultural profession.  One of the outcomes of the 1994 First International Women in 

Agriculture Conference highlighted the underrepresentation of females in the agriculture 

profession.   There are more statistical reports on the production of livestock than there 

are of the agricultural contributions from women (Ferrari & Mckinnon, 1998).   

Lastly, a barrier that highly affects the agriculture field is the perception of the 

industry.  One perfectly good reason for the need for agriculture communication leaders 

is to inform individuals of the importance of agriculture.  It is through the efforts of 

agriculture communications that could change what people believe about the profession 

of agriculture.  Through this stream, the negative perceptions could forever be changed.  

  As with any life decision, a career choice decision is one that rests very 

importantly in the life of an individual.  “Work plays a central role in the development, 

expression, and maintenance of psychological health” (Blustein, 2008, p. 228).  Speaking 

from experience, one’s career choice and the role that work plays in the life of an 

individual are extremely important.  In the article, The Role of Work in Psychological 

Health and Well-Being (Blustein, 2004), the importance of work as it applies to the 

psychological health is discussed.  Author David Blustein discussed how important work 

is to the mental health of a person as it is linked to self-efficacy, self-esteem and other 

more serious health concerns.  Basically Blustein stated that the importance of work and 
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the career choice of a person have long-term effects on many levels.  The support of a 

spouse towards the work and career choice of the opposite spouse is just as important as 

having a job to begin with.  In the field of agriculture, the attitude of the spouse towards 

the profession has an increasing effect on the well-being of all persons involved.   

 In searching for a better understanding of one’s decision to enter the field of 

agriculture, many reasons were found for the importance to express a certain attitude of 

the agriculture field as it relates and plays a part in the personal and work life of those 

involved.  It is necessary to conduct further research to find out how the attitudes of 

spouses towards the profession of agriculture apply to the attitudes of other professions 

that require long hours and also have demanding positions. It is further necessary to find 

solutions to help in these areas. 
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CHAPTER 3 

SUMMARY 

 The researcher’s intent was to establish areas of interest, inquiry and opportunity 

to further study the characteristics to assist in a healthy balance of work and family of 

those who work in the field of agriculture.  In no way was the research for this study 

capable of solving issues individuals and couples may encounter when attempting to find 

balance in their lives as they involve themselves in the careers of the agriculture 

profession.  This study may be able to serve as a point of reference for leaders in this 

profession in order to initiate possible strategies to help make adjustments where 

necessary when it comes to balancing their personal lives with their careers.   

 The study may also add to the span of research in agricultural careers and how 

they affect a person’s well-being.  As the field of agriculture continues to cultivate, 

individuals may benefit from the growth of agricultural communications to help them 

better understand the profession and to gain the interest of more teachers and leaders 

entering and being retained in the profession.  Agricultural Communications may also 

play a part in providing vital information to those in the profession on positive ways to 

find a healthy balance between the responsibilities of work and home life. 

 For those who have chosen the agriculture industry as their life’s work, an attitude  

of commitment and dedication is necessary.  For the spouses, an attitude of understanding 

and support will lead to a successful relationship.  Communication between the 

professional and the spouse is the key to balancing an agriculture profession with marital 

satisfaction. 
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Conclusions/Recommendations 

 This study indicated that the field of agriculture is no different from other 

professions that require long hours and dedication that may interfere in the personal lives 

of its employees.  To achieve a better understanding of the career and what is expected, 

educational programs and training should be developed and implemented in order to 

prepare men and women of the possible duties and responsibilities involved in this 

profession.  Promoting agriculture in the early stages of one’s career choice, and in some 

cases at a younger age, will be key in achieving such positive outcomes in the success of 

a person’s enjoyment of working in this profession. 

 It is recommended that the information obtained from this study be incorporated 

into agricultural education training sessions and agricultural communication media 

outlets to alleviate misunderstandings of the importance of the profession and the 

responsibilities and demands of it as well.  Incorporating perspectives into such training 

would be valuable for everyone involved in this type of career.  Publicizing the 

information would be helpful to those who are naïve of the field of agriculture and would 

bring much needed awareness to the field, its position and the importance the agriculture 

industry holds in society.  
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Abstract 

The purpose of this study was to examine the development of “constructed knowers”.  

Constructed knowers are defined as individuals having complex knowledge beliefs (i.e., 

individuals who believe that knowledge consists of complex concepts and is internally 

constructed).  Research has found strong positive relationships between constructed knowers and 

many learning outcomes (e.g., Hofer, 2001; Schommer-Aikins; 2004).  However, little research 

has examined the factors that contribute to the development of constructed knowers; that is, how 

did they become constructed knowers?   

To this end, the current study sought to gain understanding into the following research questions: 

(1) How do constructed knowers describe their current theory of knowledge?; (2) How do 

constructed knowers describe the development of their knowledge beliefs?; and (3) What, if any, 

are the particular factors, experiences, or influences that contributed to the development of their 

knowledge beliefs? 

 

A select group of participants responded to a series of in-depth interviews (Seidman, 1998) to 

gain insight into these research questions.  The transcribed data were analyzed using a step-like 

approach (Moustakas, 1994) and involved categorizing participants’ responses under common 

themes and experiences.    

 

Results suggest that social relationships and a movement toward human connection are the 

overarching themes woven throughout participants’ responses.  These findings have implications 

in higher education for facilitating complex knowledge beliefs through various student-centered 

and constructivist teaching methods in higher education.  
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Abstract: Workshop 

It has been documented in the literature that the demographics of the United States are changing.  In 
earlier times, for example, the percentage of non-minorities in the United States was more than 85% while 
minorities comprised less than 15% (Schaefer, 2008).  There was a shift in the population between 1980 
and 2008 and the White population declined to about 66 percent. According to the 2010 United States 
Census data, more than half of the growth in the total population of the United States between 2000 and 
2010 was due to the increase in the Hispanic population. Out of the total population, 50.5 million or 
approximately 16 percent were of Hispanic or Latino origin.  Additionally, out of the total population, 38.9 
million people or approximately 13 percent, identified as Black alone, and 223.6 million people or 
approximately 72 percent identified as white alone. It is estimated that, by 2050, minorities will account for 
just about half of the population in the United States.   



As the demographics of the country continue to change it is important for future educators to be 
representative of the populations that they will serve. Thus, it is imperative that Counselor Education 
programs recruit and retain minority students. The Counselor Education research presented will outline 
historical and societal views on race, discuss the necessity of having a diverse counselor education student 
body, the important elements of recruitment and retention plans, and the importance of implementing the 
plan once it is developed. Additionally, the research will discuss the model currently being used by the 
Counselor Education Program. 

Education preparation programs across the country often fail to reflect the diversity of the nation. It is 
expected that over the next 50 years, the population of the United States will become increasingly racially 
and ethnically diverse and this diversity will be reflected in student populations as well.  Ohio University, a 
mid-sized, rural university in southeastern Ohio has implemented a diversity initiative within its Patton 
College of Education to assist in preparing its future educators. 

 

 



 

 

 

Unleashing Human Potential:  
Education for the Second Wave of Outer Space Development   

 

Edythe E. Weeks 
History, Politics and International Relations Department 

Webster University (USA) 
edytheweeks59@webster.edu 

www.outerspacedevelopment.com 
 

Roy Tamashiro 
School of Education 

Webster University (USA) 
tamashiro@webster.edu 

Submission ID: 849 
Submission Title: Unleashing Human Potential: Education for the Second  
Wave of Outer Space Development 
Topic Area: Other areas of education 
Presentation Format: paper 
 

Abstract 

The first wave of outer space development in the last half of the 20th century changed the world. This first wave 
brought about a revolutionary satellite telecommunications system and the globalization of new high tech products 
and services. The second wave of outer space development is now characterized by the privatization of space 
tourism and space mining on one hand, and the international collaboration and sharing of outer space research and 
resources on the other. The aim of this paper is to describe how a new education paradigm will serve this second 
wave of outer space development. Education for outer space development is simultaneously appropriate for a 
globalized economic system, our socially interconnected global family, and the empowerment of previously 
disenfranchised peoples, which characterize the 21st century. The global systemic changes in the 21st century can 
close knowledge gaps and provide for greater equity and worldwide participation in outer space research and 
development. Curriculum using the new paradigm will inspire the desire for knowledge and development of creative 
skills to realize this engagement. In effect, an educational system that unleashes human creativity and curiosity will 
empower students with the knowledge and competencies not only for the second wave of outer space development, 
but also for the global engagement necessary for the 21st century and beyond.  

The first wave of outer space development changed the world. This wave included the 
creation of a revolutionary satellite telecommunications infrastructure in the geostationary orbit. 
It also resulted in the globalization of new high tech products and services. For example, 
widespread global use of cell phones, the Internet, social networks, and wireless financial 
transactions all appear to have happened overnight. Telecommunications technologies coming 



from the space programs have revolutionized how we communicate. However, wider social 
inequality gaps also developed during this time.  

The second wave of outer space development began with the legalization of private 
spaceship travel, the plan to retire the NASA space shuttle fleet, and the preparation of 
companies to take on space transport from Low Earth Orbit to Earth, space transportation 
systems and space exploration missions to Near Earth objects (i.e. asteroids), Mars, the moons of 
Mars and our Moon. The Obama Administration’s recent decisions to cancel NASA’s 
Constellation Program and to set new space policy initiatives, gave a “green light” for emerging 
industries, such as space travel, space tourism, spaceport development, commercial space mining 
and space habitats. These new industries are likely to drive the global economy for decades. 
They are likely to have even greater impact than did first wave industries like aerospace and 
telecommunications.  

Since 1957 and continuing today, the various space laws and policies governing outer 
space development have viewed the US laws as models for industrial development, even for 
outer space. Even with the NASA Space Shuttle program now closed, companies are speeding up 
private spaceship development. The NASA Authorization Act of 2010 allocates 58.4 billion 
dollars for space related business ventures. These ventures include  plans to build advanced 
space transportation systems, privatize spacecraft development, commercial space habitats, space 
stations and space settlements, commercial space mining, spacecraft trajectory optimization for 
landing on near Earth asteroids, commercial spaceport construction, interstellar-interplanetary-
international telecommunications and space exploration missions to near Earth asteroids, the 
Moon, Mars and Mars’ two moons – Phobos and Deimos. Space mining projects are boosted by 
discoveries of platinum group metals such as iridium and osmium, and various other valuable 
untapped natural resources.  The second wave of outer space development will involve industries 
that make possible new life support systems, telecommunications, transportation, and back up 
habitats. 

Today, the international community is experiencing multiple crises: From economic 
recession, to natural disasters, to violence and war, to poverty, unemployment, and 
disenfranchisement, to failing educational programs and widening inequality gaps, to political 
instability and revolutions. In the USA, the wars in Iraq and Afghanistan failed to jump-start the 
economy. The banks and auto industry crashed. Wall Street collapsed. Millions lost their homes 
to foreclosure. Poverty and homelessness are increasing, and many suffer from depression and 
other psychological disorders. Both domestically and internationally, we currently lack the 
political leadership and popular consensus for ways to end these crises. We find ourselves in the 
midst of the global systems revolution: Moving from the industrial age to the global-information-
digital age. The second wave of outer space development represents one dimension of this shift. 
It contains key characteristics of the new Information Age, the Global Century, or the 21st 
Century Enlightenment Paradigm.     

Legal rights to space resources have been clarified and a green light has been signaled via 
the rapid changes in space policy. Some of the more capital rich corporations and private 
enterprises have positioned themselves to take advantage of the new laws and policies to benefit 
from developing new space industries. They do not seem opposed to more people benefitting. 
However, they are moving forward quickly.  They seem to realize that their success will depend 
on a reorganization of business models to be inclusive of diverse, interdisciplinary talent pools of 
individuals and teams working cooperatively across ideological, disciplinary, cultural, and 



language differences. It is more likely that well-coordinated international consortia and 
federations will supersede traditional corporations and private enterprises.   

A new trend is in place towards international cooperation for space exploration and 
missions. For example, The Global Exploration Strategy involves 14 space agencies (Australia, 
Canada, China, Europe-ESA, France, Germany, India, Italy, Japan, Russia, South Korea, United 
Kingdom, United States of America, and Ukraine) doing joint ventures in lunar architecture and 
other space goals. The space community is various international.  The International Astronautical 
Federation is made up of thousands of space organizations, clubs, institutions, agencies, 
institutions, companies and groups which exist and are actively engaged in space activities for 
the development of outer space. However, something more is needed. International cooperation 
is only one part. More people need to become knowledgeable about newly emerging space 
industries. In order to facilitate networks between everyday people and the space community, a 
nonprofit corporation called The Global Alliance for Outer Space Development, Inc. was formed 
in 2011 to enable people all around the world to reeducate themselves so that they can prepare 
for new types of career paths. This Alliance will serve as a central network to link the global 
general public to relevant emerging trends related to evolving space industry phenomena. The 
Alliance will provide educational programs, knowledge building services and products, and 
workforce development and retraining resources for people of all ages and all walks of life.  

The new industries potentially will open opportunities for education (disciplines, areas of 
study), professional growth, and ultimately new jobs and new careers. In the first wave, outer 
space development was limited to studies and professions in the sciences, technologies, business 
and policy making. The second wave industries are likely to involve those fields as well, but will 
require skill sets from the social sciences, humanities, languages, and the arts, and perhaps more 
importantly, individual trained in interdisciplinary and integrative research across multiple 
disciplines and languages.  Space tourism, space hotels and space settlements, for example, 
require skill sets in the social sciences (psychology, anthropology and sociology). Earth-based 
social services -- restaurants, cafes, health clinics, hair dressers, communications systems -- 
would require re-invention, redesign and re-engineering to service civilian travelers in outer 
space. New human sustainability models will require testing and validation of their 
appropriateness in outer space. As knowledge coalitions plan, design, construct and test human 
habitats, life support systems, transportation vehicles and communications devices, ingredients 
for new knowledge products will emerge.  

Most importantly, this knowledge can be disseminated universally to people throughout 
the planet. This opens the door for global equality of opportunity, universal access to resources, 
quality education and justice for all. Not surprisingly this outcome is consistent with the Outer 
Space Treaty’s requirement that outer space be used to benefit all humankind. 

This second wave of outer space development will impact educational institutions 
worldwide (pre-K - 12 and universities). First, it means that space studies and outer space 
development needs to be included across the curriculum and across all levels. For many years 
space studies have remained the exclusive purview of engineers, scientists and technology 
experts. It is important to approach the topic using interdisciplinary and integrative approaches. 
Disciplines that were excluded in the first wave, especially the social and behavioral sciences, 
play a significant role in enabling young students -- the future global citizens -- to feel involved 
and empowered to contribute to the new enterprise. This educational approach will enable more 



people to develop the new diverse skill sets required for the emerging outer space development 
industries. 

The proposed curriculum focuses on developing intellectual talent for K-12 learners, 
workforce members needing to be retrained, academics seeking to reinvent themselves, and 
university students. In this curriculum, students of all ages conduct research, locate and compile 
data, write and perform critical analytical analysis, and apply results to novel situations. Outer 
space development curriculum open creativity channels for children and adolescents.  

Outer space development curriculum can enable students to develop new dimensions of 
thought and tap into their creativity to solve problems related to survival and prosperity. These 
skills are necessary employment skills for the international knowledge networks likely to be in 
demand in the second wave of outer space development. Moreover, it has the potential of being 
able to develop a generation of people, in all walks of life, to engage in the variety of issues 
facing global citizens of the 21st century. Such a curriculum is part of the process to develop 
universal consciousness, empathy, life-saving imagination and innovation, genius and the ability 
to tap into the 90 per cent of the brain which is seldom used. 

The complex challenges for outer space development in the second wave require 
interdisciplinary work teams that include individuals with very diverse skills, expertise and 
perspectives. It will be important to include people from diverse backgrounds, cultures, 
professions and disciplines. The professional work teams require individuals with a variety of 
technical and scientific expertise, creative imagination, and ability to collaborate and 
communicate with others with diverse backgrounds and languages. Schools and universities will 
be expected to prepare their graduates to work comfortably in these international, intercultural, 
interdisciplinary work settings. Governments and educational institutions will be expected to 
ensure equity and equal access to quality education for its youth in order to draw from the most 
diverse and multicultural pool of student candidates possible.  

Organizing school curricula for second wave outer space development can close inequity 
gaps, and knowledge/achievement gaps. We can imagine a movement involving people being 
retrained for new job opportunities. Since this second wave will require inclusion of people from 
broad diversity in all areas, the schools and universities which prepare this talent pool of 
workers, must have policies and practices that provide equality of opportunity and access to the 
quality education for all students. Educational institutions and agencies must provide everyone, 
rich or poor, the access to knowledge and information resources for gaining the competencies for 
work in the outer space development programs. This vision enables us to view outer space 
development as a means for solving the inequality gap problem that many scholars, activists and 
academics have complained about.  

Curriculum using the new paradigm will inspire the desire for knowledge and 
development of creative skills to realize opportunities for enthusiastic participation and 
engagement in the second wave of outer space development. In effect, an educational system that 
unleashes human creativity and curiosity will empower students with the knowledge and 
competencies not only for the outer space development research and enterprises, but also for the 
global engagement necessary for the 21st century and beyond.  

 
Research Resources 



Spaceships 
http://www.youtube.com/watch?v=aMJJe6o4ukY 
http://www.youtube.com/watch?v=XBlifr6EQNU 
http://www.youtube.com/watch?v=b5N1sNSYBKk 
http://www.youtube.com/watch?v=atwBhIHRZ0U 
 
Plan B Narratives 
http://www.youtube.com/watch?v=90TWpYkMj0I 
http://www.youtube.com/watch?v=ZPaadZzPGUk 
http://www.youtube.com/watch?v=YPjXxKpM4DM 
http://www.youtube.com/watch?v=Bk4XN3KtOCg 
http://www.youtube.com/watch?v=ADFeSFkgwUI 
 
Space Mining 
http://www.youtube.com/watch?v=wYaf2ZE6LvY 
http://www.youtube.com/watch?v=AMOijvbKcd0 
http://www.youtube.com/watch?v=ff77vfhgIMk 
http://www.youtube.com/watch?v=qKoQUrKeNuQ 
 
Space Tourism 
http://www.youtube.com/watch?v=NObAsTP9T6U 
http://www.youtube.com/watch?v=5C4PlbJYtng 
 
Space Habitats 
http://www.youtube.com/watch?v=OqsHK2vxyzo 
http://www.youtube.com/watch?v=Ai6_8GK-R0I 
 
New Missions 
http://www.youtube.com/watch?v=aQ1Z-xtkdLA 
http://www.youtube.com/watch?v=h6vn6liodH8 
http://www.youtube.com/watch?v=-5IviadEChM 
http://www.youtube.com/watch?v=QZP3H6Dz6TU 
http://www.youtube.com/watch?v=SJVY5Hwasjo 
http://www.youtube.com/watch?v=U3sPy0Uv8zY 
http://www.youtube.com/watch?v=LHnY8acG0Zw 
http://www.youtube.com/watch?v=Ow3eWrUx8bY 
http://www.youtube.com/watch?v=ZmnON45Yh6Q 
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ABSTRACT   

 The Use of New Media Technology by African American College Students to Access Health 
Information: From HIV/AIDS to Mental Health   

 
The purpose of this study was to investigate the media literacy of prospective African 

American healthcare providers as they navigate the virtual healthcare system during their 

undergraduate education. The primary objective of the study was to explore how African 

American healthcare pre-professionals use new media relative to access health information from 

the Internet. This objective was linked to user efficacy (the belief that one can successfully use 

the new media technology to access health information and therefore does so). For the purpose of 

this study, new media is defined as new types of internet products or combinations of digital and 

non-digital media. Health information content for this study focused on information on AIDS-

HIV, drug use, and/or mental health conditions.  

A questionnaire on new media technology use was administered to ninety (90) students 

enrolled in health related majors at a Historically Black University in the Mid-Atlantic region of 

the United States. The questionnaire was developed by the lead researcher and modified (based 

on an existing survey by Campbell, 1998) to measure four constructs of African American 

health-care pre-professionals’ use of new media for health information from the Internet. The 

questionnaire consisted of ten questions. Six (6) items were based on the health pre-

professionals’ ability to use new media while four (4) items were based on the health pre-

professionals’ accessibility to new media technology or formats. Survey Monkey was chosen as 

the most efficient delivery method for the questionnaire.      

A descriptive analysis confirmed that forty (40) percent of the students used the computer 

16 or more hours a week while twenty-three (23) percent used the computer 6-10 hours per 
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week. When asked what percent of their class assignments required them to use online resources 

to access health information, only thirty-six (36) percent of the student indicated that they used 

online resources less than 10% for course requirements.    

When asked what format students used to access health information the majority of the 

students indicated that they used Google, Yahoo, or other search sources, however, other sources 

were indicated including government created websites, YouTube or other flicker databases, as 

well as disease association or advocacy group web sites. In addition, when asked which of the 

three participation types described their use of new media, the following responses were given: 

1) “Hanging out”, i.e., sharing or posting information (54%); 2) Experimenting with new media 

(23%); and 3) Intense commitment or engagement with media or technology (14%). Some of the 

key drawbacks that were given for not using technology to access health information included: 1) 

the lack of skills to participate in or produce digital products; 2) lack of time; 3) lack of available 

equipment; 4) server or system failure; and 5) the fear that web based services are not accurate.  

This study has significant implications for undergraduate college students’ use of web-

based research and its impact on undergraduate academic achievement. Undergraduate college 

students who have more advanced Internet skills cannot fully benefit from conducting web-based 

research unless they develop advanced synthesis skills.  Faculty efforts to improve higher 

education tend to focus on making the curriculum more experiential and research oriented 

through independent study projects, senior theses, and summer research programs, but the 

professional community rarely sees the results. Undergraduate college students must develop the 

confidence needed to exercise on-line skills for data creation, value added data conversion, and 

data distribution so that they can communicate their research and judge the findings posted on 

new media like Twitter which has become the “CNN of the Internet.” 
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The Use of New Media Technology by African American College Students to Access Health 
Information: From HIV/AIDS to Mental Health   

The increasing number of people searching the Internet for health-related information, 

products, and services is considered by some a citizen response to the self-help movement and 

disease prevention programs. Regardless of the reason for obtaining health information on-line, 

the free flow of health information (a.k.a. e-health) on the Internet continues to feed patients’ 

growing demand for knowledge (Nsuangani & Perez, 2006).  

According to the American Medical Association, poor health literacy is a stronger 

predictor of a person's health than age, income, employment status, education level, and race. 

Those especially vulnerable to health illiteracy are the elderly, immigrants, minority populations, 

low-income individuals and people with chronic mental or physical health conditions (Mullin, 

2011). Health literacy is defined as the degree to which individuals have the capacity to obtain, 

process, and understand basic health information and services needed to make appropriate health 

decisions (The Institute of Medicine and Healthy People, 2010).  

A U.S. Department of Education (2006) study found that 36 percent of adults have only 

basic or below-basic skills for dealing with health material. According to the study, about 90 

million Americans are able to understand hospital discharge instructions written only at a fifth-

grade level or lower. Health Literacy Missouri (2011) is the creator and keeper of the largest 

online health literacy library; it has more than 10,000 materials and is growing daily.  

The primary objective of this study was to explore how African American healthcare pre-

professionals use new media to access health information from the Internet. This objective was 

linked to user efficacy (the belief that one can successfully use the new media technology to 

access health information and therefore does so). A comprehensive review of the literature 

regarding healthy behaviors and new media technology use among African Americans was 
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conducted using various resources including MEDLINE/Pre-MEDLINE, LISA, PsychInfo, 

CINAHL, Embase, Youtube, Web of Science and three search engines (Google, Bing, and 

Metacrawler).  

The context for the proposed research meetings defines new media as emerging 

interactive information technologies, and digital resources that converge to give users new 

choices and strategies in their search for information. Specifically, “What behaviors do African 

Americans exhibit which increase their health literacy and decrease health disparities in their 

treatment”?  Health information content for this study focused on information on AIDS-HIV, 

drug use, and/or mental health conditions.  

Literature Review   

Carroll (1992) and Cahoon (1998) identified four categories of problems beginning 

Internet users have when they start a research project, these same problems potentially exist with 

the use of new media formats and devices (van Deursen and van Dijk, 2009), including: (a) 

Plunging into the system without the appropriate level of background knowledge or access to a 

more experienced user so linking becomes very important as much new media requires social 

interactions and increasing collaboration and transparency; (b) Procedures for structuring a 

search of the literature are not systematic and students put their trust in relationships rather than 

peer reviewed content; and (c) Content reliability is questionable because student’s reasoning is 

often influenced by superficially similar situations which leads them to conclude that their results 

should be the same when in reality a different causal agent produces the same result. While these 

problems may be evident in any research activity, students who are unfamiliar with new media 

features may become frustrated quickly as they deal simultaneously with their research problem 

and the problem of using the new media tools to solve the research problem. 
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The media that students use most has several things in common: they allow users to 

create and share content, while providing strong social and community features. Digital is more 

than tools; it is a way of life (Watkins, 2009). Social media (Youtube, Facebook, Twitter, 

Foursquare, DailyBooth, Digg and Reddit etc.) is a logical progression from e-mail, chat rooms, 

and instant messaging. We talk more passionately about things we care about. We listen more 

carefully to people we care about and that is the key to health literacy. Seventy (70) percent of 

people turn to friends or family for advice on major decisions and 60% go to social media 

(Vaynerchuk, 2011). Social media and mobile technology offer something no other media do, the 

opportunity to constantly available to your friends. Life-sharing of their day, their mood, and 

events through images, still and video, blogs, and messages can provide valuable background on 

the patient. Recommendations and contextual social searches are the future.  

While the health education community resists the use of gaming, games are common to 

the strongest and most meaningful social ties as playing is a bonding exercise. Rather than 

isolating users, the screen connects them into special interest groups. Unique properties of the 

Internet such as speed, intensity, and breadth of information makes the networked community of 

users a powerful institution. However, if health information is distilled into a gaming 

atmosphere, does the message get through? 

College students and the Internet. Today’s college students are the most wired generation 

in history. They have woven technology into their everyday repertoire of communication and 

network tools (Junco & Cole-Avent, 2008) and use the Internet at higher rates than the rest of the 

U. S. population; their rates of use is expected to continue to increase (Jones, 2002). Most 

college students today grew up with the Internet and now it provides unprecedented access to 

information, entertainment, and their friends. Contrary to many adult perceptions, while hanging 



7 
 

online, youth are picking up basic social and technical skills they need to participate in 

contemporary society.   

Colleges must depend on social capital, networks of professional connections to enrich 

the learning environment. Many colleges are using ongoing faculty development opportunities to 

discuss the latest developments in new media regaling their colleagues on their experiments 

(Roscoria, 2011). For example, at many universities this occurs in the computer science and 

graphic design depts. Word of mouth has exploded. 

African American Students and the Internet. The overall Internet participation rate among 

African American adults has been estimated at 72% (Tellez, 2009). The African American 

Internet population tends to be younger, with more modest incomes than all other users (Pew, 

2009). Compared with 2007 when 12% of African Americans used the Internet on their mobile 

phone or PDA daily, use of the Internet on mobile devices is up 141% (Pew, 2009).  

Compared to their older counterparts, young African Americans are more likely to use 

the internet. Among African American teens, over 90% are online. Research confirms that they 

spend 26 hours a week on the Internet. Half of those who are online visit Black websites at least 

weekly. African American teens are most likely to want to try new technologies and more likely 

to use an iPod and do a host of social and/or entertainment activities on the Internet (Radio One, 

n.d.).        

Harris (2009) found that 83% of U.S. adults who searched for health information online 

said they were successful, while 9% said they were unsuccessful. New media devices and 

formats allow peer to peer communication that is transparent, inclusive, and vibrant and goes 

through waves of popularity. Five hundred (500) million people access Facebook (Facebook, 

2010). Research confirms that 1.5 million new blog posts are created every day and the most 
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important topics are personal and family life (Palmer, 2009). In 2008, 216 million people 

downloaded a video podcast and 215 million downloaded an audio podcast (Smith, 2008). Video 

clips are the fastest growing platform, up from 31% audience penetration in 2007 to 83% in 2009 

(YouTube, 2009). This provides multiple opportunities to engage African American visual health 

literacy behaviors. Inadequate health literacy (finding, understanding, evaluating, and using 

information) can result in difficulty locating a clinic, understanding how anti-HIV medications 

work or evaluating and using information disseminated on YouTube, or social networks. 

Social Networks. The desire of students to control and use their bodies as a source of 

personal expression is a key theme in the journey to maturity. Social networks become mirrors 

where an identity can be tried on and modified. Their identities are fluid and intensively 

performative. The digital camera is blurring the line between public and private lives. In 

traditional communities we meet people and then get to know them. In virtual communities you 

can get to know people and then choose to meet them. One of the main factors driving middle 

and high school students to online sites is the lack of places in the off-line world for them to 

regularly congregate due to their age and lack of transportation. However college students do not 

see their online connections as more desirable than face-to face communication (Watkins, 2009). 

For them, social network platforms are most effective at sharing invitations and outcomes for 

events with persons they do not see frequently. Young adults exercise more control over their 

free time. Participation in some sites (Facebook) may be for bonding, life sharing and getting 

through the day, participating in other sites (e.g., Linked In) may be for emphasizing professional 

credentials, expertise, and getting ahead in life.  

Much like the transition from teens (MySpace) to college (Facebook) changes the use of 

social networks, and the difference in aesthetics and demographics determines the number of 
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users and responds to a need for exclusivity rather than safety like a gated community. The 

change from college to professionalism marks another shift in the use of social networks.  

LinkedIn becomes their platform where they can find like minded health professionals. The 

brainstorming capability is an attractive feature. Social networks allow bonding which is 

dominant (to people like us) and bridging (to those not like us). Media multi-tasking is a 

recurring theme. However since this is really inefficient, you want to make users advocates for 

your health cause. Advocates spend 33% more, stick around and have significantly more lifetime 

value. Advocates are willing to be publically quoted and shared online (Watkins, 2009). 

Young men are the most active of the digital generation. From video to gaming it is the 

interactivity, the required focus that attracts them. Their online and offline behaviors are 

different. They spend a lot more time on YouTube watching video, repeating the clip and sharing 

it. With Twitter, they might spend maybe 5 seconds. They post a tweet, they're out and they're 

done. Facebook is probably somewhere in the middle of the two. Young men may spend a few 

minutes on the page, read a few updates, post a few updates, leave, come back (eMarketeer,  

2011).   

 Creating online worlds allows for gender swapping. Avatars help one see the world 

through a different lens. The Proteus effect is the theory that an avatar looks and behaves will 

influence its creator’s behavior (Yee & Bailenson, 2009). Proteus a Greek sea god was known 

for his ability to change form, a quality associated with the young and the digital. Voice over 

Internet Protocol turns play into work as strategic alliances are formed called guilds which focus 

on completing a complex task. Trust, honesty, and reciprocity are crucial to efficient cooperative 

and engaging guilds. However, “Second Life” appeals to an older demographic since it is not 

always reliable. 
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Bloggers fashion a distinct digital persona based on their content. Identity making in 

social networks is about managing a self that you are in the physical world, role playing games 

are not. In 2007 Wired Magazine had a cover story entitled Snack Culture as the rise of bite size 

one minute media took off.  Mobile technologies are ideal for this format. YouTube represents 

the next evolution. In fact, You Tube and other social media have led to the concept of Health 

2.0: a participatory, empowering health communications platform that promotes the idea that 

health literacy has become a personal asset (Girvan, 2011). 

Information literacy and competency. In an era of easy access to information, college 

students who will soon enter health professions need to develop their competency (Ivanitskaya,  

O’Boyle, & Casey, 2006). They also need to have a high sense of self efficacy to do so. While 

the majority of students think that their research skills are good or excellent, many of them are 

unable to conduct advanced information searches, judge the trustworthiness of health-related 

websites and articles, and differentiate between various information sources (Ivanitskaya, 

O’Boyle, & Casey, 2006).  In the Kim (2011) study for example, eighty (80) percent of the 

undergraduate students regardless of race did not know how to properly search for online health 

information.     

Definitions 

The definitions of the terms used in this study are:    

1. Health Literacy:  The degree to which individuals have the capacity to obtain, process 

and understand basic health information and services needed to make appropriate health 

decisions (The Institute of Medicine and Healthy People, 2010).  

2. New Media: Emerging interactive information technologies, and digital resources that 

converge to give users new choices and strategies in their search for information.  
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3. User efficacy: The belief that one can successfully use the new media technology to 

access health information and therefore does so.  

Theoretical Framework  

The theoretical framework for this study is Albert Bandura’s self-efficacy theory. 

According to Bandura, if we are truly to be agents of our own actions, nothing is more central 

than our beliefs about our personal efficacy. Judgments of self-efficacy have a profound 

influence on what we do and what we do not do (Lefrancois, 2012).  Our study’s objective was   

linked to user efficacy (the belief that one can successfully use the new media technology to 

access health information and therefore does so).     

Significance of the Study  

There is a high level of importance in investigating the media literacy of prospective 

African American healthcare providers as they navigate the virtual healthcare system during their 

undergraduate education. This study has significant implications for undergraduate college 

students’ use of web-based research and its impact on undergraduate academic achievement.   

The more that we know about student self-efficacy the more that we can use this information to 

help them develop the confidence (self-efficacy) needed to exercise on-line skills for data 

creation, value added data conversion, and data distribution so that they can communicate their 

research and judge the findings posted on new media.  

                                                         Methods   

A questionnaire on new media technology use was administered to ninety (90) students 

enrolled in health related majors at a Historically Black University in the Mid-Atlantic region of 

the United States. The questionnaire was developed by the lead researcher and modified (based 

on an existing survey by Campbell, 1963) to measure four constructs of African American 
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health-care pre-professionals’ use of new media for health information from the Internet. The 

questionnaire consisted of ten questions. Six (6) items were based on the health pre-

professionals’ ability to use new media while four (4) items were based on the health pre-

professionals’ accessibility to new media technology or formats. Survey Monkey was chosen as 

the most efficient delivery method for the questionnaire.    

                                                             Results  

A descriptive analysis confirmed that forty (40) percent of the students used the computer 

16 or more hours a week while twenty-three (23) percent used the computer 6-10 hours per 

week. When asked what percent of their class assignments required them to use online resources 

to access health information, only thirty-six (36) percent of the student indicated that they used 

online resources less than 10% for course requirements.   So is this a faculty curriculum 

development issue?  

When asked what format students used to access health information the majority of the 

students indicated that they used Google, Yahoo, or other search sources, however, other sources 

were indicated including government created websites, YouTube, Flicker or other image 

databases, as well as disease association or advocacy group web sites. In addition, when asked 

which of the three participation types described their use of new media, the following responses 

were given: 1) “Hanging out,’’ i.e., sharing or posting information (54%);  2) Experimenting 

with new media (23%); and 3) Intense commitment or engagement with media or technology 

(14%). Some of the key drawbacks that were given for not using new media to access health 

information included: 1) the lack of skills to participate in or produce digital products; 2) lack of 
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time; 3) lack of available equipment; 4) server or system failure; and 5) the fear that web based 

services are not accurate.  

                                                    Discussion  

This study has significant implications for undergraduate college students’ use of web-

based research through new media venues and its impact on undergraduate academic 

achievement. Undergraduate college students who have more advanced Internet skills cannot 

fully benefit from conducting web-based research unless they develop advanced synthesis skills.  

Faculty efforts to improve higher education tend to focus on making the curriculum more 

experiential and research oriented through independent study projects, senior theses, and summer 

research programs, but the professional community rarely sees the results. With growing 

confidence about the use of new media in their classrooms faculty will be better at facilitating 

health literacy skills in their pre-professional students. Social and behavioral sciences have 

provided a perspective on population-based approaches that extend intervention research beyond 

high-risk populations. Both basic and biomedical science has made significant advances in 

targeted treatment strategies when researchers work together (Emmons, Viswanath, &  Colditz, 

2008). 

The TED meeting model is beginning to be used on campuses devoted to “Ideas Worth 

Spreading.” It started out (in 1984) as a conference bringing together people from three worlds: 

Technology, Entertainment, and Design. Now the content has expanded to include the global 

health issues facing our world. Sessions broadcast on all types of new media ask broad questions 

such as “What Do We Know,” addressing the health of individuals simply stuck by fate in their 
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social position. Designers describe the interdisciplinarity of social media that let you “rest, 

regroup, and recharge” (Kurkova, 2009). 

Undergraduate college students must develop the confidence needed to exercise on-line 

skills for data creation, value added data conversion, and data distribution so that they can 

communicate their research and judge the findings posted on new media like Twitter which has 

become the “CNN of the Internet.” PatientsLikeMe, an early leader in this field, allows paying 

customers to learn from members’ online interactions.  But it goes a step further by conducting 

its own human subject’s research using the health information its members share. 

In addition to allowing others to pay for data access, PatientsLikeMe has published 

research of its community in peer-reviewed journals.  But it does not appear to use any 

institutional review board (IRB) or external review, as medical researchers do. PatientsLikeMe is 

an outlier because it overtly embraces the belief that its community members expect to be 

research subjects.  But many health-oriented social networks sell data about us.  You can argue 

that the process of conducting research can be streamlined, but we should understand that the 

information we share online can be sold to researchers and businesses. 

The Mayo Clinic Center for Social Media provides some closing thoughts: Every 

healthcare professional (whether in real life or online) is in the field because they really want to 

make a difference in the lives of others. Social Media creates significantly more opportunities to 

do that than ever before. Social media makes our interactions in healthcare more perplexing. 

Increasing patient empowerment, problems with medical professionalism and shifting 

relationships within healthcare create uncertainty.  Social media has the potential to make our 

interactions more or less healthy but may differ for each disease, person, or online environment. 
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  Embracing uncertainty can improve our health. This approach reflects our actual 

experience in healthcare.  A blog is a great place to discuss how heuristics, communication and 

understanding risk can improve our relationships and decision-making about health.  It provides 

pre-professionals an opportunity to redefine their role in the future of healthcare. There is a 

moral component that has been diminished for too long by the successes and limitations of the 

scientific method.  Exploring how social media both changes and fits into an ethical, humanistic 

model of health that places healing relationships at its core is a lifelong learning activity.   It’s 

not just about the patient, or the healthcare provider, or any one person – it’s also about we 

interact in health decisions and experiences. All forms of new media provide story after story 

about how medical professionals in the “first world” have shared their resources, their supplies, 

their knowledge and their experience and made a difference for others in the less advanced areas 

of the world. 

In summary, social media, particularly Twitter makes it very easy for a healthcare 

professional or patient to stand up and ask a question. Social media also allows one to get input 

from people outside of one’s area, to not feel that one is alone, and to take advantage of 

knowledge that comes with the answers that one seeks.  

 

 

 

                                                     

 



16 
 

                                                    References   

Cahoon, B. (1998). Adult learning and the Internet: Themes and things to come. New Directions    
for Adult and Continuing Education, 78, 71-76. 

Campbell, D. T. & Stanley, J. C. (1963). Experimental and quasi-experimental designs for 
research.  Boston: Houghton Mifflin. 

Carroll, J. M. (1992). Minimalist documentation. In H.D. Stolovitch  & E.J. Keeps (Eds.). 
Handbook of Human Performance Technology, (pp.331-351). San Francisco, CA: Jossey-Bass. 

Culburt, A. (2011). A role for social media in health literacy. Health Literacy Missouri. 
Retrieved September 13, 2011, from 
http://www.healthliteracymissouri.org/uploads/HLM/pdfs/SOCIALMEDIAARTHURnew.pdf 

eMarketeer, Taco Bell cracking code on young men’s digital world. Retrieved Sept 13, 2011 
from http://www.emarketer.com/Article.aspx?R=1008385 

Emmons, K. M., Viswanath, K., & Colditz, G. A. (2008). The role of transdisciplinary 
collaboration in translating and disseminating health research: Lessons learned and exemplars of 
success. American Journal of Preventive Medicine, 35(2S):S204–S210 

Girvan, P. (2011). Culture, translation, and genre: The emergence of health literacy 
interventions. Retrieved September 13, 2011, from 
http://www.slideshare.net/PhilipGirvan/culture-translation-and-genre-the-emergence-of-health-
literacy-interventions 

Harris Interactive Inc. Adults who have ever gone online for health information (July, 2008).  
Retrieved September 13, 2011, from 
http://www.harrisinteractive.com/harris_poll/index.asp?PID=937  

Ivanitskaya, L., O’Boyle, I., & Casey, A. M. (2006). Health information literacy and 
competencies of information age students: Results from the interactive Research Readiness Self-
Assessment (RRSA). Journal of Medical Internet Research, 8 (2).       

Jones, S. (2002). The Internet goes to college: How students are living in the future with today’s 
technology. Washington, D. C.: Pew Internet and American Life Project.  

Junco, R. & Cole-Avent, G. (2008). An introduction to the technologies commonly used by 
college students. New Directions for Student Services, 124, p.3-17.   

Kim, S. (2011). Anxiety, knowledge and help: A model for how Black and White college 
students search for HIV/AIDS information on the Internet. The Qualitative Report, 16 (1), 103-
125.    



17 
 

Kurkova, K. (2009). A Model Education: The TED Conference. Retrieved September 13, 2011, 
from http://www.vogue.com/vogue-daily/article/vd-a-model-education-the-ted-conference 

Lefrancois, G. R. (2012). Theories of Human Learning: What the Professor Said. 6th edition. 
Belmont, CA: Wadsworth Publishing   

Mullin, E. (2011). Insurance plan taps into YouTube to improve health literacy. Retrieved 
September 13, 2011, from http://www.dorlandhealth.com/clinical_care/best_practice/Insurance-
Plan-Taps-Into-YouTube-to-Improve-Health-Literacy_1906.html 

Nsuangani, N. M. & Perez, M. A. (2006). Accessing web based health related information by 
college students: An exploratory study. Californian Journal of Health Promotion, 4(1), 64-74. 

Palmer, A. (2009). Where and how to start blogging? Our Top 10 Blog Hosts.  Retrieved 
September 13, 2011, from http://skyepublicrelations.com/bloglist.aspx)   

Pew Foundation. (2009). African Americans and the Internet, 2009, Pew Internet & American 
Life Project, Retrieved September 13, 2011, from 
http://www.pewinternet.org/PPF/r/25/report_display.asp  

Radio One. (n.d.). Black America today. Retrieved September 21, 2011 from: http://www.black 
America study.com/fact-sheets/new-Media-FINAL.pdf    

Roscoria, T. (2011). Colleges explore the role of emerging media in education. Retrieved 
September 13, 2011 from http://www.convergemag.com/training/Colleges-Explore-Emerging-
Media.html  

Smith, T. (2008). Power to the people: Social media tracker. Retrieved September 13, 2011, from 
http://s3.amazonaws.com/ppt-download/um-international-social-media-research-wave3-
1208176731994979  

Tellez, A. (2009). New media & health literacy: opportunities and challenges. Online at 
Slideshare.net (Dept. of Health & Human Services Office of Public Health & Science).  
Retrieved September 13, 2011, from www.slideshare.net/aidsgov/new-media-and-communities-
of-color 

U.S. Department of Health and Human Services. (n.d.). Healthy people 2010: Understanding and 
improving health. Retrieved September 13, 2011, from http://www.health.gov/healthypeople  

van Deursen, J.A.M. & van Dijk, J. A.G.M. (2009). Using the Internet: Skill related problems in 
users’ online behavior. Interacting With Computers. pp. 393-402. 

 

 



18 
 

Vaynerchuk, G.  (2011). The Thank You Economy. New York: Harper Business. 

Watkins, S. C. (2009). The Young and the Digital: What the Migration to Social Network Sites, 
Games, and Anytime, Anywhere Media Means for Our Future. Boston: Beacon Press. 

Yee, N. & Bailenson, J. N. (2009). The Difference between being and seeing: The relative 
contribution of self perception and priming to behavioral changes via digital self-representation. 
Media Psychology, 12, 195-209. 

YouTube. About YouTube. (2009). Retrieved September 13, 2011, from 
http://www.youtube.com/about  



 

 1

 
 
 
 
 
Title of the submission: High School Completion, Teacher Retention and Other Associated 
Variables: Using Large-scale Education System Databases to Explore Key Issues and Inform 
Decision Making 
 
Name of the author:   Dr. Anna Nadirova 
 
Affiliation of the author:  Alberta Education 
 
Address of the author:  7th Floor, Commerce Place, 10155 – 102 Street, Edmonton, Alberta, 
Canada, T5J 4L5 
 
E-mail address of the author:  Anna.Nadirova@gov.ab.ca 
 
 
 

 
 



 

 2

Abstract 
 
 
The purpose of this study is to contribute to evidence-based decision making at a district, school and 
system (province or state) level to improve student outcomes such as high school completion.  This 
paper reports the first results of the study.  Specifically, the study demonstrates how annually 
collected school-based student and education workforce (e.g., teacher-related) data can be further 
enriched and utilized to understand the dynamics of multi-faceted factors affecting high school 
completion as well as inform research and practice.  One of the purposes of the study is stimulating 
interest in large-scale, comprehensive data collection and analysis for decision making purposes and 
contributing to sharing information at various education system levels. The results of the study can 
be utilized by districts, schools, policy makers, researchers and the broader community.  
 
 
 
The views expressed in this paper are those of the author and not necessarily her employing 
organization.
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Background and Rationale 
 
Completing high school is becoming the minimal requirement for success in the labor market.  
Helping all K-12 students successfully graduate remains a major education policy priority in the 
United States and Canada (e.g., Bowlby & McMullen, 2002; Scherer, 2008; Statistics Canada, 
2005; Swanson, 2004; Wise, 2008).  Student and teacher populations become increasingly diverse 
and education environments increasingly complex.  Therefore, education reform and policy 
advancement require a comprehensive data foundation at a school, district and system (state or 
province) level to address various monitoring and diagnostic needs, provide a solid ground for 
policy research and support broad, contextual conceptualizations of teaching and learning.  For 
example, the need for consistent, longitudinal state education data systems is articulated by the 
National Center for Education Statistics (2009) and U.S. Department of Education (2009).  
 
This evolving study is part of a series of research projects delving into building, linking and 
practically applying comprehensive, system-wide (state or province) databases to research key 
education issues and encourage evidence-based decision-making at school, district and system 
levels. Specifically, the study is focused on the factors affecting high school completion, including 
teacher retention, and is based on the province-wide (Alberta, Canada) multi-faceted education data 
system, which is being built and maintained by the provincial ministry of education.  The data 
collections are consistently refined to address the dynamic needs of the education system. 
Workforce Planning and Development branch of the ministry is currently working on refining and 
expanding of the education workforce component of the data system by designing comprehensive, 
systematic data collections pertinent to the provincial education workforce characteristics and 
dynamics. 
 
There is an assortment of studies centering around various student-related or socio-economic factors 
that could affect student academic outcomes, as well as around the effects of school or district 
geography or size (e.g., Adams & Ryan, 2000; Berliner, 2009; Dahl & Lochner, 2005; Hartman & 
Franke, 2003; Heckman & LaFontaine, 2007; Magnuson, 2003; Morris, Duncan, & Rodrigues, 
2006; Statistics Canada, 2005; Swanson, 2004).  At the same time, potentially influential variables 
reflecting education workforce dynamics, such as teacher retention, which can affect student 
outcomes (e.g., Boyd et al., 2009; Terry & Kritsonis, 2008) are not concurrently accounted for. 
 
High teacher turnover is one of substantial constraints for creating stable and supporting learning 
environments for students and establishing enduring relationships between schools, families and 
communities.  Consequently, student engagement in schools and achievement can be negatively 
affected.  Some communities have especially low teacher retention (Kitchenham & Chasteauneuf, 
2010).  The literature reflects the long-term nature of the teacher retention issue (e.g., Dill & 
Stafford, 2008; Education Commission of the States, 2005; National Commission on Teaching and 
America’s Future, 2002; WestEd, 2005), warranting further research and creative interventions. 
 
The distinctive feature of this study is providing a broad, contextual analysis of the relationship 
between high school completion and teacher retention by simultaneously controlling for an 
assortment of attendant variables.  In addition to the teacher retention data, the study examines 
survey information on teachers’ perspectives regarding various aspects of school milieu, parental 
involvement and other variables. The study also controls for an array of student-related, school-
related and environmental variables (e.g., schools’ geography and socio-economic makeup).  
Consequently, the study brings together a broad realm of student and teacher-related data coming 
from schools and school districts as well as from external sources.  Accounting for the mentioned 
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variables would foster better understanding of learning environments and contexts for developing 
programs and policies directed at improving student outcomes, such as high school completion.  
Furthermore, the needs for future data collections and analyses can be identified.  This paper reports 
the first results of the study. 
 
Objectives of the Study 
 
The specific objectives of the study are as follows: 
 

1) Carry out a broadly defined, evidence-based examination of the high school completion 
issue with a particular emphasis on teacher retention and other teacher-related explanatory 
variables and identify key high school completion predictors at a school level as a result. 
 

2) Since teacher retention can be defined and measured in a variety of ways, one of the 
objectives of the study is testing effectiveness and predictive validity of the developed 
teacher retention measure relative to student outcomes, such as high school completion, for 
research and practical purposes. 

 
3) Demonstrate practical implications of the resultant findings. 

 
4) Share the results of value-added data analysis and research conclusions with school districts 

and other stakeholders to raise awareness and maximize use of data for appreciation of the 
complex education issues and informing decision-making. 
 

Data 
 
The research design links school-based data, annual teacher survey data and census data.  The data 
analysis was performed at the school level.  The 2007-08 multi-faceted data set incorporates 
information on 330 schools from 63 public, Catholic and charter school authorities teaching Grades 
10 through 12.  High school completion rate (the outcome variable) was measured as a percentage 
of 2005-06 grade 10 students who completed high school within three subsequent school years (in 
2007-08, by grade 12), adjusted for attrition.1  Other variables described below constitute potential 
predictors of high school completion. 
 
Teacher retention was measured as the percent of certificated school staff who left within the first 
four years of starting employment with their respective schools.  While the overwhelming majority 
of these individuals were full-time teachers (substitute teachers were excluded from the analysis), 
the data also could capture small numbers of other certificated staff.  This relatively broad approach 
to the teacher retention definition was warranted by the notion that school staff such as counselors 
or (vice or assistant) principals normally are a very important component of school and teaching 
environments and many of them teach part-time.  Transience in these particular groups can be as 
disadvantageous for the school stability, leadership and student learning as transience among the 
full-time classroom teachers. 
                                                 
1 High school completers included both credentialed and non-credentialed completers.  Credentialed completers are 
students who achieve credentialed completion status (Alberta High School Diploma, High School Equivalency Diploma 
[GED], and Certificate of Achievement for completion of the Integrated Occupational Program).  Non-credentialed 
completers are students who leave school without one of the above credentials but who have earned credits in high 
school courses that enable them to continue into post-secondary or apprenticeship programs (Government of Alberta: 
Education, 2010). 
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Other teacher-related variables included in the study were measured via an annual school survey 
which encompasses teachers’ perceptions of educational and social aspects of school environments.  
Teachers representing all grades in their schools were surveyed.  The individual response data were 
aggregated at a school level as a percent of respondents who provided strong positive responses 
(e.g., checking Strongly Agree) to individual survey items or item combinations. 
 
School-related variables comprised schools’ grade composition (i.e., schools teaching grades 1 
through 12 or only grades 7-12 or grades 10-12) coded as a set of “dummy” (two category) 
variables with grades 7-12 being a reference variable.  School size was expressed as total number of 
students in each school.  School geography two category (urban or rural) variable was based on 
2006 census data. 
 
The potential student-related predictors of high school completion comprised percent of special 
needs and English as a second language (ESL) students and also average school student mobility 
index capturing elevated mobility.  These measures were averaged across three consecutive 
academic years (2005-06; 2006-07 and 2007-08) to better capture the characteristics and 
experiences of students from grade 10 through 12.  Students with various (mild/moderate or severe) 
special needs and ESL status were combined together (since the representation of these specific 
groups was generally low across the analyzed schools).  Student mobility index was computed as 
the percent of total number of changed school registrations for each student in the student’s enrolled 
grade and then averaged at a school level.  Students with the mobility index of over 40 were 
considered having medium to high mobility. 
 
Socio-economic (2006 census) variables constituted percent of children in census families with 
mother tongue being an official language, percent of children in single-parent families, percent of 
families with parents having no education certificate or degree and average family income.  These 
variables were reflective of socio-economic backgrounds of the schools’ student populations. 
 
Before starting data analysis, a small number of online virtual schools were deselected due to the 
particular nature of associated instruction as well as non-applicability of some predictor variables, 
such as school size and geography.  As well, the data on schools with potential high school 
completers and teacher counts of less than six persons were suppressed due to privacy 
considerations. 
 
Method 
 
While the analytical approaches in this study are quantitative, it has a qualitative base from the 
teacher and school and district administrator dialogue on high school completion (e.g., Alberta 
Learning, 2001; Alberta Education, 2006).  The major purpose of data analysis is to examine the 
cumulative effect of a range of teacher, student, school-related and environmental variables on high 
school completion and, consequently, identify the key factors affecting high school completion. 
 
The data were analyzed from different perspectives in two stages. First, the relationships between 
individual predictors and high school completion (outcome variable) were explored through 
bivariate analysis using correlations and cross-tabulations (Figures 1 and 2).  Second, ordinary least 
squares multivariate sequential regression was applied for simultaneous modeling of multiple high 
school completion predictors by accounting (statistically controlling) for the independent 
contributions of more than one predictor.   
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The order of entering predictor variables into the regression equation was determined by the focus 
of the study.  Following the sequential multiple regression methodology, the teacher and school-
related variables were entered first into the regression model and their effects examined.  Then the 
variables that were pertinent to student characteristics were entered followed by the variables 
reflecting general socio-economic environments in which the schools, teachers and students were 
operating. 
 
Results 
 
Highlights of Bivariate Associations 
 
The examples of bivariate associations between high school completion rate and selected predictor 
variables are illustrated in Figures 1 and 2.  The continuous predictor variables were recoded into a 
categorical format for the visual presentation in the graphs, but the relationships with the outcome 
variable (high school completion rate) were tested via bivariate Pearson correlations using variables 
in their original, continuous form. 
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Figure 1 
 
 
The data revealed an association between high school completion and teacher retention (Figure 1).  
As hypothesized, lower percentages of teachers who left early after starting employment in their 
schools were associated with higher high school completion rates.  For example, about half of 
schools with the lowest percent of teachers who left early (under 10%) enjoyed the highest 
completion rates (80% and higher) and about third of schools in this group had completion rates 
between 80 and 70 percent.  On the other hand, over half of schools with the highest percent of 
early-leaving teachers (40% or more left within the first four years) had the lowest high school 
completion rate falling under 70%. 
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There was a moderate, statistically significant correlation between high school completion and 
teacher retention (Pearson r = -0.27; p < 0.001). (The correlation coefficient was negative since 
higher school completion rates were associated with lower percentages of teachers who left early).  
This attests to reasonable predictive validity of the teacher retention variable used in this study, 
given that high school completion may be linked to a broad array of other factors.  For example, as 
illustrated by Figure 2, high school completion is associated with some student characteristics, such 
as student mobility. 
  
Data plotted in Figure 2 are indicative of a strong effect of student mobility on high school 
completion.  Over 70% of schools with a low student mobility index had high school completion 
rate exceeding 70%, including 40% having high school completion rate over 80%.  Conversely, the 
majority of schools characterized by medium to high student mobility (61%) had high school 
completion rate under 70%.  Pearson correlations using continuous high school completion and 
student mobility data revealed a strong negative association (r = -0.63; p < 0.001). 
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Figure 2 
 
 
While the shown examples demonstrate the utilities of examining basic relationships between the 
two variables, they also illustrate the need for gaining detailed insight into more complex 
relationships between high school completion rate and multiple predictors, especially when there is 
a reason to expect that the predictors may be associated with each other.  For example, correlation 
analysis revealed that higher levels of student mobility are associated with higher teacher transience 
(i.e., higher percentages of teachers who left within the first four years) (r = 0.27; p < 0.001). 
 
Therefore, multivariate analysis is warranted to delve into these complex relationships by 
accounting for the independent effects of multiple high school completion predictors.  The 
following section shows the results of multiple regression analysis.  
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Multiple Regression Analysis 
 
Table 1 shows the results of multiple regression analysis predicting high school completion rate.  
Negative values for the unstandardized regression coefficients (B) and standardized regression 
coefficients (ß) indicate negative relationships.  Statistically significant relationships (p < .05) are 
highlighted by bold font. 
 
Table 1. Linear Regression Model: Relationship between High School Completion Rate and 
Multiple Predictors 

School-level data Model 1  Model 2  Model 3 

Predictors: B ß 
sig. 
(p) 

 B ß 
sig. 
(p) 

 B ß 
sig. 
(p) 

% of teachers left within the  
first four years 

-.339 -.217 .000  -.114 -.073 .075  -.113 -.072 .085 

% of teachers who thought 
that parents/guardians were 
involved a lot in decisions 
about their children’s 
education. 

.302 .270 .000  .159 .142 .000  .127 .144 .004 

School size – total student 
count 

.008 .183 .004  .001 .031 .515  .003 .066 .168 

School location  
(urban coded as 1; rural 
coded as 0) 

-6.312 -.150 .020  3.229 .077 .126  .603 .014 .786 

Combined % of special 
needs and ESL students in 
grades 10 through 12 

    -.541 -.449 .000  -.403 -.334 .000 

Avg. student mobility index 
in grades 10 through 12 

    -.724 -.383 .000  -.684 -.362 .000 

% of children in census 
families with mother tongue 
official language 

        .199 .129 .002 

% of children in lone parent 
families 

        -.441 -.165 .000 

% of families with parents 
having no education 
certificate or degree 

        -.176 -.092 .026 

Average family income 
(thousand) 

        .023 .031 .543 

Constant 67.425  98.941  88.647 

R squared .153    .538   .587 

 
 
The magnitude of unstandardized regression coefficients (B) depends on how specific variables 
were measured and indicates the change in high school completion rate per one unit change in a 
predictor variable, controlling for all other predictors.  Standardized regressions coefficients (ß) are 
expressed in standard deviation units and hence are independent of different measurement scales.  
Therefore their magnitude is indicative of the relative effect size of the predictors (larger absolute 
values indicate stronger associations with high school completion rate). 
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The effects of teacher retention as well as teachers’ perceptions of various aspects of their schools 
were among the main points of interest in this study.  Preliminary bivariate correlation analyses did 
not reveal significant associations between high school completion rate and the survey variables 
such as teachers’ perception of the educational environments in their schools, including the variety 
of subjects taught.  Thus, these variables were not entered in the regression model.  On the other 
hand, teachers’ opinion about the degree of parental involvement in students’ education was 
significantly correlated with high school completion rate and therefore this variable was entered into 
the initial phase of the regression model along with the teacher retention variable.  Model 1 in Table 
1 shows the results of this initial stage of analysis.  Variables measuring school size as well as 
geography (urban or rural location), which may associate with both high school completion and 
teacher retention, were also entered in Model 1 as control variables. 
 
Model 1:  The regression coefficients indicated statistically significant associations between high 
school completion rate and all of the predictors entered in Model 1.  As hypothesized, there was a 
negative association between the percentage of teachers leaving early (within the first four years) 
and high school completion rate.  Teachers’ conviction that parents were involved a lot in the 
decisions about their children’s education was positively associated with high school completion 
rate.  School size and location showed weaker effects on high school completion compared to the 
first two variables (according to the ß values).  Larger school size tended to positively affect high 
school completion, which is reasonable since larger schools are more likely to offer a broader 
choice of programs than smaller schools.  The finding that in general rural schools were more likely 
to have higher high school completion rate could be explained by the possibility that these schools 
may have more inviting, personable atmosphere and hence higher student engagement compared to 
urban schools.  Also, inner city schools in large cities tend to have relatively low high school 
completion rates.  Overall, the variables in Model 1 accounted for 15% of the variance in high 
school completion rate (R squared = 0.153).  (If only two first teacher-related variables were 
entered, they would account for the major portion of this variance - about 13%).  The third school-
related variable – grade configuration was not significantly linked to high school completion and 
thus was not entered into the model. 
 
Model 2:  Entering into the model the subsequent set of predictor variables reflecting various 
student characteristics (Model 2) largely offset the effect of the previous predictors except for the 
teachers’ perception of the degree of parental involvement, which maintained statistically 
significant, positive link to high school completion rate.  The cumulative percent of special needs 
and English as a second language (ESL) students in schools as well as student mobility showed 
sizeable,  negative effects on high school completion rate (see the ß values).  Altogether these 
student-related variables added substantially to the explained variance in high school completion 
(close to 39 %) rising total R squared to 0.538, corresponding to 54% of total variance explained. 
 
Model 3:  Socio-economic predictors, which were the final addition to the regression model, were 
significantly linked to high school completion, except for the average family income (Model 3).  All 
of the statistically significant associations were in the hypothesized direction.  Schools serving 
students coming from the communities with relatively high percent of children in lone parent 
families and low levels of parental education (percent of parents without an education certificate or 
degree) were more likely to have lower high school completion rates.  At the same time, schools 
with students coming from the communities with higher percent of children in families where 
mothers spoke the official language tended to have higher high school completion rates.  Lack of 
association between high school completion and average family income may be attributed to the 
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variance already being explained by other socio-economic predictors that jointly provide more 
insightful explanation of high school completion than just income, which can be high or low due to 
many different reasons. 
 
The available data demonstrated, however, that consistently statistically significant effects of 
different socio-economic variables on high school completion did not translate into a sizeable 
addition to the explained variance (only about 5 %).  This is an important preliminary finding 
cautioning against attributing student outcomes mainly to the variations in socio-economic status. 
 
In summary, based on the data used in this study, student characteristics such as special needs and 
ESL status and mobility evolved as key predictors of high school completion, followed by teachers’ 
perception of parental involvement in education and socio-economic variables. 
 
Discussion and Conclusions 
 
The study illustrates that multi-faceted education issues like high school completion require broad, 
holistic research and practical approaches, and there are no “silver bullets” or clear-cut solutions.  
Thus it is important to examine the problems by introducing broad contextual perspectives, so that 
policy makers do not target a single relevant factor, but try to address the “bigger picture” by 
accounting for and taking care of multiple interrelated factors. 
 
For example, while corroborating a bivariate association between high school completion rate and 
teacher retention, the study illustrates that the relationship between these two variables is not 
straightforward and may involve other factors.  For example, “predictive power” of teacher 
retention dropped substantially when variables such as percent of ESL and special needs students 
were added to the regression model, attesting to the relationship between teacher retention and the 
proportions of ESL and special needs students in schools.  Therefore, just investing in attracting and 
retaining teachers alone would not necessarily contribute to improving student outcomes such as 
high school completion, without also helping teachers develop skills in teaching special needs 
students and accommodating different learning styles. 
 
The finding that student-related factors (special needs, ESL and mobility) were the strongest 
predictors of high school completion after controlling for other variables, points to the necessity of 
centering teacher preparation, induction and professional development around meeting the needs of 
diversified student populations in inclusive classroom environments.  This type of focus, along with 
helping highly mobile students stay in their schools, may also contribute to offsetting the negative 
effects of low socio-economic status. 
   
While socio-economic factors can partially explain students’ academic progress, the study 
confirmed that at a general school-based scale, after accounting for the effects of other variables, the 
effects of socio-economic status on high school completion rate were quite modest.  This implies 
that much can be done by the schools and communities to improve student learning and high school 
completion.  At the same time, the data suggested that there could be other positive contributing 
factors such as parental involvement in students’ education.   While socio-economic variables are 
often beyond education policy makers’ control, stimulating interest and involvement in education 
among parents and students may be beneficial for both student outcomes and teacher retention.  
 
School-community engagement (including parental involvement) could be fostered through 
transforming schools into socio-cultural community centers, organizing informal parent and 
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teacher/principal retreats to develop relationships and common goals, or through other context-
appropriate interventions.  Also, while “external” teacher recruits should be provided with a strong 
induction on the specifics of the communities where they teach and resources available there, 
another focal point may be educating local teacher candidates, who would be “anchored” in their 
communities by family and social ties (e.g., American Farm Bureau Federation, 2010; Ramirez, 
2007; U.S. Department of Education, 2000).  For example, the Community Based Teacher 
Education Program in Alberta (Stensland, Nadirova & Burger, 2011) focuses on educating teachers 
who originate from the local communities and possess in-depth knowledge of the students’ family 
backgrounds and culture.  The program is expected to contribute to teacher retention, introduce 
culturally relevant “knowledge capital” to local schools, strengthen school-family connections and 
consequently positively affect student learning. 
 
The complexity of key education issues, including but not limited to high school completion, 
underscores an important pragmatic challenge facing K-12 education systems – building effective, 
comprehensive, large-scale databases of student, teacher and associated data pertinent to complex 
environments surrounding teaching and learning.  The study demonstrates how various data sources 
generated at the provincial or state scale can be linked and applied to examine important issues, 
such as high school completion.  Analyzing these complex data may contribute to or confirm 
developments in educational research, theory and practice as well as account for local contexts and 
specifics, which is imperative for decision making at a district or school level.  Additionally, 
systematic large-scale and localized data analyses delving into various existing and emerging 
education issues are useful for finding out what works and what needs to be improved even in the 
well-established databases (e.g., what additional variables or measures are needed and which 
variables should be refined to meet the current and future research and practical needs). 
 
Lastly, the study attests to the need for collaboration between the provincial or state government, 
school districts and schools by stimulating value-added, system-wide information sharing whereby 
school-generated data are collected, enriched with a broad array of associated variables and passed 
back to districts and schools informing evidence-based decision making.  The study endeavors to 
contribute to the awareness among schools, districts, policy-makers and communities about key 
education issues and associated contexts, so that the decisions regarding school improvement, 
education policies and leadership have solid empirical foundations.  As well, the study attempts to 
stimulate interest in data usage at various education system levels, since quality data collections 
with active data utilization are imperative for evidence-based practices. 
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  The Model Laboratory School Transition Program (at Eastern Kentucky University) has 
developed an action research study to help students with disabilities have opportunities 
to engage in socialization as part of recommended best transition practices (Carter & 
Lunsford 2005; Wehman, 2008).  This research has looked at using peer mentoring at 
lunch, school activities and organized community outings.  Using a Participatory Action 
Research Model, the transition team focused on improving socialization opportunities of 
students with special needs.  Out of the research model, activities were developed 
using peers and college students as mentors. This presentation will include a discussion 
on what was learned about the value of socialization for students and how these 
activities have improved their quality of life.  The team’s future plans will also be 
presented.  Suggestions on how other transition programs can increase opportunities 
for their students to engage in social activities will be discussed.  The study found that 
improving the quality of life for students with disabilities not only helps them but also 
benefits the school and the entire community. 
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Abstract 

The purpose of this study was to explore the language education program implemented 

for indigenous children in Taiwan through a qualitative case study of an indigenous elementary 

school. The researcher’s intent was to explore the factors that influenced the implementation of 

the language education program with regard to curriculum design, instructional practices, 

language resources, and professional development and to gain the participants’ perspectives on 

the language education program. Two administrators, eight language teachers, and six 

community members were selected as participants for interviews. Moreover, these language 

teachers’ classrooms were observed. Data were collected through the sources of interviews, 

observations, field notes, and documents. Findings in reference to the overall implementation of 

each language area were subsequently presented.  

Purpose:  

The purpose of the study is to explore the multi-language education implemented for 

indigenous children in Taiwan at the elementary level. More specifically, this study aims to gain 

insights into the implementation of the language education program through a qualitative case 

study of an indigenous elementary school in Taiwan. The researcher’s intent is to explore the 

experiences of language teachers, administrators, and community members with the 



 

implementation of Mandarin, English, and Local Language for indigenous children with regard 

to curriculum design, instructional practices, language resources, and professional development 

and to investigate the participants’ perspectives on the language education program. 

The administration of Mandarin as the national language over the past fifty years has 

caused the language loss among the indigenous peoples, who constitute approximately 2% of 

Taiwan’s total population. In order to meet the requirements from schooling or employment, 

they have gradually shifted the language use from their mother tongues to the mainstream 

language, Mandarin. In 2001, Local Language was formally included as a required subject in the 

Language Arts learning area. Elementary students from grades 1 through 6 were required to 

choose Southern Min, Hakka, or one of the indigenous languages in accordance with the 

decisions of local governments or schools for a 40-minute period of weekly learning (Ministry of 

Education in Taiwan, 2001). The official inclusion of Local Language in school curriculum 

signifies a great milestone for preserving the mother tongues and native cultures of different 

ethnic groups in the multilingual society of Taiwan. In order to understand how a preservation 

effort can be made in the face of the decline of indigenous languages, the conceptual framework 

of language loss, language maintenance, and language revitalization was adopted in this study.   

Theoretical Framework:  

In general, language loss may be equivalent or related to several terms, such as language 

attrition, language regression, language erosion, language shift, language change, language death, 

language obsolescence, and subtractive bilingualism (Kouritzin, 1999). Crystal (2000) referred to 

language loss as a situation “where a person or group is no longer able to use a language 

previously spoken” and language shift as “the gradual or sudden move from the use of one 

language to another (either by an individual or by a group)” (p. 17). The process of language loss 



 

may involve contact between at least two language communities and speakers in one language 

community may gradually shift to another more dominant language community.  

For the speakers of minority languages, claiming the right to use their native languages 

can be actualized through the maintenance of their mother tongues. Therefore, language 

maintenance usually refers to stabilizing the number of speakers, sustaining the native language 

proficiency among children and adults, and preserving the language use in certain domains, such 

as homes, schools, or religious organizations (Baker & Jones, 1998). Language maintenance is 

the effort to preserve the use of a group’s native language in situations where political, social, 

economic, educational, or other forces cause a decline in the status of the native languages as a 

tool for communication, a medium for cultural development, or an emblem of group or national 

identity (Nahir, 1984). 

Language revitalization is more than an effort to maintain the status quo for native 

languages spoken by the minority groups. It is an endeavor to restore the language vitality once 

existent in endangered languages (Stewart, 1968). As Hornberger (2006) noted, “Language 

revitalization goes one step further than language maintenance, in that it implies recuperating and 

reconstructing something which is at least partially lost, rather than maintaining and 

strengthening what already exists” (p. 280). The promotion of local languages in the language 

education program in Taiwan is at least an effort to revitalize the heritage languages and cultures that 

have been repressed during the era when Mandarin was promoted as the sole state-mandated 

language in school curriculum. 

Methodology  

The qualitative research design in this study adopted constructionism as the 

epistemological approach, interpretivism as theoretical perspective, and case study as 

methodology. This study was regarded as an instrumental case study based on the purpose of the 



 

study to “provide insight into an issue” (Stake, 2000, p. 437). Therefore, the case was examined 

in depth, the context was scrutinized, and the ordinary activities were detailed to help the 

researcher pursue the interest of how the language education program was implemented in a 

predominantly indigenous elementary school. 

Setting of the Study 

In this study, the selection of indigenous elementary schools was based on the criteria 

regulated by the Education Act for Indigenous Peoples (EAIP), where the definition of 

indigenous schools is given in the following:  

Indigenous priority schools refer to elementary or secondary schools with an indigenous 
student intake exceeding a prescribed number or ratio; said number or ratio shall be 
specified under the Enforcement Rules of the Education Act for Indigenous Peoples. 
(Education Act for Indigenous Peoples, 2004)   
 

In order to investigate the language education for elementary indigenous students, the selected 

school was one of the indigenous elementary schools that met the aforementioned criteria. The 

school was located in a township where the population of the indigenous peoples constituted 

around 45%.  

The Participants 

Eight teacher participants in the research were recruited from the fields of Mandarin, 

International Culture (also known as Living English), and Local Language (including Atayal and 

Paiwan). Participants also included two administrators, including the former principal and the 

director of academic affair in the participating school, and six community members living or 

working in the local township. 

Data Sources and Analysis: 

The data sources of this research included interview transcripts, observations, field notes, 

and documents. The interview formats employed in this study included one-on-one, standardized, 



 

semi-structured, and open-ended interviews. The method of observations was to collect 

information from the research site, to examine the instructional practices of teacher participants 

and how these practices led to the intended goals, to investigate the use of teaching materials, 

and to discover factors that facilitated or hindered the implementation of the language education 

program. Field notes included descriptive and reflexive ones for documenting the researcher’s 

observations and preconceptions (Bogdan & Biklen, 2007; Merriam, 2009). The collection of 

documents included curriculum guides, textbooks, teacher-made aides, teaching resources, 

handouts, and government documents. Interview transcripts, observational data, field notes, and 

documents were analyzed using thematic or categorical analysis (Creswell, 2007).  

Findings:  

The findings indicated several factors influencing the implementation of the language 

education program. From the aspect of curriculum design, the language education program at the 

participating school was designed in accordance with the mandated curriculum guidelines; 

teachers had the flexibility to deviate from the prescribed curriculum guidelines, and modify 

their curriculum plans based on students’ needs and classroom schedules; and teachers of 

Mandarin and English were free to select textbooks published by textbook publishing companies 

and were provided with supplementary materials to facilitate their teaching. However, due to the 

late arrival of the textbooks and the shortage of the supplementary teaching materials designed 

for different age groups, the Local Language teachers mostly used their self-made teaching 

materials or textbooks published by the participating school years ago.  

From the aspect of instructional practices, Mandarin teachers helped students relate their 

comprehension of essays to visual representation and integrated art and physical activities into 

their teaching. The International Culture teachers stimulated students’ interest in learning English 



 

through teaching songs and the cultures of the English-speaking countries. The Local Language 

teachers tended to teach indigenous languages through group competition, animation videos, and 

field trips. However, insufficient time allocation for Local Language seemed to be a major factor 

that hindered teachers’ instructional practices. Classroom management and students’ frequent 

negligence of bringing their handouts and notebooks to the class were found to be some of the 

problems that indigenous language teachers encountered.  

From the aspect of language resources, an international youth volunteer was invited to 

assist students’ English acquisition. A language learning environment printed with Mandarin, 

English, and Atayal was established to familiarize students with three languages through school 

signs. English Express Wonderland and Indigenous Language Wonderland were efforts from the 

local government to help students experience learning English and indigenous language 

respectively through a five-day camp. These resources were conducive to students’ language 

acquisition; however, most of these resources were short-term and only applicable to a limited 

number of students.  

From the aspect of professional development, teachers were able to attend seminars on 

language curriculum and theory and were assigned observation teachers to give constructive 

feedback. Teachers were also eager to improve their instructional strategies through self-learning 

or working with more advanced educational degrees. Because Local Language was a newly 

implemented subject area, teacher recruitment and teacher professional development became all 

the more important. Becoming a qualified indigenous language teacher required one to complete 

a 36-hour professional workshop, in addition to successfully passing the Proficiency Test for 

Indigenous Language (PTIL). To enhance the instruction of Local Language, teachers were 

further encouraged to attend a wide variety of professional workshops in reference to indigenous 



 

language and culture, indigenous teaching methodology, and indigenous language materials.  

In this research, the participants expressed their views toward the language education 

program encompassing three language subjects. Mandarin was considered a basic language to 

learn due to its importance as an official language for every citizen and a target language used to 

learn other academic subjects. While English was useful for enhancing international 

communication in a global market, indigenous languages should be preserved so that the 

invaluable cultural heritage could be passed down to next generation. Then, the similar 

representation of the phonetic symbols in English and the indigenous language might be 

confusing for learners; however, students should be able to master the rules of pronunciation 

after they were provided with adequate instruction. Moreover, the instructional approaches in 

English could be applicable to teaching indigenous languages due to the similarities of teaching 

methodology in these two language areas.   

  The loss of mother language was observed among children, who might appear to 

comprehend the elders in the tribal community to a certain extent but would use Mandarin as the 

major language in daily communication. With regard to indigenous language instruction, the 

participants indicated that Local Language should be learned to help indigenous children identify 

more with their native culture and language heritage, self-identity was conducive to the 

enhancement of mother language, and the purpose of teaching indigenous language should not be 

examination-oriented—simply help students with the preparation of the Proficiency Test of 

Indigenous Culture and Language. Lastly, the participants also offered several strategies in 

promoting indigenous language, including the frequent use of the mother language in the home 

setting, allowance and public praise provided to those families endeavoring to promote the 

indigenous language, the establishment of a type of ethnic school with its emphasis on 



 

indigenous language and culture in curriculum design, the regular holding of indigenous 

language competition for different age groups, and the development of qualified teacher 

candidates in teacher education program.  

Significance:  

The simultaneous emphasis of globalization and indigenization is a major breakthrough 

in the language education program for school children in Taiwan. Different from the previous 

language curriculum, where Mandarin is the sole learning subject, the English language is 

chosen as a major language to be taught to ensure students achieve international awareness and 

competiveness and the Local Language is incorporated into the language curriculum to enhance 

students’ knowledge of their own native language and culture. Situated between the trends of 

globalization and localization, children respond to the need for bridging the global societies and 

cultures through learning an international language and develop the local subjectivity and 

identification through learning mother language and culture. Understanding the challenges and 

issues from the implementation of language education program in the context of an indigenous 

elementary school is beneficial not only for language teachers to be better equipped with 

understanding the learning needs of indigenous children within the trilingual learning framework, 

but also conducive for administrators and policy makers to design holistic language and 

educational policies for Taiwanese indigenous children in the field of language education.  
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Abstract: 

 

Teachers who are engaged and enthusiastic readers are more likely to cultivate their 

students a love of reading.  In order to understand whether future teachers could become 

reading  role models for young children, this study was designed to examine Taiwanese 

prospective early childhood teachers’ reading tendencies.  Participants were 214 

undergraduate students who majored in early childhood education from a university in 

Taiwan.  The data collection instrument was a self-report questionnaire.  Results were 

analyzed to describe patterns in their reading habits and attitudes.  Suggestions based 

on the data analysis were made as references for promoting reading in early childhood 

education program. 
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Introduction	
	
Schools	across	America	are	struggling	to	ensure	significant	academic	progress	is	
occurring	for	all	of	their	students	or	face	severe	consequences	mandated	by	No	
Child	Left	Behind	(NCLB,	2001).	No	clear	consensus	exits	for	accomplishing	this	
daunting	task	(Duke,	D,	2006;	Cicchinelli,	L.,	Dean,	C.,	Galvin,	M.,	Goodwin,	B.,	and	
Parsley,	D.,	2006).	For	students	with	disabilities	(SWD),	the	educational	outlook	is	
even	bleaker	when	the	schools	they	attend	are	in	program	improvement	(PI)	as	a	
result	of	low	student	academic	performance	over	time.	These	students	are	often	
placed	with	teachers	who	lack	the	necessary	training	and	expertise	to	deal	with	the	
plethora	of	challenges	they	face	on	daily	basis.	When	students	with	disabilities	are	
included	in	the	general	education	programs	in	underperforming	schools,	their	
academic	program	is	tenuous	at	best.	Many	of	their	teachers	lack	training,	
experience,	and	support	required	to	address	the	issues	of	general	education	
students,	let	alone	those	with	disabilities.		
	
Numerous	research	projects	have	outlined	important	components,	which	must	be	
present,	if	low	performing	schools	in	program	improvement	are	going	to	turn	
around.	These	include	the	following	(Williams,	T.,	Kirst,	M.,	Haertel,	E.,	et	al.,	2005;	
Duke,	D.,	2006):	
	

 Providing	assistance	–	When	students	are	struggling,	they	need	immediate	
assistance.	

 Collaborating	–	Teachers	working	together	to	analyze	assessment	results,	
plan	lessons,	and	evaluate	the	effectiveness	of	their	lessons.	

 Using	assessment	data	to	improve	student	achievement	and	instructions	–	
Use	student	achievement	to	inform	practice.	

 Leadership	–	Actions	of	the	principal	and	teachers	set	the	tone	for	
improvement	–	accountability‐driven.	

 Organizing	the	school	structures		‐	The	organizational	structure	of	the	school	
supported	student	learning.	

 Staff	development	–	Teachers	continually	receive	training	on	key	elements	of	
instructional	practices.	

 Aligning	testing,	instruction,	and	content	‐	Tests	were	aligned	with	
curriculum	and	instruction.	

 Establishing	high	expectations	–	For	students,	principals,	and	students.	
 Involving	parents–	Staff	reached	out	to	keep	parents	apprised	of	their	

students’	progress.	
 Scheduling	–	Academic	time	was	increased.	
 Prioritizing	student	achievement	–	well	designed	plans	for	instructional	

improvement.	
 Implementing	a	coherent,	standards‐based	curriculum	and	instructional	

practices.	
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 Ensuring	availability	of	instructional	resources.	
	
		
Cicchinelli,	l.,	et	al.,	(2006)	identified	additional	factors	associated	with	student	
success:	

 Guaranteed	and	viable	curriculum	
 Challenging	goals	and	effective	feedback	
 Safe	and	orderly	environment	
 Instructional	strategies	
 Classroom	management	
 Classroom	curriculum	design		

	
Students	with	disabilities	at	the	high	school	level	were	successful	when	the	school	
provided:	1)	a	broad	array	of	academic	coursework	and	program	options,	2)	
schoolwide	support	structures	that	could	be	combined	and	customized	for	the	
students,	3)	a	connection	of	the	students	to	the	school	and	motivated	them	to	
succeed,	4)	a	connections	to	responsive	adults	to	serve	students’	academic	and	
social/personal	needs,	and	5)	adults	to	manage	the	tensions	inherent	in	teaching	
students	with	disabilities	to	be	successful	(Brigharm,	N.,	Morocco,	C.,	Clay,	K.,	
Zigmond,	N.,	2006).	
	
A	comprehensive	synthesis	by	Laura	Goe	(2007)	and	Linda	Darling‐Hammond	
(1999)	concluded	there	is	not	a	panacea	for	measuring	teacher	effectiveness	by	
using	student	standardized	test	results	as	variables	differ	for	grade	level	spans,	
content	areas,	certification	(subject	matter	knowledge),	knowledge	and	learning,	
and	experience	of	the	teacher.	
	
Even	though	much	is	known	about	what	is	occurring	in	high	performing	schools,	
little	is	known	about	how	schools	decline	over	time.	What	we	do	know	is,	students	
with	disabilities,	remain	at‐risk	of	failing	in	many	underperforming	schools,	as	the	
instruction	they	receive	in	both	the	special	education	and	general	education	
classrooms	does	not	ensure	mastery	of	the	knowledge,	skills,	and	dispositions	
needed	to	be	academically	successful.	
	
Background	of	the	Study	
	
For	the	past	eight	years,	the	researcher	has	been	conducting	research	in	schools	
identified	in	need	of	support	(all	are/were	in	program	improvement	due	to	low	
student	proficiency	rates	on	standardized	assessments,	as	defined	by	NCLB)	to	
improve	student	academic	performance.	These	schools	are	in	both	rural	and	urban	
areas,	have	high	poverty	and	high	minority	percentages,	and	appear	to	be	adrift	
without	direction	or	accountability	for	the	achievement	of	all	of	their	students,	
including	those	with	disabilities.	We	have	conducted	hundreds	of	classroom	
observations,	held	focus	groups,	and	interviewed	teachers,	principals,	parents,	
students,	and	board	members	to	ascertain	if	there	are	common	themes	or	
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underlying	reasons	for	the	decline	in	student	academic	performance.	We	examined	
the	results	of	school	assessment	surveys,	student	academic	performance	data,	and	
demographic	information.	For	the	purposes	of	this	study	we	have	examined	the	
proficiency	rates	in	English/language	arts	and	mathematics	of	students	with	
disabilities	compared	to	the	schoolwide	student	proficiency	rates	over	a	four‐year	
period	in	three	elementary,	three	middle,	and	four	high	schools,	all	in	program	
improvement.	These	are	just	a	sampling	of	the	schools,	other	schools	have	made	
good	gains,	others	have	faired	worst	than	those	in	the	sampling.	We	also	reviewed	
the	data	from	hundreds	of	observations	in	both	general	and	special	education	
classrooms	to	determine	trends	or	themes	across	schools	and	districts.	
	
Literature	Review	
	
NCLB		
NCLB	is	the	reauthorization	of	the	Elementary	and	Secondary	Act	signed	into	law	by	
George	W.	Bush	in	January	2002.	NCLB	applies	to	any	school	receiving	Title	I	funds,	
which	are	federal	funds	provided	to	schools	with	a	high	percentage	of	students	from	
low‐income	backgrounds	and	are	intended	to	supplement	the	state	educational	
funding.	Additionally,	states	have	to	report	test	results	through	Adequate	Yearly	
Progress	(AYP)	disaggregated	by	ethnicity,	English	proficiency,	special	education,	
and	low	socioeconomic	status.	If	a	school	fails	to	make	adequate	yearly	progress,	an	
annual	benchmark,	for	two	consecutive	years,	the	federal	government	imposes	
increasingly	strict	sanctions	and	the	school	is	identified	for	program	improvement	
(PI)	(Payne‐Tsoupros,	2010;	Katsiyannis,	A.,	Zhang,	D.,		Ryan,	J.,	Jones,	J.,	2007).	
William	Wraga	(2011),	states	that	NCLB	was	a	misguided	idea	that	will	have	the	
effect	not	improving	the	education	of	children	and	youth	but	of	indicting	the	public	
school	system	of	the	United	States	and	to	improve	education,	politicians,	policy	
makers,	and	education	leaders	must	discard	the	debilitating	scheme	of	
accountability	and	implement	a	constructive	approach	to	school	reform	that	fosters	
a	culture	of	attainability.	
	
Criticism	of	NCLB	include:	

 Encourages	states	to	lower	their	standards	
 Promoting	school	segregation	
 Pushing	out	poor	and	minority	
 Discouraging	good	teachers	from	taking	jobs	in	challenging	schools	
 Adversely	effecting	the	community	with	program	improvement	schools	
 Title	I	schools	are	the	most	severely	punished	as	they	get	deeper	into	

sanctions	
 In	low	performing	schools,	nearly	all	of	the	students	may	be	at	risk	of	failing	
 Low	performing	schools	are	disproportionally	minority	(Payne‐Tsoupros,	

2010)	
As	a	result	No	Child	Left	Behind	schools	place	a	great	emphasis	on	standardized	
testing.	Existing	literature	argues	either	that	NCLB	reforms	education	for	these	
students	and	schools	or	it	hurts	them	the	most	(Payne‐Tsoupros,	2010).		
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IDEA		
In	2004	President	Bush	signed	IDEA	2004	into	law.	The	primary	purpose	of	the	law	
was	to	improve	educational	results	for	students	with	disabilities	by	providing	a	
performance‐driven	framework	for	accountability	to	ensure	children	with	
disabilities	received	a	free	and	appropriate	public	education	(FAPE).	(Yell,	
Katisyannas,	Shiner,	2006).	Additionally,	it	was	to	align	IDEA	with	NCLB	in	terms	of	
the	decision‐making	role	of	the	IEP	team	for	both	participation	and	accommodation	
determination.	It	included	specific	provisions	to	align	itself	with	NCLB	and	states	
must	establish	goals	for	the	performance	of	children	with	disabilities	that	should	be	
the	same	as	the	state’s	definition	of	AYP,	address	graduation	and	dropout	rates,	and	
be	consistent,	to	the	extent	appropriate,	with	any	other	goals	and	standards	for	
children	established	by	the	state.	Children	with	disabilities	are	to	be	included	in	all	
general	state	and	district‐wide	assessment	programs	including	assessments	under	
NCLB	with	appropriate	accommodations	and	alternate	assessments	as	required	by	
their	individualized	educational	program	(IEP)	(Katsiyannis,	A.,	Zhang,	D.,		Ryan,	J.,	
Jones,	J.,	2007).		
	
Yell	et	al,	(2006)	suggest	that	in	order	for	schools	to	meet	the	adequate	yearly	
progress	for	NCLB,	they	should	do	the	following:	

 Conduct	relevant	assessments	that	lead	to	meaningful	programs	
 Use	instructional	strategies	which	are	research‐based	
 Increase	attention	to	how	SWD	will	participate	in	the	assessment	system	
 Collect	meaningful	data	on	student	progress	and	modify	instruction	when	

necessary.	
	
Culture	of	Failing	Schools	
Creating	optimum	learning	environments,	which	produce	high	achieving	students	is	
often	plagued	by	teachers	lack	of	knowledge,	skills,	and	dispositions,	particularly	at	
the	high	school	level.	Many	secondary	teachers	to	resistant	to	implement	effective	
literacy	strategies	so	students	do	not	learn	and	schools	fall	into	program	
improvement	(Fischer,	D.,	Frey,	N.,	and	Lapp,	D.,	2009).	There	are	few	research	
studies,	which	analyze	how	failing	schools	change	overtime	to	meet	the	needs	of	
their	students.	
	
According	to	Fischer	et	al.	(2009),	teachers	in	failing	schools	begin	to	define	their	
success	not	in	terms	of	student	progress	but	rather	in	terms	of	performance	on	state	
tests.	Furthermore,	the	demands	on	new	teachers	are	to	participate	in	district	
support	programs	as	well	as	site‐based	initiatives	maybe	exacerbated	in	urban	
schools	that	educate	large	numbers	of	students	from	diverse	backgrounds	and	who	
live	in	poverty,	thus	adding	to	the	achievement	gap.	
	
Statement	of	the	Problem	
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As	the	researcher	of	this	project	visits	schools	throughout	the	state	of	California,	it	
has	become	increasingly	evident	students	with	disabilities	are	receiving	fewer	
services	delivered	by	untrained	teachers	in	schools	identified	as	needing	program	
improvement.	Frequently,	the	most	under	qualified,	least	experienced	teachers	are	
placed	in	special	education	classrooms	teaching	the	neediest	students.	Few	support	
systems	are	in	place	to	recruit,	train,	and	retain	special	education	teachers.	We	have	
observed	teachers	who	are	dedicated,	compassionate,	and	highly	skilled,	and	are	
effectively	teaching	students	with	disabilities	but	they	are	few	and	far	between	in	
program	improvement	schools.	
	
Purpose		
The	purposes	of	this	study	was	first,	to	examine	AYP	data,	specifically	the	
proficiency	rates	in	reading/language	arts	and	mathematics	of	students	with	
disabilities	compared	to	the	schoolwide	student	proficiency	rates	over	a	five‐year	
period	in	three	elementary,	three	middle,	and	four	high	schools,	all	in	program	
improvement.	Next	is	was	to	review	classroom	observation	data	to	determine	if	
trends	or	themes	emerged	from	the	analysis	of	both	sets	of	data,	and	finally	it	was	to	
recommend	or	suggest	strategies	which	could	be	employed	to	begin	to	address	the	
issues	facing	teachers	and	principals	in	program	improvement	schools.		
	
Data	Analysis	and	Discussion	
AYP	Data	
Data	was	collected	from	California	Department	of	Education	website,	specifically	
Adequate	Yearly	Progress	school	level	reports	for	2007,	2008,	2009,	and	2010.	We	
disaggregated	the	data	by	socio‐economic	status,	percent	of	minority	students,	
percent	of	students	with	disabilities,	and	proficiency	rates	in	English/language	arts	
and	mathematics,	schoolwide	and	for	students	with	disabilities.	The	following	chart	
summarizes	the	data.	In	2007	proficiency	rates	for	students	with	disabilities	ranged	
from	0%	of	the	students	proficient	to	24.4%	proficient	in	English/language	arts	and	
from	0%	proficient	to	34.2%	proficient	in	mathematics.	By	2010	little	progress	had	
been	made	in	English/language	arts.	The	proficiency	rate	range	had	changed	from	
2.1%	to	26.8%	proficient	in	English/language	arts	and	from	4.8%	to	54.8%	
proficient	in	mathematics,	an	improvement	of	almost	20	percent.	
	
General	education	proficiency	rates	improved	about	the	same	as	those	in	special	
education.	Rates	ranged	in	2007	from	18.2%	to	46.1%	proficiency	in	
English/language	arts	and	12.5%	to	69.9%	in	mathematics.	In	2010	the		rates	had	
only	improved	from23.1%	to	70%	in	English/language	arts	and	from	14.2%	to	
73.8%	in	mathematics,	a	change	of	less	than	5%	during	the	four	years.	
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Classroom	Observations	
The	researchers	developed	an	observation	tool,	which	analyzed	the	degree	to	which	
the	elements	of	effective	instruction	were	evident	in	classrooms:	direct	instruction,	
high	level	questioning,	assessment,	lesson	effectiveness,	and	classroom	
environment.	The	following	table	represents	one	of	the	ten	schools	and	the	four	
observations	in	every	classroom	that	occurred	during	the	year.	Numerous	
classroom	observations		confirmed	teachers	were	not	using	standards‐based	
textbooks	and	material	even	thought	they	were	available	in	their	classrooms.	Lesson	
objectives	were	not	posted	nor	discussed	with	students.	Checking	for	understanding	
an	on‐going	assessments	was	occurring	in	less	than	50%	of	the	classrooms.	Realia,	
graphic	organizers,	or	other	type	of	strategies	to	improve	and	support	
comprehension	were	used	in	less	than	40%	of	classrooms.	Closure	was	virtually	
non‐existent	in	most	classrooms.	The	following	table	illustrates	both	the	
components	of	the	observation	tool	and	the	percentage	of	classrooms	utilizing	the	
strategies	in	one	elementary	schools	in	this	study.	Results	from	other	schools	in	
which	the	researcher	conducted	observations	were	basically	the	same.	Schools	
rating	higher	had	much	more	student	engagement	and	instruction	was	based	upon	
the	grade	level	content	standards.		
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CLASSROOM	OBSERVATION	CHECKLIST	SUMMARY	
	

Sample	for	E1	
	

	 	 Initial #1	 #2	 Final
1	 Content	Standard																																																												
1.a	 States	in	student	friendly	language	 33%	 70%	 46%	 74%
1.b	 Details	proficiency	expectations	of	standard	 10%	 22%	 21%	 38%
2	 Learning	Objective	
2.a	 States	objective(s)	clearly	for	today’s	lesson	 74%	 67%	 46%	 76%
2.b	 Relates	objectives	to	content	standard	 17%	 54%	 30%	 50%
3	 Anticipatory	Set	
3.a	 Sparks	student	interest	or	curiosity	 28%	 41%	 28%	 31%
3.b	 Connects	to	prior	learning	 47%	 40%	 12%	 43%
3.c	 Establishes	a	purpose	 40%	 46%	 15%	 31%
4	 Preview/Review	
4.a	 Connects	to	prior	learning	 58%	 60%	 34%	 45%
4.b	 Deals	with	content	supporting	new	learning	

(KWL)	
22%	 23%	 0%	 10%

4.c	 Targets	all	students	 59%	 69%	 28%	 48%
5	 Explain/Model/Demonstrate	
5.a	 Illustrates	concepts	with	a	variety	of	

approaches	
40%	 53%	 31%	 40%

5.b	 Tells	why	it	is	important	 18%	 46%	 29%	 19%
5.c	 Explains/demonstrates	step‐by‐step	how	it	is	

done	
45%	 72%	 45%	 45%

5.d	 Makes	sure	all	key	concepts	are	covered	 33%	 47%	 32%	 31%
5.e	 Shares	inner	thoughts	(think‐alouds)	 25%	 4%	 21%	 12%
5.f	 Tells	how	experts	think	or	behave	 3%	 0%	 9%	 0%	
5.g	 Analyzes	tasks	 27%	 35%	 13%	 26%
5.h	 Down	chunks	information	 44%	 63%	 45%	 57%
5.i	 Uses	graphic	organizers/study	

guides/outlines/highlights	
34%	 38%	 28%	 36%

5.j	 Scaffolds	instruction	 31%	 47%	 34%	 33%
6	 Checks	for	Understanding	
6.a	 Determines	student	

proficiency/understanding	
56%	 67%	 57%	 74%

6.b	 Determines	skill	level	 42%	 50%	 49%	 62%
6.c	 Encourages	risk‐taking	 35%	 51%	 61%	 76%
6.d	 Monitors	and	revises	instruction	 41%	 52%	 39%	 50%
6.e	 Reinforces	student	efforts	 78%	 60%	 65%	 69%
7	 Guided/Independent	Practice	
7.a	 Supports	students	in	learning	new	material	 65%	 68%	 64%	 69%
7.b	 Works	problems	with	students	 67%	 82%	 40%	 64%
7.c	 Promotes	automaticity	and	fluency	 59%	 60%	 47%	 64%
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7.d	 Give	independent	practice	only	after	80%	
have	mastered	

21%	 11%	 6%	 0%	

8	 Closure	
8.a	 Restates	objective	 13%	 24%	 11%	 7%	
8.b	 Summarizes	key	points	of	instruction	 7%	 13%	 11%	 2%	
8.c	 Connects	information	to	previous	knowledge	 7%	 16%	 11%	 2%	
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9	 Assessment	
9.a	 Multiple	measures	of	assessment	are	evident	 41%	 38%	 32%	 50%	
9.b	 Aligns	with	content	standard(s)	 24%	 61%	 33%	 62%	
9.c	 Reflects	knowledge	and	skills	learned	 32%	 54%	 34%	 50%	
9.d	 Use	formative	assessments	 44%	 48%	 33%	 52%	
9.e	 Uses	summative	assessments	 12%	 5%	 2%	 5%	
9.f	 Utilizes	rubrics	to	evaluate	student	work	 0%	 0%	 0%	 0%	
9.g	 Uses	assessment	to	target	student	

intervention	
9%	 0%	 6%	 0%	

10	 Bloom’s	Taxonomy	Revised	
10.a	 Remember	 39%	 46%	 34%	 50%	
10.b	 Understand	 18%	 35%	 36%	 48%	
10.c	 Apply	 10%	 23%	 35%	 45%	
10.d	 Analyze	 2%	 11%	 32%	 12%	
10.e	 Evaluate	 2%	 0%	 15%	 0%	
10.f	 Create	 .9%	 0%	 2%	 0%	
11	 Instructor	Behavior	
11.a	 Praises/reinforces	effort	 68%	 77%	 80%	 88%	
11.b	 Reflects	a	clear	knowledge	of	subject	 78%	 80%	 66%	 93%	
11.c	 Models	strategies	for	self‐

evaluation/reflection	
10%	 29%	 4%	 14%	

11.d	 Enunciates	clearly	 79%	 90%	 74%	 100%
11.e	 Provides	verbal	and	nonverbal	feedback	 59%	 68%	 60%	 79%	
11.f	 Teacher	uses	academic	language	 63%	 78%	 64%	 83%	
11.g	 Listens	actively	for	student	responses	 50%	 84%	 68%	 95%	
11.h	 Promotes	a	positive	feeling	tone	 83%	 81%	 71%	 98%	
12	 Lesson	Effectiveness	
12.a	 Engages	students	 86%	 78%	 78%	 83%	
12.b	 Utilizes	whole	class,	small	group,	or	

individual	instruct.	
65%	 51%	 50%	 50%	

12.c	 Organized	with	clear	academic	tasks	 70%	 69%	 70%	 88%	
12.d	 Supports	completion	of	tasks	 46%	 66%	 53%	 64%	
12.e	 Varies	strategies	to	check	for	understanding	 49%	 64%	 57%	 74%	
12.f	 Lesson	at	grade	level	 84%	 91%	 68%	 86%	
13	 Classroom	Environment	
13.a	 Classroom	setup	promotes	student	learning	 89%	 83%	 72%	 90%	
13.b	 Daily	routines/rules	are	known,	visible,	and	

practiced	
89%	 85%	 79%	 74%	

13.c	 Room	free	from	distraction	 70%	 61%	 68%	 74%	
13.d	 Rubric/scoring	guides	visible	to	self‐evaluate	 7%	 4%	 11%	 19%	
13.e	 Standards‐based	work	displayed/analyzed	 31%	 29%	 33%	 38%	
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Summary	and	Conclusions	
	
The	results	clearly	demonstrate	little	academic	progress	was	made	in	
English/language	arts	from	2007	to	2010	in	the	majority	of	the	identified	schools	
for	both	students	with	disabilities	and	their	non‐disabled	peers.	For	students	with	
disabilities,	in	several	schools,	less	than	one	in	ten	of	the	students	are	proficient	in	
English/language	arts	or	mathematics,	which	translates	into	a	90%	failure	rate.	
When	these	data	are	compared	to	the	classroom	observation	data,	it	is	obvious	
teachers	are	unprepared	to	meet	the	challenges	and	opportunities	in	a	designated	
program	improvement	school.	Common	themes	include:	Standards‐based	
instruction	is	missing,	which	directly	relates	to	standardized	assessment	results;	
learning	objectives	were	not	posted,	lower	level	questioning	was	the	norm;	student	
engagement	was	minimal,	and	no	closure	of	lessons	was	evidenced.	To	remedy	the	
situation	and	for	students	to	make	significant	academic	progress,	incredible	
diligence,	commitment,	and	a	clear	understanding	of	what	must	take	place	are	
needed.	Collaboration	between	general	and	special	education	teachers	must	be	the	
norm	of	behavior	and	a	seamless	instruction	delivery	system	must	be	in	place	so	
students	can	move	along	the	continuum	of	instructional	programs	based	upon	their	
need.	Accountability	systems	must	be	in	place	holding	all	key	stakeholders,	
including	school	board	and	superintendents	and	principals,	responsible	for	the	
academic	performance	of	all	children	in	their	schools,	not	just	the	teachers	who	
teach	them.	
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Abstract 

 

Inductive reasoning is critical to learning because it plays a key role in the acquisition and 

transfer of knowledge.  Although inductive reasoning has been studied in the literature, empirical 

investigations have been framed in either a psychometric or cognitive approach, thus limiting a 

comprehensive understanding of this important construct.  The current study attempts to bridge 

these paradigms through an integrated approach to shed insight into this construct.   

 

The study derived a framework of knowledge based variables from the cognitive literature 

(domain knowledge, knowledge beliefs, and expertise) expected to influence inductive reasoning 

and developed an instrument to measure inductive reasoning ability. Specifically, the research 

question examined if inductive reasoning ability (as indicated by scores on the new instrument) 

varies between academic domain (math vs. English students); expertise (undergraduates vs. 

graduate students); and knowledge beliefs.   

 

A pilot study was conducted on a sample of college students (N = 108) in which a 20-item 

inductive reasoning instrument evidenced support for content validity and internal consistency 

(Cronbach’s alpha = .74).  In the main study, the new instrument assessed inductive reasoning 

ability on a sample (N = 95) of college students but results from the ANCOVA analysis found 

only a significant relationship between inductive reasoning and knowledge beliefs.   

 

Results are discussed with regard to limitations of instrumentation, the challenges of integrating 

the psychometric and cognitive approaches in the current study, and the larger issue of bridging 

the gap between the two paradigms in educational psychology.   
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6. Abstract: 
 

The U.S. is experiencing a crisis of confidence in its global competitiveness that has led 
to increasing pressure for greater accountability throughout the entire P-20 educational system, 
particularly in the content areas related to science and mathematics (Kuenzi, Matthews, & 
Mangan, 2006; Chen & Weko, 2009).  America’s competitive edge in the global economy, the 
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strength and versatility of its labor force, its capacity to nourish research and innovation – all are 
increasingly dependent on an education system capable of producing a steady supply of young 
people well prepared in science and math (National Science Board, 2006).  However, a U.S. high 
school student has only a 40% likelihood of being taught chemistry by a teacher who majored in 
chemistry while in college (National Center for Education Statistics, 2006).  This statistic holds 
true for other science, technology, engineering, and mathematics (STEM) high school courses. 
 

It is widely recognized that many of the dominant industries of the future and the highest 
paying jobs that these industries will be driven by advances in technology that require a strong 
math and science education (Carnevale, Smith, & Strohl, 2010). The National Academies 
assembled the nation’s education and science leaders to examine that state of future of science 
work force. They responded with a report, Rising Above The Gathering Storm, which sounded 
the alarm concerning America’s ability to meet the requirement for a work force adequately 
educated in mathematics and science.  One important recommendation from Rising, the much 
acclaimed report from the National Academies (2007), suggested that we should “increase 
America’s talent pool by vastly improving K-12 science and mathematics education”(p. 5).  The 
challenge still remains of attracting the most talented individuals into teaching generally, and 
science and mathematics content in particular.  Only 23% of entering teachers come from the top 
third of their graduating class.  Additionally, Auguste, Kihn, and Miller (2010) found when 
surveying 900 top-tier American college students that 68% would consider teaching if salaries 
started at $65,000 and rose to a maximum of $150,000. 

 
The National Science Foundation (NSF) is a national leader in funding models aimed at 

addressing these challenges lifting the consciousness and abilities around STEM related areas.  
The Math Science Partnership (MSP) program is an important initiative from NSF and the 
broader scientific community that addresses the urgent need to improve STEM education in the 
21st century and expand the pipeline of students majoring in STEM disciplines.  The MSP 
initiatives recognize that in order to prepare the next generation of STEM professionals, we must 
have scientifically, technologically, and quantitatively literate K-12 teachers who are able to 
prepare the next generation of college students.  
 

This research uses an NSF-MSP funded project to uncover some of the mystery around 
undergraduate STEM students’ perceptions of teaching as a career option. Specifically, the study 
seeks to address two primary questions:  
 

1. Is it possible to attract the most academically talented and capable STEM undergraduates 
into teaching given views about the current pay structures for educators? 

2. Are there particular interventions that colleges and universities might introduce to help 
steer more of the top achieving STEM majors into teaching? 
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6. Abstract: 



PARTNERSHIPS AND FACYLTY ENGAGEMENT 2

As concerns over our nation's competitive advantage have grown, an increased emphasis 
on higher education’s engagement with elementary and secondary school affairs is becoming 
more demanding.  Virtually every level of the American educational enterprise has been 
expected to adopt and embrace various iterations of educational reforms (i.e., common core 
standards in K-12 and an increased emphasis on learning outcomes in higher education) and 
states are attempting to address these expectations through a variety of approaches with disparate 
degrees of success (The Education Trust, 2011). 	
 

Shared leadership models in education suggest that top down leaders may still be 
important to support bottom up leadership. This dilemma of blending top down and bottom up 
leadership is captured by Hearn (2006) in his research on leadership and change that identified 
one of the major challenges for educational leaders as balancing external demands for 
accountability, which often call for executive style leadership, with more traditional processes of 
shared governance and distributed leadership on college and university campuses and K-12 
schools.  Moreover, Merton, Froyd, Clark, and Richardson (2004) note that organizational 
culture is a critical variable in understanding institutional change. Gaining support for culture 
change is a complex process. Lewin (1951) and Schein (1997) noted that organizational culture 
must change or shift in such a manner that the desired state replaces the existing state.  Applying 
these change perspectives to higher education, Ewell (1997) described institutional change as 
requiring constant and consistent leadership, a fundamental shift in perspective, individuals and 
organizations to relearn their roles, and systematic ways to measure progress and guide 
improvements.  Furthermore, K-12 partnerships with institutions of higher education have 
traditionally been seen as something that higher education faculty should be responsible for, 
rather than drawing from a broader base of institutional support and responsibility.  	

	
Seeking to understand how shared leadership and organizational cultures influence 

partnership practices, we explored the faculty engagement culture that developed across various 
segments of education in Maryland (i.e., K-12/institutional partnerships; 2-year/4-year 
institutional partnerships).  Specifically, authors analyzed three current, grant-funded projects 
and developed case studies to determine how organizational structures have influenced 
partnership development and faculty engagement.  These case studies reveal key details about 
organizational and governance structures, partnership practices, and faculty engagement.  The 
following research question was used for this project: 	

	
1. What structures are more suitable for partnership development and faculty 

engagement across education segments?  	
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ABSTRACT   
 College Students’ Perceptions of Oral Lectures and Interactive Learning 

Instructional Strategies    
 

The purpose of this study was to investigate undergraduate students' perceptions 

of oral lectures and active (interactive) learning instructional strategies. This investigation 

examined students' perceptions of oral lectures and active learning instructional 

strategies, including what can be done to potentially make the oral lecture methodology 

more motivating for the student. A review of the literature revealed that information on 

students' perceptions of oral lectures and active learning instructional strategies for 

students, including African American students was limited. A questionnaire on oral 

lectures and active learning instructional strategies was administered to two-hundred two 

(202) students at a Historically Black University in the Mid-Atlantic region of the United 

States.    

A descriptive analysis conducted on oral lectures and active learning instructional 

strategies confirmed that eighty-eight (88) percent of the students perceived that they 

preferred active learning while eleven (11) percent preferred oral lectures. When asked 

what could be done to potentially make oral lectures more motivating the following 

responses were given: involve students in classroom participation, include visual aids;   

increase the enthusiasm of the teacher; and relate the information to situations and to 

students.   

Other suggestions to make oral lectures potentially more motivating included: the 

lecturer providing more hands on opportunities, the lecturer adjusting voice levels, 

including speaking loud, finding creative ways to deliver the material, making the lecture 
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more fun and entertaining, incorporating more group discussion, including videos and 

games, and shortening the lecture.   

When asked if students perceived that oral lectures and active instructional 

strategies aided in their learning, forty-one (41) percent of the students indicated that oral 

lectures aided in their learning while ninety-one (91) percent of the students perceived 

that active learning aided in their learning. When asked about their perceived attention 

being maintained in oral lectures and active learning, thirteen (13) percent of the students 

indicated that their attention was maintained in oral lectures, while eighty-six (86) 

percent of the students indicated that their attention was maintained in active learning.  

When asked if the students ever felt bored in oral lectures, ninety-six (96) percent 

of the students perceived that they have felt bored in oral lectures. In addition, sixty-eight 

(68) percent of the students perceived that if the oral lecture methodology was modified, 

they would be more motivated to learn.   

This study has significant implications for the way that professors deliver 

information and the impact of teacher pedagogy on the academic achievement of 

undergraduate students.  Students’ perceptions of oral lectures and active learning 

strategies also have powerful implications for advancing educational outcomes.  
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College Students’ Perceptions of Oral Lectures and Interactive Learning 
Instructional Strategies    

 
Institutions of higher learning across the nation are responding to political, 

economic, social, and technological pressures to be more responsive to students’ needs 

and are becoming increasingly more concerned about how well students are prepared to 

assume societal roles. Faculty are already feeling more pressure to lecture less, to make 

use of more interactive learning environments, to integrate technology into the learning 

experience, and to make use of collaborative learning strategies when appropriate 

(George Mason University Article, n.d). In view of this, there is an increased focus to 

better understand how professors can better maximize the learning experience of 

millennial learners.   

The purpose of this study was to explore students’ perceptions of the oral lecture 

and interactive learning. A secondary purpose of the study was to ascertain the merits of 

the oral lecture teaching methodology including the effectiveness of lectures and 

interactive learning. Recommendations to make oral lectures more motivating from the 

students’ perspectives were also explored.         

The objectives of the study were to: (1) explore the relationship between the use 

of the traditional method of lecture and interactive learning relative to students’ 

perceptions, (2) investigate the effectiveness of the traditional method of lecture and 

interactive learning, (3) provide strategies for bridging the gap between the lecture 

method of teaching and interactive learning, and to (4) identify additional instructional 

strategies relative to the professor’s repertoire of instructional skills.   
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Definitions  
 
The definitions of the terms used in this study are:   
 

1. Active learning: Active learning is defined as anything that students do in a 

classroom other than merely passively listening to an instructor’s lecture.   

2. Lecture: Lecture is when an instructor is the central focus of information transfer 

(Kelly, n.d.).    

Background Literature  

Historical Factors 

 For many years, the lecture method was the most widely used instructional 

strategy in college classrooms. Nearly 80% of all U. S. college classrooms in the late 

1970s reported using some form of the lecture method to teach students (Cashin, 1990 as 

cited in the George Mason University Article, n.d.). The past decade has seen an 

explosion of interest among college faculty in the teaching methods grouped under active 

learning and cooperative learning. The majority of college professors still teach their 

classes in the traditional lecture mode. Lecture can be a very effective way to present 

information but use of the lecture mode only may be problematic for students and 

teachers. Kim and Kellough (1987) confirm that teachers are comfortable with the 

traditional method (lecture) because they are in control of content and time. However, 

there is a large amount of research attesting to the benefits of active learning (Paulson & 

Faust, 2010).   

Active Learning   
 
 Active learning includes all forms of learning that allows students to talk, write, 

listen, reflect, practice, share, solve, and stimulate (Chesley, 2009). Active learning 
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includes everything from listening practices which help students to absorb course 

material to complex exercises in which students react to lecture material to complex 

group exercises in which students apply course material to “real life” situations and new 

problems (Paulson & Faust, 2010). Prince (2004) confirms that active learning requires 

students to do meaningful learning activities and think about what they are doing; in 

practice active learning involves what is done in the classroom. The core elements of 

active learning are student activity and engagement.     

 The active learning approach is student-centered versus teacher-centered. The 

benefits of active learning include a deeper understanding of the material, and more 

ability to apply, analyze, and synthesize as a result of connecting with the information in 

a more tangible way than as a listener only (Chesley, 2009). Research confirms that 

students learn more if they are actively engaged with the material that they are studying 

(Chickering & Gamson, 1987). Research also shows that engagement with learning 

material leads to better retention (Santen & Hemphill, 2009).   

Learning is an individual and active process. Learning is enhanced when multiple 

sensory modalities are active and new knowledge, skills, and attitudes are connected with 

existing knowledge and are meaningful. Retention is enhanced when new neural 

connections are strengthened, when new learning is output proximal to input, and when 

contextual cues for output are present during input (Santen & Hemphill, 2009).      

The 1998 Joint Report of the American Association for Higher Education 

describes learning as an actively inherent process: Learning is an active search for 

meaning by the learner rather than passively receiving it, shaping as well as being shaped 

by experience. Research confirms that students must do more than listen: they must read, 
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write, discuss or be engaged in solving problems. Most important, to be actively 

involved, students must engage in such higher order thinking tasks as analysis, synthesis, 

and evaluation (Bonwell & Eison, 1991).         

The Oral Lecture Model   
 
 Historically, schools, universities, and adult education providers have used a 

“lecture-based” teaching model. This approach to learning was developed during the 

industrial age, some two centuries ago. The concept is for students to sit passively in 

rows of chairs and tables all facing the presenter, who usually resides at a lectern. A 

lecture is a “one-to-many” form of communication, involving little or no audience 

participation. It is authoritarian, by nature (McCurry, 2010).    

 Research consistently has shown that traditional lecture methods, in which 

professors talk and students listen, dominate college and university classrooms (Bonwell 

& Eison, 1991). A lecture is a good format when an audience is unfamiliar with the  

content to be learned (Santen & Hemphill, n.d.).   

 Oral lectures have both advantages and disadvantages. On one hand, oral lectures 

provide a way to communicate a large amount of information to many listeners, 

maximizes instructor control, and is nonthreatening to students. On the other hand, oral 

lectures can minimize feedback from students, assumes an unrealistic level of student 

understanding and comprehension, and often disengages students from the learning 

process causing information to be quickly forgotten (George Mason University Article, 

n.d.).              

Critics contend that the traditional lecture encourages passive learning that is 

limited to absorbing information - mostly facts and figures – or regurgitating material 
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recycled from the accompanied textbooks. Other criticisms include the notion that 

traditional lecture fails to encourage students to engage in personal reflection, critical 

analysis, or hypothesis testing (Nevid, 2006). Table 1 provides a summary of the pros and 

cons of the lecture methodology.  

Table 1 The Pros and Cons of the Lecture Method  

Pros   Cons   

 Lectures are a straightforward way to      
 impart knowledge to students quickly  

Students strong in learning styles other 
than auditory learning will have a harder 
time engaged by lectures  

Instructors also have greater control over 
what is taught  

Students who are weak in note-taking skills 
will have trouble understanding what they 
should remember from lectures   

Students who are auditory learners find that 
lectures appeal to their learning style  

Students can find lectures boring causing 
them to lose interest   

Logistically, a lecture is often easier to 
create than other methods of instruction  

Students may not feel that they are able to 
ask questions as they arise during lectures  

Lecture is a familiar method to most 
teachers because it was typically the way 
that they were taught   

Teachers may not get a real feel for how 
much students are understanding because 
there is not that much opportunity for 
exchanges during lectures   

Because most college courses are lecture-
based, students gain experience in this 
predominant instructional delivery method  

 

Source: Kelly (n.d.). About.com. Lecture Pros and Cons.  

 Lectures are only one tool in a teacher’s arsenal of teaching methods. Used at 

appropriate times, lectures can benefit the instructor and student. To get the most from 

lectures, instructors need to help students with note-taking skills and give students verbal 

clues to learn methods of organizing and taking notes to help them be most successful 

with the lecture methodology. Instruction should be varied from day to day to reach as 

many students as possible (Kelly, n.d.) It is important to know that lecture does have its 

place and that one should not conduct active learning without content or objectives 

(McKinney, n. d.).    
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Making Lecture More Motivating   

 Although there are times when lecturing is the most appropriate methodology, the 

current thinking in college teaching and learning suggests that the use of a variety of 

instructional methods can positively enhance student learning. Teaching strategies should 

be carefully matched to the teaching objectives of a specific lesson (George Mason 

University Article, n.d.). Lectures do not always need to be passive forms of instruction, 

but instead can incorporate interactive components that encourage students to take a more 

active role in the learning process. The use of interactive exercises, small group projects, 

demonstrations, and other active learning exercises help maintain students’ focus as well 

as provide opportunities to strengthen and expand upon new learning (Nevid, 2006).     

Incorporating both active and innovative technologies into a large lecture hall 

setting increases student attendance and participation, thereby playing an important role 

in their engagement and performance in meeting course objectives (Noto, Miyazaki, & 

Jonas, 2008). Used in conjunction with active learning strategies, the traditional lecture 

can be an effective way to achieve instructional goals. One advantage of the lecture 

approach is that it provides a way to achieve instructional goals (George Mason 

University Article, n.d). 

The Windschitl (1999) study investigated alternative approaches to the traditional 

lecture that interspersed small-group discussions within the lecture period to involve 

students in the active processing of information. There was significant enthusiasm for 

stimulating better thinking evidence by both the students and the professors. 

Notwithstanding mixed reactions of the students, the reactions of the professors were 

positive. Recommendations based on the study include: developing questions that 



                                                                          Oral Lectures and Interactive Learning    10

stimulate higher order thinking rather than recall; give students enough time to discuss; 

and give immediate feedback as to what constitutes reasonable responses to each 

question.   

Nevid (2006) confirms that the most effective lectures engage students by 

promoting active learning through student participation, use of rhetorical questions, small 

group activities, self-assessment activities, and informal debates. The effective lecturer 

facilitates participatory activities to involve students more directly in the learning 

process. Filene et al. (2004) posit that the most effective lecturers open the hour with a 

question – a problem – a grabber, using perhaps a quotation, anecdote, cartoon, or a 

device to begin the lecture.           

Woo et al. (2008) found that incorporating both active learning techniques and 

innovative technologies into a large lecture hall setting increases student attendance and 

participation, thereby playing an important role in their engagement and performance in 

meeting course objectives.  Ernst (2008 as cited in Clay 2008) confirms that anytime that 

you bring in active learning to your classroom; the points that you are trying to make with 

students have a much better chance of sticking.  Lecture combined with active learning 

can lead to goal attainment (Chesley, 2009).  

What are the Barriers relative to incorporating active learning in the Classroom?  

 Certain obstacles are associated with the use of active learning including limited 

class time, a possible increase in preparation time, the potential difficulty of using active 

learning in large classes, and a lack of needed materials, equipment, or resources. Perhaps 

the greatest barrier is the fact that professors’ efforts to employ active learning involves 

risk, e.g., the risk that the students will not participate, use higher order thinking, or learn 
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sufficient content, that professors will feel a loss of control, lack necessary skills, or be 

criticized for teaching in unorthodox ways. However, these potential obstacles can be 

mitigated through careful planning (Bonwell & Eison, 1991).          

Felder and Brent (n.d.) confirm that the benefits of properly implemented student-

centered instruction more than compensate for any difficulties that might be encountered 

when implementing active learning strategies. Instructors who follow recommended 

procedures when designing their courses, who are prepared for initially negative student 

reactions, and who have the patience and the confidence to wait out these reactions, will 

reap their rewards in more and deeper student learning and more positive student 

attitudes toward their students and toward themselves. It may take an effort to get there, 

but it is an effort well worth making.   

Theoretical Framework  

The theoretical framework for this study is Jerome Bruner’s discovery learning 

method of inquiry based instruction. Bruner advocates the use of techniques wherein one 

is encouraged to discover facts and relationships for themselves. A major theme in 

Bruner’s approach to instruction is that learning is an active rather than a passive process. 

These notions are basic to a constructivist approach to instruction (Lefrançois, 2012).       

The constructivist learning model’s aim is to encourage students not just to 

remember information but to engage it, work with it, take ownership of it, and understand 

it by adding to known knowledge, and building on new knowledge by exploring 

possibilities (Clark, 2008).  
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Statement of the Problem  

Professors decide which type of teaching methodology (traditional methodology, 

i.e., lecture or active learning strategies, or some combination) they will design for their 

class.  This study looks at the merits of the traditional methodology as well as active 

learning strategies from the students’ viewpoint and offers recommendations to make the 

traditional lecture methodology more motivating for students.    

Research Questions and Hypotheses  

Research Questions:   

1. Will students prefer oral lectures to interactive instructional strategies?  

2. Will students perceive that they are more motivated to learn from interactive 

learning instructional strategies?   

3. Will students perceive that when the oral lecture instructional method is modified  

they will be more motivated to learn?    

Research Hypotheses  

1. Students will prefer interactive learning to oral lecture instructional learning 

strategies in the classroom. 

2. Students will perceive that they are more motivated to learn from interactive 

instructional learning strategies rather than passive (lecture) learning instructional 

strategies.    

3. Students will perceive that when the oral lecture instructional method is modified, 

they will be more motivated to learn. 
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Significance of the Study 
   
 This research study will make a significant contribution to understanding how 

students perceive instructional strategies. Students will be given the opportunity to offer 

their perceptions on the oral lecture as well as active learning. This study is directly 

linked to improving the awareness of student perceptions on instructional strategies. 

Increased awareness is expected to change knowledge, perceptions, and attitudes about 

instructional strategies. Further, this study has the possibility of informing professors’ 

about the impact of their instructional strategies. Knowledge on alternatives to the 

traditional classroom instruction (lectures) can add to the professor’s repertoire of 

instructional skills.       

Method 

Research Participants and Instrumentation  

 The participants were 202 African American undergraduate students attending a 

historically black university in the Mid-Atlantic region of the United States. The 

participants were recruited from undergraduate psychology classes at the university. The 

College Students’ Perceptions of Oral Lectures and Active Learning Instructional 

Strategies Survey was used in the study. This questionnaire was developed by the 

researcher to secure feedback on the students’ perception of oral lectures and active 

learning instructional strategies, including what might be done to make oral lectures more 

motivating. The survey also contained questions relative to demographics of the students, 

including (a) the student’s gender, (b) the student’s classification, and (c) the student’s 

major.   
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Procedures 

Among the students who participated, 42 were male and 139 were female (21 

students did not indicate their gender). Of these students, 17% were freshmen, 28% were 

sophomores, 39% were juniors, and 16% were seniors. Undergraduate psychology 

students voluntarily participated in the study conducted in the spring 2010 semester. Over 

the course of multiple weeks, the researcher administered the instrumentation to 

participating undergraduate psychology students. Administration of the questionnaire 

took an average of 10 minutes.      

Results 

Qualitative Analysis  

   The College Students’ Perceptions of Oral Lectures and Active Learning 

Instructional Strategies Survey was administered to the students. The survey included  

questions on:  how often the students encountered oral lectures and active learning in 

their classes; if they perceived that oral lectures and active learning strategies aided in 

their learning; if their attention was maintained throughout the oral lecture and active 

learning; if they ever felt bored in oral lectures; and, if the lecture could be modified, 

would they be more motivated to learn. One of the qualitative questions addressed their 

viewpoint relative to ideas to make oral lectures more motivating.  They were also asked 

how they liked to learn best in the classroom.       

When asked how they liked to learn best in the classroom, i.e., oral lectures or 

active learning, eighty-eight (88) percent of the students perceived that they preferred 

active learning while eleven (11) percent perceived that they preferred oral lectures in the 
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classroom. Active learning is defined as anything that students do in a classroom other 

than listening to a lecture.         

 A descriptive analysis conducted on how often students encountered oral lectures 

and active learning in the classroom confirmed the following: forty-seven (47) percent of 

the students encountered oral lectures most of the time, while sixty-five (65) percent of 

the students encountered active learning most of the time.  

  When asked if they believed that oral lectures and active learning strategies aid in 

their learning, forty-one (41) percent of the students perceived that oral lectures aid in 

their learning while ninety-one (91) percent of the students perceived that oral learning 

strategies aid in their learning.  

 Forty-two (42) percent of the students perceived that their attention was not 

maintained throughout the oral lecture, while almost thirteen (13) percent of the students 

perceived that their attention was maintained throughout active learning strategies. Table 

2 describes the frequencies and percentages of what students perceived relative to their 

attention being maintained throughout the oral lecture.     

Table 2. Is your attention maintained throughout the oral lecture?     
      Frequency (Percentage) 
       
     Attention  (Oral Lecture)       
      
     Yes       26  (12.9)    
 
     Maybe       90  (44.6)  
 
     No         86  (42.5)  
 
     All Participants (Total)                              202 (100)             
________________________________________________________________________ 
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 Relative to active learning, students perceived that their attention was maintained 

throughout active learning (86 percent) while twelve (12) percent perceived that their 

attention was not maintained throughout active learning. The results of this study suggest 

that students are more likely to maintain their attention in active learning activities rather 

than in the oral lecture. Table 3 describes the frequencies and percentages of what 

students perceived relative to their attention being maintained throughout active learning.   

Table 3. Is your attention maintained throughout active learning?     
      Frequency (Percentage) 
       
     Attention to Active Learning        
      
     Yes       174 (86.1)    
 
     Maybe         25 (12.4)   
 
     No              3  (1.5)  
 
     All Participants (Total)                              202   (100)             
________________________________________________________________________ 

 

 The next set of questions addressed if students ever felt bored with oral lectures 

and if oral lectures were modified if they would be more motivated to learn. On one hand, 

ninety-six (96) percent of the students perceived that they have felt bored in oral lectures, 

while only two (2) percent felt that they were not ever bored in oral lectures. On the other 

hand, sixty-eight (68) percent perceived that if oral lectures were modified they would be 

more motivated to learn.  

 Lastly, when asked what could be done to potentially make oral lectures more 

motivating a number of responses were provided. Almost forty (40) percent of the 

students perceived that involving the students in classroom participation would make the 

lecture more motivating. Including visual aids, teacher enthusiasm, and relating the 
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information to situations that the students were familiar with also were important to make 

oral lectures more motivating. Other suggestions (in the category of other) included: the 

lecturer providing more hands on opportunities in the classroom, speaking louder, finding 

creative ways to deliver the material, making the lecture more fun and entertaining, 

incorporating more group discussion, including videos, and shortening the lecture. Table 

4 describes the percentages of what students perceived would make lectures potentially 

more motivating.  

Table 4.  How can Oral Lectures potentially be made more motivating?  
  
       (Percentage) 
  Students’ Recommendations         
 
       
      Involve students in Classroom Participation  (39)  
 
      Include visual aids      (11)  
 
      Teacher enthusiasm                 ( 9)  
 
      Relate the information to the student     (6)  
 
      Other           (35)   
 
      All Participants (Total)                 (100)  
 
 

 In summary, results from this study suggest that students perceived that active 

learning strategies were preferred rather than oral learning strategies. Students perceived 

that active learning strategies aided in their learning rather than the lecture methodology.  

In addition, students perceived that they were able to maintain their attention in active 

learning strategies rather than oral lectures. Almost ninety-six (96) percent of the students 

have felt bored in oral lectures; however, almost seventy (70) percent of the students 
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perceived that if the oral lecture methodology were modified, they would be more 

motivated to learn.  

Discussion 

This study examined undergraduate students’ perceptions of oral lectures and 

active learning strategies. This investigation examined students’ perceptions of oral 

lectures and active learning strategies in the undergraduate classroom learning 

environment and what could be done to potentially make the oral lecture methodology 

more motivating for the student from the students’ point of view. A descriptive analysis 

conducted on oral lectures and active learning strategies confirmed that eighty-eight (88) 

percent of the students perceived that they preferred active learning strategies while 

eleven (11) percent perceived that they preferred oral lectures.    

This research study has significant implications for the way that professors deliver 

information and the impact of teacher pedagogy on the academic achievement of 

undergraduate students. Students’ perceptions of oral lectures and active learning 

strategies also have powerful implications for advancing educational outcomes. Teachers 

face the challenge of designing learning activities that provide interactive activities to 

ensure that students are motivated to learn and perform in the classroom. Information on 

pedagogy and its impact on learning in the classroom merit a closer look especially as it 

pertains to strategy implementation to maximize educational outcomes. Student feedback 

may be an important enabler in improving classroom instruction.    

Cashin (1990 as cited in the George Mason University Article, n.d.) provides the 

following recommendations to help make the lecture approach more effective, including 

the lecturer being more enthusiastic. This is in line with the findings of this study. Other 
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recommendation include: fitting the lecture to the audience, presenting more than one 

side of an issue and being aware of your audience. Nevid (2006) confirms that the most 

effective lecturers use visual aids and engage students and help them to become more 

active learners. This was also in line with the findings of this study. Campbell and Mayer 

(2009) suggest that one approach to make learning more effective is to ask questions 

during the lecture – this was also in line with the findings of this study.        

As with textbook writing, professors need to think creatively in presenting 

information repeatedly through different channels, both to elaborate and to reinforce new 

learning. A combination of learning aids, including written materials like handouts, visual 

aids like PowerPoint, and interactive exercises can broaden the learning environment 

beyond listening and note-taking (Nevid, 2006). These along with other strategies suggest 

a way of learning that allows the learning to become more proactive in the learning 

process (Goodman, 2010).     

Clark (2008) suggests that the creative use of information and communication 

technology (ICT), especially presentation software such as PowerPoint can bring 

renewed interest and changed direction to the lecture format. Better learning outcomes 

can be achieved in the process of stimulating interest, improving note taking, and 

promoting higher order thinking. ICT can creatively enhance the lecture and help bridge 

the divide between direct and constructivist learning models. The key element to 

introducing the PowerPoint as a presentation tool is its potential to increase and maintain 

student interest.  The Clark (2008) study confirmed that PowerPoint can assist in meeting 

course goals when it is used to grasp and maintain student attention.     
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Other learning pedagogies worthy of professors’ use include cooperative learning, 

debates, drama, role playing and stimulation, and peer teaching (Bonwell & Eison, 1991). 

Group role play and collaborative exercises are exciting ways to diversify college 

students’ classroom experience and to incorporate active learning into teaching 

(McCarthy & Anderson, 2000). Graett (2010) goes a step further by identifying the  

students’ long-term career and life goals and incorporating active learning exercises to  

simulate the types of decisions that students will be required to make in their future 

relative to their professional and academic careers.       

Students perceived that they generally feel bored in oral lectures. This suggests 

that in undergraduate college classrooms for millennial students, interactive teaching may 

be a factor in the formulation of students’ perceptions of classrooms and how they 

perceive their learning environment. Future research should also focus on professors’ 

viewpoints relative to their teaching pedagogy.    

Success stories and viewpoints from students who successfully navigate oral 

lectures and active instructional strategies would also be beneficial. Viewpoints from 

professors on how pedagogical methodologies affect their success and the success of their 

students would shed light on how the learning environment can be maximized. Future 

research should also focus on whether oral lecture methodologies ultimately hinder or 

promote their success as well as the success of their students.       

More research allowing the students’ viewpoint to emerge documenting which 

teaching methodology is most effective for them in the classroom would be helpful. It 

would be important to study the impact of lecture versus interactive learning relative to 

changes in students’ knowledge and skills. This would include examining in detail the 
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factors that make lectures most advantageous for the classroom process and how teachers 

and students can collectively maximize the lecture method of teaching. Ultimately, 

research documenting how students’ viewpoints are being successfully and actively 

engaged to improve educational outcomes would be beneficial.       

Conclusion  

The reform of instructional practice in higher education must begin with the 

professors’ efforts and need to change. Academic administrators can help these initiatives 

by recognizing and rewarding excellent teaching in general and adopting instructional 

innovations. Through the coordinated efforts of individual faculty, faculty developers, 

academic administrators, and educational researchers, higher education can make real the 

promise of active learning a reality (Bonwell & Eison, 1991).  

Professors face the challenge of teaching in view of the needs of millennial 

students who prefer more active learning strategies. To be actively involved, students and 

teachers must be willing to accept change. Students must take responsibility for their own 

professional development and increase their level of participation in the process (Seeler, 

Turnwald, & Bull, 1994).     

It is important to determine students’ perceptions of oral lecture and active 

learning strategies in the classroom from both the students’ and professors’ point of view 

so that educators can determine what works best in the classroom relative to strategies 

and learning activities that govern the classroom. Ways to use and construct student 

feedback on oral learning and active learning strategies in the classroom environment 

provide a challenge for the future. What we can learn from students’ feedback can 

enhance educational outcomes and provide an inclusive approach to learning.  
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Higher education has the challenge of acknowledging and translating better 

teaching and learning practices that suggests a link between pedagogy and classroom 

performance. While further school-based research is needed, interest in pedagogy 

remains relevant if one intends to offer an inclusive education for all learners.  

 

 

 

                                 

 

 

 

 

 

 

 

 

 

 

 

                                   

 

 

 



                                                                          Oral Lectures and Interactive Learning    23

                                   References 

American Education of Joint Education. (1998). Joint Report. Powerful Partnerships: A 
shared responsibility for learning.     

 
Bonwell, C. C. & Eison, J. A. (1991). Active learning: Creating excitement in the 

classroom. ERIC: Washington, DC.    
 
Campbell, J. & Mayer, R. E. (2009). Questioning as an instructional method: Does it 

affect learning from lectures? Applied Cognitive Psychology, 23(6), 747-759.  
 
Chesley, J. (2009). Learning strategies. Pedagogy Circle. CETL. Retrieved February 12, 

2011 from http://www.slideshare.net/WSSU_CETL/learning-strategies    
 
Chickering, A. & Gamson, Z. F. (March 1987). Seven principles for good practice. 

American Association of Higher Education Bulletin, 39, 3-7.  
 
Clark, J. (2008). PowerPoint and Pedagogy: Maintaining student interest in university 

lectures. College Teaching (56) 1, 39-45.  
 
Clay, R. A. (2008). Psychology + fun = active learning. The Monitor (American 

Psychological Association) 39(1).   
 
George Mason University Article. (n.d.). Center for Teaching Excellence.     
 
Graeff, T. R. (2010). Strategic Teaching for Active Learning. Marketing Education 

Review (3), 265-278.    
 
Felder, R. M., & Brent, R. (n.d.). Navigating the bumpy road to student-centered 

instruction. Retrieved February 12, 2011 from 
http://www4.ncsu.edu/unity/lockers/users/f/felder/public/Papers   

 
Filene, P., Bell, R. M., & Selp, T. (2004). Graduate students forum: A recipe for a 

successful lecture. Retrieved January 31, 2011 from 
http://www.historians.org/perspectives/issues/2004/0410for3.cfm 

 
Goodman, J. E. (August 2010). Active research on active learning strategies. Master’s 

Thesis. University of Wisconsin-Stout.    
 
Kelly, M. (n.d.). Lecture pros and cons. About.com. Retrieved February 1, 2011 from: 

http://712educators.about.com/od/lessonplans/p/lecture.htm 
 
Kim, E. C., & Kellough, R. D. (1987). A Resource Guide for Secondary School 

Teaching: Planning for Competence. (4th ed.). New York: MacMillan.  
 



                                                                          Oral Lectures and Interactive Learning    24

Lefrançois, G. R. (2012). Theories of Human Learning: What the Professor Said. 6th ed. 
Belmont, CA: Wadsworth Publishing.   

 
McCarthy, J. P. & Anderson, L. (2000). Active learning techniques versus traditional 

teaching styles: Two experiments from history and political science. Innovative 
Higher Education, 24(4), 279-294.  

 
McCurry, M. (2010). Lecture-based vs. interactive learning: Which is future of 

education? Retrieved February 2, 2011 from 
http://www.michaelmccurry.net/2010/10/20/lecture-based-vs-interactive-learning  

 
McKinney, K. (n.d). Active learning. Center for Teaching, Learning, and Technology. 

Retrieved February 1, 2011 from 
http://www.cat.ilstu.edu/additionaltips/newactive.php  

 
Nevid, J. S. (February 2006). In pursuit of the “perfect lecture.” Association for 

Psychological Science. Retreived February 1, 2011 from 
https://www.psychologicalscience.org/observer/getArticle.cfm?id=1933    

 
Noto, C. R., Miyazaki, J. M., & Jonas, M. (2008). Using active learning methodologies in 

large-enrollment lecture classes to improve student performance: The experiment 
continues. 93rd ESA Annual Meeting. Milwaukee, Wisconsin.   

 
Paulson, D. R. & Faust, J. L. (2010). Active learning for the college classroom. Retrieved 

February 2, 2011 from 
http://www.calstatela.edu/dept/chem/chem2/Active/main.htm 

 
Prince, M. (2004). Does Active Learning Work? A review of the research. Journal of 

Engineering Education, 93(3), 223-231.    
 
Santen, S. & Hemphill, R. (2009). “No! Not another boring lecture: Educational theory 

provides a sound basis for more effective teaching. American College of 
Surgeons.  

 
Seeler, D.C., Turnwald, G. H., & Bull, K. S. (1994). From teaching to learning: Part III. 

Lectures and approaches to active learning. Journal of Veterinary Medical 
Education, 21(1).  

 
Woo, W., Noto, C. R., Miyazaki, J. M. & Jonas, M. (2008). Using active learning 

methodologies in large-enrollment lecture classes to improve student 
performance: The experiment continues. Paper presented at the 93rd ESA Annual 
Meeting (8/3/08-8/8/08), Milwaukee, Wisconsin.      

 
Windschitl, M. (1999). Using small-group discussions in science lectures. College 

Teaching (47) 1, 23-27.    
 



Satisfaction Analysis and Need Assessment of Learning Management  
using   Kano Model 

 
Bonggoch Wonglorsaichon and Suwimon Wongwanich1, Ph.D. 

                     (bonggoch.gift@gmail.com)     (wsuwimon@chula.ac.th) 
Faculty of Education, Chulalongkorn University, Thailand. 

Abstract 

To enhance learning effectiveness, the education system needs to be 
responsive and serve both the teachers’ and the students’ needs.  The assessment of 
learning effectiveness in academic institution is as critical as the assessment of 
customer satisfaction in any organization, and is generally measured on the Likert 
scale.  While the Likert scale provides the overall satisfaction assessment, it does not 
provide any insights on the needs of the responses.  The Kano Model, on the other 
hand, can simultaneously assess the customers’ need attributes from satisfaction 
Moreover, Kano model categorizes the needs affecting the response’s satisfaction or 
dissatisfaction into 5 groups: must-be or basic attributes, one-dimensional or 
performance attributes, attractive or exciter attributes, reverse attributes, and 
indifferent attributes. Questionnaire survey was conducted to survey the opinions of 
students and teachers.  

Research results in Thailand shows that, from the student’s needs perspective, 
there are three performance attributes that have linear correlation with satisfaction; 
namely, 1) Lesson preparation that is relevant to the problems and needs of the 
students; 2) Giving freedom to express opinions, to make decisions and to ask 
questions and; 3) Preparing lessons according to the needs, abilities, and interests of 
the students. All of these three attributes are mandatory and reflect educational system 
quality. As for the teachers’ needs perspectives, the majority of the attributes are 
performance attribute, except for Determining the standard for measuring learning 
efficiency together which is categorized as attractive/exciter attribute and dominates 
satisfaction. And Defining the purpose, aim and learning activities together which is 
categorized as indifference attribute. 

 
Keywords:  Kano Model, Satisfaction, Need Analysis, Learning Management 
 
1. Introduction 

Students play an important role in the development of the Educational system, 
and they deserved to be given the importance. However, nowadays Educational 
Organizations and the personnel involved often overlook the feeling of the students 
(Upcraft, 2005). If the teacher is able to really understand the students’ feeling and 
assess the satisfaction of the students with relation to what is being taught, this will 
increase the opportunity of achieving the specified teaching goals. The above 
mentioned information plays an important part in the revision and improvement of the 
teaching quality of the teacher (Simpson & Siguaw, 2000 ;Babin et al,2002).  Together 
with the increasing changes in businesses related to education, the high 
competitiveness especially among the Private Educational Institutes, the preparation of 
lessons has to meet the needs of the guardians and the students (who are considered as 
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customers of the educational Institutes) more (Narasimhan, 2001, Watson, 2003, 
Arambewela et al, 2005).  

Therefore, Educational Institutes need to evaluate the satisfactory level of the 
students, and try to reduce the problems that cause dissatisfaction among the students 
in order to maintain the quality of students among the Educational Institutes forever 
(Douglas, McClelland, & Davies, 2008). In the Educational Circle, the Satisfaction 
analysis of the students are frequently measured using the Rating Scale specified by 
the creator of the teaching tool, which might not reflect the true needs of the students, 
while the Kano Model is able to assess the satisfaction that reflects the actual need of 
the students, and is able to specify the factors and attributes that are the main 
components that contribute to the students’ satisfaction. This research adapts the 
concepts specified by the KANO Model together with the satisfaction analysis of the 
students to the prepared lessons with the following research goals (1) to study the level 
of satisfaction of the students to the prepared lessons (2) to analyze the attributes that 
students look for in a lesson. 
 
2. Literature Review 

Satisfaction Analysis and assessment of the required attributes according to the 
concept given in the KANO Model could be divided into the following 5 categories 
(1) Attractive /excitement attribute. The presence of this attribute will result in 
satisfaction, and the absence of this attribute will cause dissatisfaction. (2) One-
dimensional/performance attribute. This attribute has a linear relationship between the 
s a t i s f ac t i on  and  th e  r eq u i r ed 
attributes (3) Must-be/basic attribute. 
This attribute is indispensable as the 
absence of this attribute will cause 
dissatisfaction, but the presence of 
this attribute does not guarantee 
satisfaction. (4) Indifferent attribute. 
The presence and absence of this 
attribute does not cause satisfaction 
or dissatisfaction, and (5) Reverse 
attribute. This attribute is opposite of 
the One-dimensional attribute (Kano, 
2011).      FIGURE 1. KANO Model (Kano, 2011) 

 

3. Research Methodology 

 The representative sample used in this research is high school students and 
teachers in the basic educational institutes comprising of 409 students and 200 
teachers.  The researchers are personally responsible in the gathering of information. 
The tools used in this research are designed by the researchers according to the 
principles derived from KANO Model. The questions are divided into functional 
question and dysfunctional question (Kano, 2011). The analyzing of the information 
are done through (1) Evaluating the result through the Kano Evaluation Table. (2) 
Analyzing to determine the Satisfaction Coefficient and Dissatisfaction Coefficient 
(Kano, 2011). (3) Factor Analysis  
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4. Result  

Through the Factor Analysis of the 12 questions concerning the attributes 
relating to lesson preparation that causes satisfaction among the students and teachers, 
the result could be divided into the following 3 components (1) The involvement of 
the students in the lesson preparation (2) Lesson preparation that is relevant to the 
problems and needs of the students, and (3) Assessing lesson preparation  

The satisfaction of the students and teachers is the highest in the event that all 
the components in the above mentioned lesson preparation attributes are present. 
When classified according to the representative sample, the result shows that the 
component that has the highest impact on the students is lesson preparation that is 
relevant to the problems and needs of the students (4.44), followed by the involvement 
of the students in the lesson preparation (4.11), and assessing lesson preparation 
(3.82). As for the teachers, the component that has the highest impact is the 
involvement of the students in the lesson preparation (4.58), followed by lesson 
preparation that is relevant to the problems and needs of the students (4.55), and 
assessing lesson preparation (4.42). The details are according to table 1 and figure 2. 
 
Table 1. 
Average score for the level of satisfaction among the students and teachers  
 Students Teachers 

n M SD n M SD 
The involvement of students in the 
lesson preparation 

408 4.11 0.60 200 4.58 0.49 

Defining the purpose, aim and learning 
activities together 

408 3.94 0.83 200 4.27 0.78 

Preparing information source and giving 
guidance to the students 

408 4.25 0.82 200 4.63 0.58 

Students take responsibility, play a part 
in the planning and join the activities

404 4.07 0.93 199 4.47 0.90 

Students have freedom in learning 396 4.30 0.96 199 4.85 0.48 
Students create knowledge and learn 
independently 

405 4.04 0.95 199 4.64 0.69 

Preparing classroom, teaching aids to 
facilitate independent learning 

405 4.17 0.92 199 4.64 0.66 

Preparing classroom to connect teachers 
with students 

396 3.99 1.06 199 4.53 0.80 

Lesson preparation that is relevant to 
the problems and needs of the 
students 

408 4.44 0.61 200 4.55 0.61 

Preparing lessons according to the 
needs, abilities, and interests of the 
students 

399 4.45 0.71 200 4.55 0.59 

Giving freedom to express opinions, to 
make decisions and to ask questions 

408 4.44 0.79 200 4.55 0.81 

Assessing lesson preparation 408 3.82 0.69 199 4.42 0.56 
Assessing the efficiency and accuracy of 
the learning 

407 3.81 0.87 199 4.41 0.67 

Determining the standard for measuring 
learning efficiency together 

405 3.86 0.87 198 4.29 0.96 

Assessing through various methods on a 
continuous basis 

405 3.79 0.93 199 4.56 0.62 

Average Score 408 4.09 0.52 200 4.52 0.46 
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FIGURE 2. Average Satisfaction score of students and teachers 

  
On top of this, when analyzed according to the principles of the KANO Model, the 
result shows that for students, lesson preparation that is relevant to the problems and 
needs of the students is classified as performance / one-dimensional attributes. In other 
words, if lessons are prepared according to the needs, abilities, and interests of the 
students, and if teachers give students freedom to express opinions, to make decisions 
and to ask questions, this will cause satisfaction among the students.  However, the 
absence of this attributes will result in dissatisfaction of the students according to table 
2 and figure 3. 
 
Table 2   
Analyzing the attributes needed for students according to principles in KANO Model 

Attributes needed for students attributes D.C. S.C 
1 The involvement of students in the lesson preparation indifference 0.37 0.42
2 Defining the purpose, aim and learning activities 

together 
indifference 0.31 0.27 

3 Preparing information source and giving guidance to the 
students 

indifference 0.47 0.46 

4 Students take responsibility, play a part in the planning 
and join the activities 

indifference 0.33 0.39 

5 Students have freedom in learning indifference 0.43 0.56 
6 Students create knowledge and learn independently indifference 0.38 0.40 
7 Preparing classroom, teaching aids to facilitate 

independent learning 
indifference 0.36 0.46 

8 Preparing classroom to connect teachers with students indifference 0.34 0.41 
9 Lesson preparation that is relevant to the problems 

and needs of the students 
Performance 0.57 0.57 

10 Preparing lessons according to the needs, abilities, and 
interests of the students 

Performance 0.49 0.56 
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Attributes needed for students attributes D.C. S.C
11 Giving freedom to express opinions, to make decisions 

and to ask questions 
Performance 0.65 0.59 

12 Assessing lesson preparation indifference 0.26 0.25
13 Assessing the efficiency and accuracy of the learning indifference 0.31 0.23
14 Determining the standard for measuring learning 

efficiency together 
indifference 0.25 0.27 

15 Assessing through various methods on a continuous 
basis 

indifference 0.23 0.25 

 

 
FIGURE 3. Customer Satisfaction Coefficient for students according to principles in KANO 

Model 

From the view point of the teachers, all 3 attributes are performance / one-
dimensional attributes. In other words, if there are the presence of (1) the involvement 
of students in the lesson preparation (Preparing information source and giving 
guidance to the students, students taking responsibilities, able to have freedom in 
learning, create knowledge and learn independently,  preparing classroom and  
teaching aids to facilitate independent learning, and to connect teachers with students) 
(2) Lesson preparation that is relevant to the students (Preparing lessons according to 
the needs abilities and interests of the students, and giving freedom to express 
opinions to make decisions and to ask questions) and (3) Assessing lesson preparation 
(Assessing the efficiency and accuracy of the learning, and  assessing through various 
methods on a continuous basis), the students will feel satisfied.  However, the absence 
of these attributes will cause dissatisfaction among the students. In the view point of 
the teachers, determining the standard for measuring learning efficiency together is an 
attractive attribute for students (attractive /excitement attributes). In other words, it is a 
prominent attribute for lesson preparation, and causes students to be satisfied. 
However the absence of this attribute does not cause students to be dissatisfied 
according to table 3 and figure 4. 
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Table 3.  
Analyzing the attributes needed for students from the viewpoint of teachers according to the 
principles in KANO Model 

Attributes needed for teachers attributes D.C. S.C 
1 The involvement of students in the lesson preparation Performance 0.67 0.69
2 Defining the purpose, aim and learning activities 

together 
indifference 0.49 0.44

3 Preparing information source and giving guidance to the 
students 

Performance 0.78 0.68

4 Students take responsibility, play a part in the planning 
and join the activities 

Performance 0.59 0.66

5 Students have freedom in learning Performance 0.83 0.90
6 Students create knowledge and learn independently Performance 0.64 0.72
7 Preparing classroom, teaching aids to facilitate 

independent learning 
Performance 0.69 0.72

8 Preparing classroom to connect teachers with students Performance 0.64 0.69
9 Lesson preparation that is relevant to the problems 

and needs of the students 
Performance 0.84 0.64

10 Preparing lessons according to the needs, abilities, and 
interests of the students 

Performance 0.83 0.59

11 Giving freedom to express opinions, to make decisions 
and to ask questions 

Performance 0.85 0.69

12 Assessing lesson preparation Performance 0.60 0.53
13 Assessing the efficiency and accuracy of the learning Performance 0.66 0.47
14 Determining the standard for measuring learning 

efficiency together 
Attractive 0.49 0.53

15 Assessing through various methods on a continuous basis Performance 0.66 0.60
 

 
FIGURE 3.   Customer Satisfaction Coefficient for teachers according to principles in KANO 

Model 
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5. Discussion  

Bettencourt (1993) and Fay (1988), Sparrow and (2000) Collins, and Brien 
(2003) Duckworth (2009) Brown (2008) Wolk (2010) Eriksson (2011) and the 
Department of Curriculum and Instruction Development (2001) state that the 
involvement of students in the lesson preparation, and lesson preparation that is 
relevant to problems and needs of the students are important attributes for lesson 
preparation that emphasizes the importance of the students. On top of this, Huba and 
Freed (2000), Cappelloni (2011)  and the Office of the Permanent Secretary for the 
Ministry of Education (1999) added that lesson preparation that places emphasis on 
the students should have lesson preparation assessment so as to reflect the 
achievement of the students in order that the concept of placing emphasis on the 
students as mentioned above, is able to realize the importance and satisfaction of the 
students so as to improve and propel the effectiveness of lesson preparation. 

 
6. Recommendations  

From the result of the research, directors and teachers should place importance 
on lesson preparation that is relevant to the problems and needs of the students so as to 
increase the quality and efficiency of the lesson preparation. Beginning with initial 
assessment of the needs and problems, followed by using the result for improvement 
and development.  At the same time, lesson preparation should not overlook the 
importance of harmonizing the lessons so that they are in tune with the principles 
specified in the policies that the Ministry of Education in Thailand has determined.  

On top of this, comparison of the needs of the students from the perspective of 
the students and the teachers shows that there are clear differences which reflect that 
teachers do not understand the needs of the students.  As such, the teachers incorrect 
concepts of the students’ needs need to be adjusted, and a better understanding be 
established between the teachers and the students so that teachers are aware of the true 
needs of the students.  

 
Note: 

Finally the research team wishes to thank Thailand Research Fund (TRF) for 
funding most of the expenses in carrying out this research. The fund I.D. is 
RTA5380011; topic “Research and Development of Driving Strategies for the Second 
Decade of Education Reform Policy.”  
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The Umóⁿhoⁿ Íye Language Media Research and Development Project 
Haley Tuttle 

 
 The lack of knowledge and understanding of one’s Indigenous culture, history, and 

ancestral language has been described in the literature as detrimental to tribal communities. In 

many contemporary reservation communities, Native young people have become so enveloped 

into mainstream American culture that they have lost touch with their own Native roots, which 

was once preserved through their ancestral language. Many Native youths are no longer being 

educated or provided education in their ancestral languages and as a result, tribal communities 

are faced with dispirited youths who feel ashamed, isolated or completely disconnected from 

their Native identity1. These young Natives are in need of encouragement to learn their 

Indigenous languages and revitalize their identities as Native Americans. 

 My research will focus on the Umóⁿhoⁿ Íye language, spoken by the Umóⁿhoⁿ people, 

more commonly known as Omaha, from the Omaha Reservation in Macy, Nebraska. My 

research will support the work of Ms. Vida Stabler, Language and Culture Center Director at 

Umóⁿhoⁿ Nation Public School (UNPS), and the UNPS Language and Culture Center’s efforts to 

revitalize and preserve the Umóⁿhoⁿ Íye language. Currently, less than one percent of 

contemporary Umóⁿhoⁿ members can fluently speak the language. The majority of these few 

members are among the eldest in the community. Umóⁿhoⁿ children are no longer learning 

Umóⁿhoⁿ Íye as a first language, and what they are exposed to in school often does not extend 

beyond the Language and Culture classroom2. Umóⁿhoⁿ Íye language retention is in a critical 

state, and my research will establish a considerable commitment to maintaining Umóⁿhoⁿ Íye 

revitalization efforts by working with Vida Stabler and other Umóⁿhoⁿ Íye language instructors.  

 I will be working as an intern for Ms. Stabler at the Umóⁿhoⁿ Íye Language and Culture 

Center over the course of fall 2011 semester. My research will evaluate computer programs for 

the purpose of incorporating computer-based language lessons into the current Umóⁿhoⁿ Íye 

Language and Culture course curriculum for middle and high school classes in the community, 

and provide members of the community with a series of digital language learning lessons. My 

																																																								
1 Bail, Jessica. 2004. “As if Indigenous Knowledge and Communities Mattered: Transformative Education in First 
Nations Communities in Canada”. The American Indian Quarterly 28 no. 3 & 4.  
	
2 Awakuni-Swetland. The Omaha Language Curriculum Development Project. 2006.  
<http://omahalanguage.unl.edu/> (23 Feb. 2011). 
	



	 3

internship will be the basis of my research in which I will describe and document the step-by-

step process throughout the internship. During my research work, I will evaluate computer 

programs, create digital language lessons using certain programs, and review them with Ms. 

Stabler and other Umóⁿhoⁿ Íye language instructors who will be given the opportunity to share 

the programs and lessons with their middle and high school classes.  

 The objective is for the computer-based lessons to benefit the instructors and the students 

by reinforcing their language lessons through fun and engaging computer-based activities in 

class. The lessons should benefit the students by enhancing their language learning skills and 

abilities. The lessons will be imported into audio CD and video DVD formats in order to be 

available to any community member to encourage everyday use and practice of the language. 

The hope of language instructors is that the use of Umóⁿhoⁿ Íye among teachers and other 

community members will reinforce the use of the language among UNPS students, ninety-eight 

percent of whom are Omaha according to Ms. Stabler.   

 Very little technology-based educational tools, specific to the Umóⁿho Íye language 

currently exists. Introducing computer-based activities and lessons into the language learning 

environment may engage student’s interest in technology and enhance their language learning 

experience in the classroom. This research may inspire students to learn their language, connect 

them with their Native culture through technology-based methodologies and stimulate the use of 

the language in school and everyday use among students, teachers and community members. 
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Teaching and learning mathematics within the RtI process: Building a research 
community 

 
Abstract 
This paper describes a project initiating collaborative research to examine mathematics 
education curriculum within special education frameworks. The project team includes 
faculty in two departments in a college of education—a research and development (R&D) 
unit and a special education unit. Together, they provide expertise in mathematics 
education research and program development, classroom teaching and observation, pre-
service education and professional development, and experience with the special 
education frameworks Response to Intervention (RtI) and Universal Design for Learning 
(UDL). This collaboration examines the R&D unit’s existing mathematics education 
research projects and contextualizes them within special education frameworks. The aims 
of the project are to define ways in which teachers can use the existing curricula to meet 
the needs of students receiving special education services and to share this information in 
pre-service teacher education courses and professional development sessions for teachers 
in the state’s public schools.  
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What does research say about “best practice” for students to learn mathematics with 
understanding? What does it say about “best practice” for a struggling student or one with 
special needs placed in a general education mathematics class? While we have moved to 
include students with varying needs into the same general education classes, the research 
traditions guiding us in that endeavor do not necessarily recommend the same strategies 
for the general student population and helping those newly integrated students to be 
successful. 

 
Introduction 

 This paper describes an in-progress research project at the University of Hawai‘i, 
College of Education that is part of a larger project co-sponsored by the National Council 
of Teachers of Mathematics (NCTM) and the Council for Exceptional Children (CEC). 
The purposes of the NCTM/CEC joint endeavor are to build a core community of 
researchers interested in developing a stronger connection between mathematics 
education and special education to identify, expand, and sustain the research related to 
Response to Intervention (RtI); to identify the research available and promote 
dissemination of this information to relevant practitioners; to promote rigorous research 
on this topic, involving innovative concepts from mathematics education and cognitive 
psychology; and to create professional development resources to support pre-service and 
in-service teachers’ understanding and application of research-based strategies in 
working with students who are at-risk or receiving mathematical interventions (personal 
communication from NCTM project staff, 2011). This paper reports on considerations for 
our project’s design and results from the beginning and in-progress phases of the work.  
 

Central Issues  
 

Background on mathematics curricula 
 The Curriculum Research & Development Group (CRDG) Mathematics 
Education section at the University of Hawai’i at Mānoa conducts research and develops 
curriculum in conjunction with the University Laboratory School (ULS), a Hawai’i New 
Century Public Charter School. CRDG R&D projects include mathematics programs for 
students in kindergarten through grade nine. Measure Up (MU) is a kindergarten through 
fifth grade program that introduces topics through the context of continuous measures, 
enabling young students to reason algebraically about relationships and build an 
understanding of mathematical structures. In grades 6 and 7, the Reshaping Mathematics 
for Understanding (RMU) curriculum starts from a geometric approach and moves to an 
algebraic perspective as students progress through key middle grades topics. ULS uses 
both programs with their students, exclusively. 
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 Five tenets guide all CRDG mathematics development work: (1) problem solving 
is the method of instruction to introduce new topics or concepts; (2) communication 
through reading, speaking, writing, critical listening, and representing mathematics in 
multiple ways help students clarify, validate, or refute ideas; (3) development of 
understanding from a conceptual level to a skill level occurs over time; (4) new learning 
experiences are built upon previously developed understandings with common threads 
running throughout; and (5) challenging but accessible problems having multiple 
solutions at varying levels of complexity (open-ended) allow children of diverse abilities 
to respond. Moreover, CRDG mathematics projects embody mathematical practices 
described in the Common Core State Standards adopted by 44 states, including Hawai’i. 
 
Goals for collaboration 
 Our research collaboration has two primary goals. The first is to examine the 
mathematics curricula used in targeted ULS classes (a) to identify differentiation 
strategies within the existing evidence-based practices and (b) to map the mathematics 
education strategies to special education frameworks such as RtI and Universal Design 
for Learning (UDL). The examination uses an observation protocol developed 
specifically for this research and engages in a continuing dialogue to achieve this goal. 
Our second goal is to define and document the ways in which teachers use the existing 
curricula to meet the needs of students receiving special education services. At the end of 
the collaborative research, we will share this information in pre-service teacher training 
courses and in-service professional development sessions conducted for the Hawai’i 
Department of Education (HI DOE) teachers.  
 These goals were established in response to a need for more information about 
effective, evidence-based strategies for the teaching and learning of mathematics for at-
risk students and students with disabilities. In today’s public schools, students are 
increasingly educated in “inclusion” settings, and teachers must be able to identify and 
define ways in which their existing materials can be used to meet the needs of these 
students in their classes. Our focus, therefore, is to collaboratively examine the 
pedagogical practices within the CRDG mathematics curricula that address the needs of 
students who are at-risk or have been identified as having mild/moderate disabilities. Our 
research will map how existing curriculum and instructional strategies can be part of RtI 
Tier 1,Tier 2, and Tier 3 instruction in the classroom and when students receive more 
intensive supports.  
 
Status of the relationship between special education practices and mathematics education 
practices 
 One indicator that there has not been enough collaboration between the special 
education field and the mathematics education field is the discrepancy between the 
number of research studies on students’ mathematics disabilities versus students’ reading 
disabilities. From 1996 to 2005 the ratio of studies focusing on reading versus those 
focused on mathematics was 14:1 (622 reading disability studies to 43 mathematics 
disability studies) (Gersten, Clarke, & Mazzocco, 2007). With so little direction from 
research, teachers must do the best they can to meet the needs of all students in their 
classes. One model that is suggested to support students with special needs in general 
mathematics classes is collaborative teaching (Boyd & Bargerhuff, 2009; Sileo & van 
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Garderen, 2010; van Garderen, Scheurmann, Jackson & Hampton, 2009). This model 
relies on the mathematics teacher and the special education teacher each contributing 
their unique knowledge and expertise to ensure the success of all students. The 
mathematics teacher’s knowledge of the curriculum and content and the special education 
teacher’s knowledge of effective intervention strategies work together to maximize 
students’ learning. 
 But as van Garderen and her colleagues (2009) point out, this collaboration is 
“easier said than done” (p. 57). When co-teaching a lesson, tension can arise between the 
mathematics teacher and the special education teacher whose approaches to practice can 
stem from different and often contradictory philosophies and theoretical foundations. 
“Best practice” from the mathematics education perspective is consistent with the 
National Council of Teachers of Mathematics (NCTM) Principles and Standards (2000) 
in which students use intuitive knowledge to explore new ideas, reason about and solve 
non-traditional problems, and make connections among concepts in multiple ways. 
Classroom interactions are built on social constructivist theories in which students 
negotiate meanings and establish understandings through activity and discussion with 
peers. By contrast, for the special education teacher “best practice” means using students’ 
individualized strengths and weaknesses to set learning goals that emphasize specific, 
measurable objectives geared mostly to developing procedural accuracy and fluency. 
Special education teachers use an instructivist approach to teaching, including giving 
clear, unambiguous directions, modeling how to carry out a procedure and allowing 
sufficient time for guided practice (Boyd & Bargerhuff, 2009).  
 

Methodology 
 
Project setting 
 The project is being conducted at the University Laboratory School (ULS), a 
Hawai’i New Century Public Charter School. ULS is a CRDG partner in curriculum 
research and development efforts. Students attending the school are admitted through a 
stratified random selection process from a pool of applicants to represent the broader 
public school population of the State. They represent the larger population ethnically and 
racially, socio-economically, and with respect to prior achievement. Grades 1, 2, 6 and 7 
were first targeted for the project. Grade 3 has been added. At ULS, students have 
mathematics lessons everyday. The typical mathematics session for all grade levels is 45 
minutes. 
 
Project design: Classroom observations 
 The project design comprises three phases. In the first phase, before observing 
mathematics classes, team members reviewed the curricula. The purpose of this 
examination was to give special education faculty team members an opportunity to 
preview the content and tasks students are expected to learn and the inquiry approach 
used to present them. Also in this first phase, the team developed an initial observation 
protocol to pilot. The protocol, based on UDL guidelines, was designed to enable the 
team to identify which components of the existing curricula address the needs of students 
receiving special education services.  
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 One mathematics education faculty member and one special education faculty 
member were on each observation team. Where appropriate, classroom teachers provided 
a copy of the student materials to the observers. There was some variation in how the 
protocol was used during the observation. The two team members less familiar with the 
UDL framework did not take observation notes directly into the cells of the framework. 
Rather, these observers transferred their notes into the framework after the observation, 
with the intent of matching notes to cell descriptors. 
 The second phase of the project started with team discussions about the outcomes 
of observations in the first phase. Team members commented that the UDL framework 
narrowed the focus of the observations. We were concerned that the pre-determined 
categories of the protocol could impose limitations on our recording, and those 
potentially important aspects of the classroom events might not emerge. Since this was a 
new collaboration, and one across areas of scholarship, it was important that we not 
restrict our focus too early in the research. The revised observation plan and protocol was 
more open, allowing researchers to develop a broader understanding of the classrooms 
before targeting particular aspects of the mathematics classes related to how teachers use 
the existing curricula to meet the needs of struggling students.  
 The classroom observations we are conducting during the 2011–2012 school year 
are of two types. Early in the school year, we are observing classrooms holistically using 
a protocol that enables us to study intervention enacted through the interactions among 
materials, teachers, and learners (Slovin, 2010). We will conduct three two-consecutive-
day cycles in the first two months of the school year. Observing on two consecutive days 
enables us to follow students’ development of a topic over time better than observing 
once a week. We will use grounded theory (Glaser & Strauss, 1967; Strauss, A., & 
Corbin, J., 1998) to analyze the data, looking for emerging themes that indicate 
affordances at a Tier 1 (whole group) level. The second type of observations, scheduled 
to occur in the spring semester, will be focused on conducting case studies applying 
identified instructional strategies to individual struggling students. 
 
Application to Practice 
 The third phase of the project will be based on the outcomes of the first two 
phases. We will make recommendations to the existing curricula that support 
mathematics learning and teaching with diverse learners. We will document the outcomes 
of our collaborative work, defining ways in which teachers can use the existing curricula 
to meet the needs of students receiving special education services. We will reference 
ways in which these curricula and strategies can be used in the RtI context and make the 
observation protocols available to relevant stakeholders in order to continue the testing 
and refining process. In the third phase, we will also explore opportunities for future 
research funding in this area. 
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Abstract 
Teacher quality has become a critical area of growing concern in education in Vietnam.  

The Ministry of Education and Training of Vietnam promulgated new professional standards for 
teachers in secondary schools which was developed from “foreign” standards and tested before 
applying.  In terms of theoratical framework, teacher effectiveness and standards-based 
evaluation were reviewed for theoretical framework while the standards-based evaluation, the 
lens of social capital was used to analyze participants’ perceptions of the policy in the context of 
the school and community’s capacity to support teacher professionalism through the new 
evaluation.  The lens of social capital consists of three major components: social trust; channels 
of communication; and norms, expectations, and sanctions.   

In this case study there were 39 participants (n=39), who were 29 teachers, five school 
principals, and five administrators.  There were 14 females and 25 males.  There was a focus 
group of ten participants who were school principals.  The interviews were conducted at the end 
of the school year 2011-2012 when the standards-based evaluation was applied to evaluate 
teachers.  Transcripts from interviews were converted into files which were assigned in Atlas.ti 
for coding.  Data were analyzed by describing and grouping into themes in order to answer 
research questions.   

In terms of teacher effectiveness, participants were very interested in expressing different 
perspectives on teacher effectiveness. Two popular points of view on teacher effectiveness were 
reviewing improvements as evidence of teacher effectiveness and evaluating students’ 
performances in classrooms.  The new professional standards were very much accepted by 
participants.  However, it was very challenging to see whether the standards would improve 
teacher effectiveness. Regarding social capital, data from interviews showed that various types of 
engagements, including school and individual oriented ones.  In addition to formal engagements 
(i.e., department meetings, school meeting, and school events) in schools, teachers tended to 
create informal channels to communicate as well as share information.   



 2

Introduction 
Teacher quality has become a critical area of growing concern in education in Vietnam.  

On October 22, 2009, the Ministry of Education and Training of Vietnam promulgated new 
professional standards for teachers in secondary schools.  Together with new professional 
standards, standards-based teacher evaluation was developed from “foreign” standards and tested 
before applying.  The purpose of this study was to examine the implementation of standards-
based evaluation in Vietnam.  Teacher effectiveness was reviewed in the context of the new 
professional standards.  The study aimed to explore how teachers, school principals, and 
administrators thouhgt about teacher effectiveness, the new professional standards and their 
evaluation in school.  Especially, the study examined social capital in schools where the 
standards-based evaluation was implemented. 
Theoretical framework 

Teacher effectiveness and standards-based evaluation were reviewed using social capital 
as theoretical framework.  According to Little, Goe, and Bell, “teacher effectiveness, in the 
narrowest sense, refers to a teacher’s ability to improve student learning as measured by student 
gains on standardized achievement tests” (2009, p. 1).  Seidel (2007) reviewed, "teaching 
effectiveness was diverse and that the impact of teaching depended on the outcome measured.  
Some teaching components affected motivational--affective outcomes, others learning processes, 
or still others cognitive outcomes".  Similarly, Heck (2009) stated, “teaching effectiveness was 
found to have compositional effects”.  In terms of standards-based evaluation, according to 
Ingvarson (2001), “Standards aim to define teachers’ work and what is to be assessed,” and “fair 
assessment of teacher performance relies upon valid and clear standards” (p. 165).  In order to 
develop standards-based evaluation, it is necessary to “first define the domains of teaching 
practice and establish professional standards as the foundation of measures of teacher 
performance within a teacher evaluation system” (Milanowski & Heneman, 2001, p. 194).  
However, it is worth noting, "Developing professionally credible standards and reliable methods 
for assessing teacher performance is not easy" (Lawrence Ingvarson, 2001, p. 163). 

Moreover, in order to explore the perceptions of teachers, school principals, and 
administrators toward the standards-based evaluation, the lens of social capital was used to 
analyze participants’ perceptions of the policy in the context of the school and community’s 
capacity to support teacher professionalism through the new evaluation.  Social capital, by 
definition, refers to “systems that lead to or result from social and economic organization, such 
as worldviews, trust, reciprocity, informational and economic exchange, and informal and formal 
groups and associations” (Colletta & Cullen, 2002, p. 280).  The lens of social capital consists of 
three major components: social trust; channels of communication; and norms, expectations, and 
sanctions.  Social trust is an essential factor for fairness in the evaluation press for open and 
honest communication for accurate and objective results.  Channels of communication, a second 
component of social capital, assist the communication flow.  Motivation of communication in 
terms of speed, quantity, and quality is the third component of social capital – norms, 
expectations, and sanctions.  
Methodology 

This case study examines how teachers, principals, and administrators’ perceptions think 
about the standards-based teacher evaluation policies mandated in Dong Thap, Vietnam.  
According to Merriam (2009), “A case study is an in-depth description and analyis of a bounded 
system” (p. 40).  Yin (2009) defines case study “A case study is an emphirical inquiry that 
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investigates a contemporary phenomenon within its real-life context, especially when the 
boundaries between phenomenon and context are not clearly evident” (p.13).  

In order to examine the phenomenon of implementation of the standards-based teacher 
evaluation in Dong Thap province, Vietnam in the context of critical concerns in terms of the 
insustainable rates of student academic achievement, three research questions of qualitative data 
were:  

1.  How do teachers, school principals, and administrators think about teacher 
effectiveness? 

2.  How do teachers, school principals, and administrators think about the 
professionalism standards of teachers? 

3.  How is social capital in school where the standards-based teacher evaluation is being 
implemented? 
Data sources 

In the study there were 39 participants (n=39), who were 29 teachers, five school 
principals, and five administrators.  There were 14 females and 25 males.  There was a focus 
group of ten participants who were school principals.  The interviews were conducted at the end 
of the school year 2011-2012 when the standards-based evaluation was applied to evaluate 
teachers.  Transcripts from interviews were converted into files which are assigned in Atlas.ti for 
coding.  “The tools can help you code and categorize large amounts of narrative text, as might 
have been collected from open-ended interviews or from large volumes of written materials, such 
as newspaper articles” (Yin, 2009, p. 128).  Data were analyzed by describing and grouping into 
themes in order to answer research questions.  Documents related to teacher learning for 
professional development were analyzed for more perspectives.  It is worth emphasizing that 
Vietnamese language was used for collecting data.  One of strategies to handle translating the 
data was “to work in the original language, including data analysis, and then translate the 
findings and supporting evidence into English” (Merriam, 2009, p. 270).  
Results 

Teacher effectiveness 
Participants were very interested in expressing different perspectives on teacher 

effectiveness.  Administrators and school principals focused on reviewing if teachers meet the 
goal of school such as proposed rates while teachers were interested in talking about using 
effective methods in classroom in order to facilitate students to understand a lesson.  Two 
popular points of views on teacher effectiveness were reviewing improvements as evidence of 
teacher effectiveness and evaluating students’ performances in classrooms.   When 
distinguishing the three terms of school effectiveness, teacher effectiveness, and educational 
effectiveness, (Campbell, Kyriakides, Muijs, & Robinson, 2004) claimed, “Teacher effectiveness 
is the impact that classroom factors, such as teaching methods, teacher expectations, classroom 
organization, and use of classroom resources, have on students’ performance” (p. 4).  Heck 
(2009) concluded, “differences in preparation, instructional strategies, learning activities, and 
social contexts are embedded in the concept of teaching effectiveness” (as cited in Seidel and 
Shavelson, 2007). 

Specifically, teaching effectiveness was recognized via students who were able to 
understand and apply what teachers instruct into exercises and real life creatively.  Additionally, 
educational equipments were considered as one of the most important supports to students 
because the equipments might enable students to study lessons visually while compensations and 
merit payments were suggested to encourage teachers to perform better in their classrooms.  
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Furthermore, in order to evaluate teacher effectiveness, merit evaluation was considered as the 
most practical and effective one due to its valuing and recognizing teacher performances.  

Professional standards and standards-based evaluation 
The new professional standards were very much accepted by participants.  Participants 

agreed that the new standards were of the goal for teachers to achieve.  Ingvarson (2001) stated, 
“in measurement terms, standards aim to define the domain of what is to be assessed.” (p. 165).  
However, it was very challenging to see whether the standards would improve teacher 
effectiveness.  Especially, there was an extreme idea among schools whether teachers were able 
to meet the standards.  Tucker and Stronge (2005) concluded the  “as with any teacher evaluation 
system, distinct advantages and disadvantages are embedded in Thompson’s standards-based 
approach” (p. 53).  Its advantage of a “tighter connection among instruction, student learning, 
and teacher professional growth” existed together with its disadvantage of “the technical aspects 
of assessment plus the time and skills” (pp. 49-50). 

On one hand, in order to introducing the professional standards for teachers, school 
principals chose to upload Standards into the school websites, handed Standards to teachers, 
reminded teachers of Standards at school meetings, asked teachers questions regarding Standards 
at teacher contests, and evaluated teachers carefully.  Accordingly, teachers were evaluated at 
their department before being reviewing by their school board of regents.  

Social capital 
Data from interviews showed that various types of engagements, including school and 

individual oriented ones.  In addition to formal engagements (i.e., department meetings, school 
meeting, and school events) in schools, teachers tended to create informal channels to 
communicate as well as share information when they found their common interest regardless 
competition.  When studying social capital in Vietnam, Dalton and Ong (2002) concluded, 
“Vietnamese are also relatively trusting of others, which is often treated as a key measure of 
social capital” (p. 10).  However, there were differences in terms of channel of communication 
among teachers who were at schools with high effectiveness.  Striking the right balance of 
accountability and support within schools is probably the greatest challenge that school leaders 
face (Tucker & Stronge, 2005, p. 53). 

Importantly, supports among teachers were very effective however they were not 
consistent in terms of continuation and trustworthiness.  Teacher contest was considered as the 
most impressive activity that supports to teachers were recognized.  Importantly, impact on 
teacher effectiveness was seen; however, it was not noticeable that standards-based teacher 
evaluation impacted on teacher performance.  Standards-based teacher evaluation tended to 
encourage teachers to develop their professionalism while in terms of professional development, 
including promotion, school principals were in charge of recognizing and recommending 
excellent teachers who were culturally believed not to show up.  Teachers were engaged to 
support among others because of their interests and trustworthiness.   
Conclusion 

This research study investigated the implementation of the standards-based teacher 
evaluation in secondary schools in Vietnam.  By identifying how teachers, principals, and 
administrators thought about teacher effectiveness, the study provided more evidence of the 
implementation of the new standards for subsequent iterations of policymaking.  The lens of 
social capital which consisted of three major components—social trust, channels of 
communication, and norms, expectations, and sanctions—prodived  more perspectives about 
types of communication for teacher development.  
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Abstract 

Research problems:  This pilot study aimed to look for perspectives that teachers who 
were involved in a conflict or witnessed a conflict thought of some of basic principles that parties 
in a conflict might reach a settlement.  Some of basic principles were from Fisher, Ury and 
Patton (1991) together with additional comments by Barkai (2011): (a) separate the people from 
the problem, (b) focus on interests not position, and (c) know your BATNA - Best Alternative To 
a Negotiated Agreement.  The purpose of the study was to find attitudes of Vietnamese teachers 
– in high school and colleges in Vietnam – toward the aforementioned basic principles in terms 
of looking for ‘Getting to Yes’ (Fisher, Ury, & Patton, 1991) 

Literature review: On one hand, literature review shows that the causes of conflicts in 
secondary schools are varied.  There is a need to offer various forms of conflict resolution where 
view points of parties involved in the conflicts should be discussion openly (Ramani & Zhimin, 
2010).  In terms of the doer of solving a conflict, Ury (2000) introduced mediator, arbiter, 
equalizer, and healer.  This pilot study did not aim to recognize possible mediator, or arbitrator 
who might take over the role of resolving a conflict.  Rather, the study aimed to review the level 
of agreements of teachers toward (i) the separation of parities in the conflict from the problem, 
(ii) the focus on interests rather than positions, and (ii) BATNA - Best Alternative To a 
Negotiated Agreement while solving a conflict. 

Methods:  An online Google survey was designed to collect data by collecting 
respondents on five point scale Likert scale statements.  There were 21 participants (n=21) who 
were Vietnamese teachers, including female (n=9) and male (n=11) at high schools (n=17) and 
colleges (n=4).  Descriptive statistics was used to calculate the mean and standard deviations.  
Analysis of variance (ANOVA) was utilized to determine if there was a significant difference 
among the means of perceptions of teachers toward basic posited principles.  

Findings:  Data showed that mean differences among perceptions of participants: (i) 
separating people from problem (p=.253), (ii) focusing on interests not positions (p=.124), and 
(iii) knowing the BATNA (p=.010).  The difference among respondents on knowing the BATNA 
were statistically significant (p=.010) (p<.05).   

Discussion:  Typical conflict resolutions are very diverse.  While separating the people 
from the problem is highly welcome; putting business on the table rather than engaging in 
personal attacks is preferable for the parties in the conflict.  Differences on knowing the BATNA 
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which are statistically significant (p<.05) require more respondents in order to find more 
perspectives as well as credibility and variability.  More particularly, the Asian model is that 
indirect and harmony styles are considered popular, while the direct and business styles are more 
acceptable in Western cultures.   
 
Introduction and Literature Review 

This study aimed to look for perspectives how teachers who were involved in or 
witnessed thought of some of basic principles that parties might use to reach a settlement.  Some 
of basic principles were reviewed were from Fisher, Ury and Patton (1991) together with 
additional comments by Barkai (2011): (a) separate the people from the problem, (b) focus on 
interests not position, and (c) know your BATNA - Best Alternative To a Negotiated Agreement.  
The purpose of the study was to find attitudes of Vietnamese teachers – in high school and 
colleges in Vietnam – toward the aforementioned basic principles in terms of looking for 
‘Getting to Yes’ (Fisher, Ury, & Patton, 1991).   

The study was conducted due to recently increasing disputes among Vietnamese teachers.  
Pham (2011) stated there was an increase in terms of the needs of secondary teachers in Vietnam 
that caused conflicts in school.  For example, in terms of mobility, teachers looked for an 
appropriate school to ‘devote’ themselves to once they completed their advance degree (e.g, 
Masters’ or Doctoral Degree), were recognized with Excellent Teacher Awards, and or  achieved 
Certificates of Excellent Teachers at district or provincial level.  Teachers also decided to move 
to another school to be closer to  family.  However, principals tend not to allow teachers, 
especially tenured and experienced teachers, in their school.  They believe that holding teachers 
contributes to the staff stability of school.   

More importantly, recent polices in education in Vietnam have urged teachers to pursue a 
higher education.  Policies were on curriculum reform (Vietnam National Assembly, 2000); 
promoting the quality of teachers and educational administrators (Communist Party of Vietnam, 
2004) and  (Vietnam Government, 2005); teachers’ conduct (Vietnam Ministry of Education and 
Training, 2008); teachers’ working (Vietnam Ministry of Education and Training, 2009b); 
professional standards on secondary school teachers (Vietnam Ministry of Education and 
Training, 2009a); and guideline to evaluate teachers (Vietnam Ministry of Education and 
Training, 2010).  The decision to pursue a graduate degree (e.g, Graduate Certificate, Masters’ or 
Doctoral Degree) or take English courses for the graduate program has been increasing.  Again, 
due to the school budget and the expectation of the staff stability, teachers might not be allowed 
to seek for a learning opportunity.  

On one hand, literature review shows that the causes of conflicts in secondary schools are 
varied (Ramani & Zhimin, 2010).  Therefore, there is a need to offer various forms of conflict 
resolution in which view points of parties in the conflicts should be discussion openly (Ramani 
& Zhimin, 2010).  In terms of the doer of solving a conflict, Ury  (2000) introduced mediator, 
arbiter, equalizer, and healer.  This study did not aim to recognize possible mediator, or arbitrator 
who might take over the role of resolving a conflict.  Rather, the study aimed to review the level 
of agreements of teaches toward (i) the separation of parities in the conflict from the problem, 
(ii) the focus on interests rather than positions, and (ii) BATNA - Best Alternative To a 
Negotiated Agreement while solving a conflict. 

In Vietnamese secondary schools, when there is a complaint or disagreement, teachers 
may report their complaint to either ‘People’s Inspection Board’ in their school or their school 
principal (Pham, 2011).  When teachers file their complaint to ‘People’s Inspection Board’, the 
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board will contact the school principal to find a solution.  The school principal is in charge of 
responding to the complaint. If the complaint or conflict can not reach a settlement, teachers 
might appeal  the complaint to a higher level in the educational system–the Inspection Unit at 
provincial level.  The Inspection Unit is located at the office of the Department of Education and 
Training.  While the Departments of Education and Training is in charge of managing secondary 
schools, the Inspection Unit is supervising schools and teachers as well as taking care of their 
complaints (Pham, 2011).  

Again, the purpose of this study was to look for attitudes of Vietnamese teachers toward 
some of basic principles that a mediator might apply in order for parties to reach a solution or 
settlement. 

Research questions 
1. To what extent do teachers thinks of separating the people from the problem? 
2. What is the perception of teachers regarding the importance of focusing on interests 
not positions?  
3. What is the perception of teachers toward Best Alternative To a Negotiated Agreement 
(BATNA)? 
4. Is there any significant difference among the means of perceptions of teachers toward 
basic posited principles? 

Methodology 
Participants and settings 
Data from this study were  collected from an online survey of Google form.  The survey 

was sent out to participants together with a cover letter (see Appendix A).  Participants were 
cordially requested to spread the survey to any teachers who might be interested.  In order to 
maintain anonymity, when responding items in the survey, participants did not need to provide 
their name and personal information.  

In this study, there were 21 participants (n=21) who are Vietnamese teachers, including 
female (n=9) and male (n=11).  Participants were from high schools (n=17) and colleges (n=4).  
Participants were at the age of 21-29 (n=4) and 30-19 (n=17).  Six participants were holding 
bachelor degree (n=6) and the rest were participants who either were pursuing or completed 
Master’s degree (n=15).  Four (n=4) of them had knowledge on conflict resolution.  

Instruments 
A survey with 20 questions (see Appendix B) was designed via Google form for 

collecting data.  After a week of collecting responses, the result of the survey was download as 
an Excel file.  The data from Excel file were copied and pasted into the Statistical Package for 
the Social Sciences - SPSS software for analyzing. 

The survey had three parts.  In Part I. three open-ended questions were designed to help 
participants get into the field of conflict resolution.  Three questions were: (1) What was the 
typical conflict that you have witnessed or heard in your school about? (2) Who (which parties) 
were involved in the conflict? and (3) How did you think about the solution?  

In Part II, there were twelve questions on some of basic principles which were from 
Fisher, Ury and Patton (1991) together with additional comments by Barkai (2011): (a) separate 
the people from the problem, (b) focus on interests not position, and (c) know your BATNA - 
Best Alternative To a Negotiated Agreement.   

The questions beginning with “In order to find a better solution or settlement, I think the 
person who mediated the conflict above should: (1) not blame the parties in the conflict, (2) 
focus on the problem that parties were involved, (3) try to reduce the emotional temperature of 
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the situation, (4) allow parties express their emotions, (5) ask a lot of questions to know the 
situation, (6) ask questions to understand the reasons parties want in the case, (7) focus on 
reasons (why) parties want, (8) try to learn both common interests, (9) learn conflicting interests 
from both parties, (10) not focus on what parties want to find solutions, (11) waive to encourage 
parties to keep what they want, and (12) propose alternative solutions if the mediation could not 
reach a settlement.   

Likert scale statements which is “a commonly used attitude scale in educational research” 
(Fraenkel & Wallen, 2006, p. 127) with five items was namely 1, 2, 3, 4 and 5, respectively from 
strongly disagree to strongly agree (1=lowest, 5=highest) in order to measure the level of 
agreements of teachers.   

In Part III, five variables of participants were studied: (a) gender, which consists of (1) 
female and (2) male; (b) highest degree of education, which includes four year (1) Bachelor 
Degree, and (2) Graduate Degree; (c) types of school: either (1) high school or (2) 
college/university, (d) age, which includes four groups of (1) 20-39, (2) 30-39, (3) 40-49, and (4) 
over 50; and (e) trainings on conflict resolution of (1) yes and (2). 

Data analysis 
Descriptive statistics were used to calculate the mean and standard deviations.  Analysis 

of variance (ANOVA) was utilized to determine if there was a significant difference among the 
means of perceptions of teachers toward basic posited principles.  The mean demonstrated the 
average of levels of agreements while the standard deviation was applied to review the spread of 
a distribution and variability. The values of computed standard deviations indicate the relative 
variability within a group (Kranzler, 2007, p.57).  

The mean and standard deviation were used to show the attitudes of participants to: (a) 
separating the people from the problem, (b) focusing on interests not position, and (c) knowing 
the BATNA. 
Findings 

Typical conflict resolutions 
The open-ended questions on conflict in school show typical conflicts, parties involved, 

and resolutions.  Typical conflicts, disagreements, problems, complaints, grievances, or 
difficulties that participants encountered or their colleagues faced were related to several parties: 
students to students, teachers to parents, teachers to students, teachers to teachers, and teachers to 
principals or managers.  Conflicts were very diverse, such as student cheating during their tests 
and examination, students chewing or eating while listening to lectures, students fighting among 
others, students losing concentration on hand-on activities,  teachers facing conflicts with school 
principals in solutions to educational quality, teachers seeking for a higher degree or training.  
Some resolutions to conflicts were unfair.  Some were not based on educational base which 
meant solutions did not aim to provide parties with opportunities to correct their mistakes.   

Separating the people from the problem 
Table 1, 2, 3, 4, and 5 show high means of agreements of participants toward the posted 

principle of separating the people from the problem in terms of gender, highest education degree, 
types of school, ages, and knowledge on conflict resolution, respectively. 

Table 1 demonstrates the high means of agreements of female participants (Mean=4.1) on 
separating the people from the problem while the female one remain at lower mean of 3.9.  
However, the standard deviation (SD) of female is higher than male group: SD=0.9 and SD=0.8, 
respectively.  
Table 1. Means of agreements in terms of gender 
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Gender Mean N Standard Deviation

Female 4.1167 12 .91635

Male 3.9556 9 .80485

Total 4.0476 21 .85301
 
Table 2 demonstrates the nearly equal means of agreements of participants with bachelor 

degrees (Mean=4.1) and Masters’ degree (Mean= 4.0).  Surprisingly, the standard deviation (SD) 
of Bachelor degree group (SD=0.79) is lower than Masters’ degree group (SD=0.90). 
Table 2.  Means of agreements in terms of highest education degree 
 

Highest Degree Mean N Standard Deviation

Bachelor 4.1333 6 .77632

Masters 4.0133 15 .90543

Total 4.0476 21 .85301
 
Similar to Table 2, Table 3 demonstrates the nearly equal means of agreements of 

participants: the mean of 4.0 of high school participants and 3.9 of college or university ones.  
However, the standard deviation of high school (Table 3) participants slightly lower (SD=0.8) 
than college or university ones (SD=1.1). 
Table 3. Means of agreements in terms of types of school 

Types of School Mean N Standard Deviation

High school 4.0706 17 .82140

College/University 3.9500 4 1.11206

Total 4.0476 21 .85301
 
Table 4 shows that the means of ages of 21-29 (M=3.6) is higher than of ages of 30-39 

(M=4.1).  However, the standard deviation of younger ages (21-29) is much higher than the older 
group (31-39), SD=1.2 and SD=0.7 respectively. 
Table 4. Means of agreements in terms of ages 

Ages Mean N Standard Deviation

21-29 3.6000 4 1.21106

30-39 4.1529 17 .75673

Total 4.0476 21 .85301
 
In terms of knowledge on conflict resolution, Table 5 shows that the means of 

participants who had knowledge or training on conflict resolution is lower than of those did not 
have: 3.6 and 4.1, respectively.  However, the standard deviation of ‘Yes participants’ (SD=1.3) 
is much higher than the ‘No group’ (SD=0.7). 
Table 5. Means of agreements in terms of knowledge on conflict resolution 

Knowledge on Conflict Resolution Mean N Standard Deviation

Yes 3.6000 4 1.33666
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No 4.1529 17 .71599

Total 4.0476 21 .85301
 
The importance of focusing on interests not positions 
Table 6, 7, 8, 9, and 10 show means of agreements of participants toward the posted 

principle of focusing on interest not positions in terms of gender, highest education degree, types 
of school, ages, and knowledge on conflict resolution, respectively.  The means of variables 
remain quietly high from 3.5 to 3.8; except for age which is from 3.1 to 3.7 (as shown in Table 
9). 

Table 9 shows the nearly equal means of younger group of age 21-29 (Mean=3.1) and 
older one of age 31-39 (Mean=3.7) while very different range of standard deviation (SD) of 
younger is lower than older group: SD=0.4 and SD=0.7, respectively.  
Table 6. Means of agreements in terms of gender 
 

Gender Mean N Standard Deviation

Female 3.7667 12 .71010

Male 3.5556 9 .75517

Total 3.6762 21 .71896
 

Table 7.  Means of agreements in terms of highest education degree 

Highest Degree Mean N Standard Deviation

Bachelor 3.8167 6 .95376

Masters 3.6200 15 .63381

Total 3.6762 21 .71896
 

Table 8.  Means of agreements in terms of types of school 

Types of School Mean N Standard Deviation

High school 3.7059 17 .74789

College/University 3.5500 4 .66081

Total 3.6762 21 .71896
 

Table 9.  Means of agreements in terms of ages 

Ages Mean N Standard Deviation

21-29 3.1750 4 .49917

31-39 3.7941 17 .72238

Total 3.6762 21 .71896
 

Table 10.  Means of agreements in terms of knowledge on conflict resolution 

Knowledge on Conflict Resolution Mean N Standard Deviation

Yes 3.6000 4 .73485
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No 3.6941 17 .73695

Total 3.6762 21 .71896
 
Toward Best Alternative To a Negotiated Agreement (BATNA) 
Table 11, 12, 13, 14, and 15 show means of agreements of participants toward BATNA 

in terms of gender, highest educational degree, types of school, ages, and knowledge on conflict 
resolution, respectively.  The means of variables remain very high from 4.5 to 4.7; except for age 
as shown in Table 14 which shows the different means of younger group of age 21-29 
(Mean=3.7) and older one of age 31-39 (Mean=4.7).  

The range of standard deviation remains lower than 0.2 (as shown Table 11 on gender, 
Table 12 on highest degree, and Table 13 on types of school); except for Table 14 on ages and 
Table 15 on knowledge about conflict resolution.  Table 14 shows that the standard deviation of 
the younger group is lower than older group: SD=0.9 and SD=0.5, respectively.  Additionally, 
Table 15 shows that the standard deviation of the ‘Yes’ group (SD=1) is much higher than ‘No’ 
group (SD=0.7).  
Table 11.  Means of agreements in terms of gender 

Gender Mean N Standard Deviation

Female 4.5833 12 .66856

Male 4.5556 9 .88192

Total 4.5714 21 .74642
 

Table 12.  Means of agreements in terms of highest educational degree 

Highest Degree Mean N Standard Deviation

Bachelor 4.6667 6 .81650

Masters 4.5333 15 .74322

Total 4.5714 21 .74642
 

Table 13. Means of agreements in terms of types of school 

Types of School Mean N Standard Deviation

High school 4.5294 17 .79982

College/University 4.7500 4 .50000

Total 4.5714 21 .74642
 

Table 14.  Means of agreements in terms of ages 

Ages Mean N Standard Deviation

21-29 3.7500 4 .95743

31-39 4.7647 17 .56230

Total 4.5714 21 .74642
 

Table 15.  Means of agreements in terms of knowledge on conflict resolution 

Knowledge on Conflict Resolution Mean N Standard Deviation
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Yes 4.5000 4 1.00000

No 4.5882 17 .71229

Total 4.5714 21 .74642
 
Significant difference toward basic posited principles 
In this section, Analysis of Variance (ANOVA) was utilized in order to determine if there 

was a significant difference among the means of agreements on the posted basic principles.  A 
one-way ANOVA with = .05 (error 5 times out of 100) was utilized to determine variables of 
gender, highest educational degrees, ages, types of school, and knowledge on conflict resolution. 

No significant difference 
Table 16, 17, 18, and 19 show the difference of means on perception of participants in 

terms of gender, highest educational degrees, types of school, and knowledge on conflict 
resolution.  All probability level (p>.05) show that there was not enough evidence to reject the 
null hypotheses.  In other word, there was no significant difference between groups.  
Table 16.  Difference among perceptions of participants by gender 

ANOVA 

  F Sig. 

Separating People from Problem Between Groups .176 .680

Focusing on Interests, not Positions Between Groups .431 .519

Knowing the BATNA Between Groups .007 .935
 

Table 17.  Difference among perceptions by highest educational degree 
ANOVA 

  F Sig. 

Separating People from Problem Between Groups .081 .779

Focusing on Interests, not Positions Between Groups .310 .584

Knowing the BATNA Between Groups .131 .722
 

Table 18.  Difference among perceptions by types of school 
ANOVA 

  F Sig. 

Separating People from Problem Between Groups .062 .807

Focusing on Interests, not Positions Between Groups .146 .707

Knowing the BATNA Between Groups .273 .608
 

Table 19.  Difference among perceptions by knowledge on conflict resolution 
ANOVA 

  F Sig. 

Separating People from Problem Between Groups 1.387 .253

Focusing on Interests, not Positions Between Groups .053 .821

Knowing the BATNA Between Groups .043 .838
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Significant difference 

In terms of ages, Table 20 shows mean differences among perceptions of participants: (i) 
separating people from problem (p=.253), (ii) focusing on interests not positions (p=.124), and 
(iii) knowing the BATNA (p=.010).  Differences on knowing the  BATNA are statistically 
significant (p=.010) (p<.05).  In other word, the null hypotheses if there was no difference 
among ages was rejected.  
Table 20.  Difference among perceptions of participants by ages 

ANOVA 

  F Sig. 

Separating People from Problem Between Groups 1.387 .253

Focusing on Interests, not Positions Between Groups 2.592 .124

Knowing the BATNA Between Groups 8.112 .010*
Reviewing the impact of ages on knowing the BATNA, Table 21 shows that the means of 

participants of younger ages are lower than the means of participants of older.  The high means 
of participants at the age of 21-30 and 31-40 increase from 3.7 to 4.7 respectively.  However, the 
standard deviation (SD) of the younger participants (ages of 21-30) is very high (SD=0.9) while 
the SD of older group remain low (SD=0.5). 
Table 21.  The impact of ages of participants toward knowing the BATNA 

Ages Mean N Standard Deviation

21-29 3.7500 4 .95743

31-39 4.7647 17 .56230

Total 4.5714 21 .74642
Discussion and Conclusion 

Data from 21 respondents show that typical conflict resolutions are very diverse and 
result in different perceptions toward basic principles which a mediator should do.  Although the 
number of respondents might not be big enough to be representatives for the rest of teachers, the 
results are worth noting that respondents are in favor with basic principles.  The term of 
mediation as well as its applications is not very popular in the schooling context of Vietnam 
because the principal or supervisor always plays a role of arbitrator who has power to mediate 
conflicts.  There should be a mediator in school who might be a school principal, a leader of 
teacher union, or social unions in school in order to deal with the diversity of conflicts. 

That the principles of separating the people from the problem are highly welcome shows 
that participants would like to put business on the table.  However, the high standard deviation of 
perceptions of participants in colleges (SD=1.1) shows a lager organization in which attitudes of 
members are very diverse.  Therefore, providing agreed principles in conflict resolution is very 
necessary.  Additionally, participants in the ‘Yes’ group who had knowledge or training on 
conflict resolution show long range of standard deviation (SD=1.3).  It is worth noting what 
types of training and knowledge should be provided into certain conflicts.  Additionally, the high 
standard deviation (SD=1.2) of the ages of 21-29 requires a mediator should be aware that in the 
same age group attitudes are very different.  

Similarly, although the high agreement on the principle of focusing on interest not 
position, the differences among different ages of groups need discussing for more suitable 
methods.  At the same time, the script for exploiting interests in conflicts needs proposing in 
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different languages and cultural backgrounds.  More particularly, the Asian model that is 
understood as indirect and harmony styles are very popular. On one hand, the direct and business 
styles are more acceptable in Western cultures.  

Furthermore, in terms of gender, highest educational degrees, types of school, and 
knowledge on conflict resolution, there was not enough evidence to reject the null hypotheses 
that there was no significant difference between groups.  On the other hand, differences on 
knowing the BATNA are statistically significant (p<.05).  In comparison with the group of 21-29 
years old, the 31-39 group is more likely to accept the BATNA, mean of 3.7 and 4.7 on BATNA 
respectively.  The older tends to find a safe solution or more alternative solutions to a conflict.   
There should be more respondents in order to find more perspectives as well as credibility and 
variability.  
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Research Objectives 
Postsecondary education and employment outcome studies for individuals with high incidence disabilities 

suggest that adults with learning disabilities (LD) or behavioral disorders (BD) appear to function equally well 
as their nondisabled peers in obtaining jobs upon high school completion. However, according to Gregg 
(2009), these statistics are misleading. In fact, no comprehensive study of employment outcomes for adults 
with high incidence disabilities has ever been conducted so knowledge about the world of work for these 
populations is based primarily upon personal (anecdotal) and professional experience (Young & Browning, 
2005). The empirical-based employment data that is available is not conclusive. In terms of educational 
outcomes, individuals with high incidence disabilities enroll in college and postsecondary training at one-tenth 
the rate of the general population without disability (Stodden, Jones, & Chang, 2002; Wagner et al., 2005; 
Young & Browning, 2005). Further, limited postsecondary educational attainment for these individuals is 
directly related to poor employment outcomes. 

Knowledge of career-related risk and resilience factors is important to our understanding of career and 
work concerns of adolescents with high incidence disabilities. Researchers have identified resilience factors to 
examine those characteristics and processes that contribute to success as defined by features of emotional, 
academic, and occupational well-being (Gregg, 2009; Murray, 2003; Werner & Smith, 1982). The whole issue 
of how to develop and incorporate risk/resilience factors into career choice and work attainment efforts for 
young people with high incidence disabilities appears to be an area in need of much greater attention.  

Given the limited information about this topic for adolescents with high incidence disabilities, the purpose 
of this study is to examine and compare the influence of risk and resilience factors on postsecondary outcomes 
of adolescents with high incidence disabilities and adolescents without disabilities. Specific outcome measure 
will include postsecondary status (e.g., employment or enrollment in postsecondary academic or vocational 
program). Outcome will be examined between high incidence disability groups and between individuals with 
disabilities and those without disabilities. 
1. Are there statistically significant differences in selected outcome measures between students with LD or 

BD? 
2. Are there statistically significant differences in selected outcome measures between individuals with high 

incidence disabilities and individuals without disabilities?  
 
Proposed Methodology 

Our study used data from ELS:2002 to explore the transition experiences of students with high-incidence 
disabilities compared to their non-disabled peers. Administered and managed by the National Center for 
Education Statistics (NCES), ELS:2002 provides data to examine the transition process of high school students 
as they prepare for postsecondary education or participation in the workforce (NCES, 2009).  

To model the odds of postsecondary outcomes (e.g., 2- and 4-year college, full- and part-time 
employment, unemployment) as a function of the covariates, we employed multinomial logistic regression 
models for proposed analyses. Dependent variable for analyses include postsecondary education persistence 
(e.g., 2-year college, 4-year college, leaver, none).  
 
Discussion  

Multinomial logistic models of adolescents with high incidence disabilities and the model comparing 
adolescents with high incidence disabilities and those without disabilities showed that individual and external 
risk and resilience factors were associated with a significant increase in likelihood of  persistence in 4-yr 
college. While the cross tabulation analyses revealed group differences in a likelihood of postsecondary 
educational outcomes between individuals with disabilities and peers without disabilities, the multinomial logit 
model showed no group associations with the likelihood of the outcomes. 

Findings help us to better understand the dynamics at play in determining which students persist and 
which ones leave postsecondary education prematurely. The current results provide a baseline of information 
about intermediate educational persistence and the factors that influence persistence for students with and 
those without high incidence disabilities. Findings are considered with regard to the potential influence of 
special education services and disability on career choice and development. 
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Abstract 

 

This article provides ten experience-based learning strategies designed to promote student 

engagement and higher-level thinking in online discussion forums.  These learning strategies 

were developed in order to help the authors achieve five instructional goals: (1) actively engage 

students in distance learning courses, (2) create connections among students that foster online 

learning communities, (3) promote students‟ higher-level and critical thinking skills in their field, 

(4) expand students‟ awareness of diverse perspectives, and (5) make subject-matter content 

personally applicable and meaningful. 

 

 

Introduction 

 

Over the past several years, we have worked diligently toward creating discussion forums 

that help us, as university faculty, to achieve five goals.  We want our discussion forums to  (1) 

actively engage students in distance learning courses, (2) create connections among students that 

foster online learning communities, (3) promote students‟ higher-level and critical thinking skills 

in their field, (4) expand students‟ awareness of diverse perspectives, and (5) make subject-

matter content personally applicable and meaningful.  This article provides ten experienced-

based learning strategies that helped us move closer to achieving all five of our discussion forum 

goals. 
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Learning Strategy 1:  Use an Introduction to Start an Online Learning Community 

 

The first discussion forum assignment in our classes is always, always, always the 

Introduction.  In this initial post students upload their photos (or a representational image for 

those who are photo shy) and provide information about themselves to share with others.  It is 

highly recommended that students work from a list that you, as the instructor provide, to guide 

students as to what to share within their introductions.  Here‟s what our list looks like: 

Provide the following information (as a minimum): 

1. Your name (and what you prefer to be called) 

2. Where you live 

3. What program you are currently enrolled in (major/minor) 

4. When you anticipate graduating 

5. What you plan to do after graduation, diploma in hand 

6. Why you are taking this class 

7. Where you work, if you are currently working 

8. Something special about yourself that you would like to share with others 

Question 1 is really important for you, as the instructor.  In a face-to-face class, you 

quickly learn students‟ name preferences.  For example, Charles will tell you right away that 

everyone calls him Chuck.  Mary will ask you to call her Malia, a nickname her grandmother 

bestowed upon her.  So, knowing what your distance students want to be called when you 

address them in the online environment is an important step in forming a learning community . . . 

and letting students know that you care about them as individuals. 

 

Question 2 is a potentially interesting option because distance students can come from . . . 

well . . . anywhere!  In many online classes, when students are from a variety of exotic and far-

away places, we map the locations and upload the labeled maps into the class for students to 

view.  And, yes, we do this in face-to-face classes too!  It‟s another way of recognizing and 

validating students for who they are and where they came from. 

 

Question 3 helps students connect with others who share their academic paths.  We have 

found that it is natural for students to gravitate to those with the same majors and/or minors.  We 

believe that it helps reduce the perception of isolation that students may experience in the online 

environment. 

 

Question 4 and Question 5 are designed to make students think ahead to graduation.  A 

retention strategy perhaps?  Even so, it allows students to share career aspirations . . . and start 

their networking endeavors forthwith online! 
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Question 6 tells us, the instructors, a lot.  We see students who are on track with their 

plans of study.  We see students who are still trolling, trying to hook into a career path.  Maybe 

we can dazzle and reel a few of those trollers into our programs!  It also allows us to expand our 

online commentary, assignments, and more to other applicable fields.   

 

Question 7 lets us know where we can find our students.  Stalking them?  Nah, not on 

your life.  But we do make every effort to meet our online students in face-to-face environments 

whenever possible.  If we read that someone is working as a barista at a nearby (or just a bit 

further) Starbucks, you can bet your gold card that we will be driving there for our triple vente 

soy no foam lattes, please, fix.  And to meet the student too, of course!  

 

Question 8 opens the door for some unsolicited personal information, usually related to 

family, friends, or social lives.  Let the social networking begin!   

 

Special Note:  In our syllabi, we do provide students with guidelines for communicating 

within online discussion forums.  They are reminded to be mindful, cautious, and avoid 

“overdoing it” online.  Although what is shared in class is considered confidential, they are 

advised to communicate with each other in a professional manner.    

 

What did we find?  Students enjoyed uploading their photos and sharing their background 

information within the discussion forum.  Typically, Question 8—related to personal sharing—

provided more information than all the other questions combined.  A good sign! 

Learning Strategy 2:  Revisit Your Introductions to Ignite Online Discussions within the 

Learning Community 

 

To get the real interactivity going, send the students back to that Introduction discussion 

forum to read about each other and make comments during the following class.  Again, as the 

instructor, you should provide guidelines for the comments.  Here‟s one guideline we use: 

 

First, take some time to read the introductory posts from your classmates, 

so you get to know a bit more about each one of them.  Don‟t worry!  

There‟s no test; however, there is an assignment!  Find two people who 

have something in common with you and compose a thoughtful post to 

each of them.   

 

Second, although this might be the most challenging . . . find two people 

who posted something that you know nothing about . . . and you found 

that their posts sparked an interest.  Compose a thoughtful post to each of 

them as well.   
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Two plus two.  That‟s four different classmates you will be communicating with 

now . . . or more, if you want.  Go for it! 

 

What did we find?  We have found that this discussion assignment usually 

provokes more back-and-forth discussion than required.  And that is what we want!  The 

students need to form a sense of learning community among themselves.  And we stand 

smiling by, as the facilitators.   

Learning Strategy 3:  Ouch!  You’re “Challenging My Way of Thinking” Discussion 

Forum 

 

No matter what field you teach in, we are sure that you have recognized that 

students come to you with preconceived notions about your field that just aren‟t true.  So, 

shake „em up a bit by challenging those beliefs.  We LOVE to do that! 

 

In one of our classes—Educational Psychology, to be specific—we challenged 

students thinking by providing a simple ten-item survey that was gleaned from the 

textbook (Ormrod, 2011).  This survey was based upon mainstream beliefs about 

teaching and learning that are being challenged by current educational research.  For 

example, students were asked to decide whether the following statement was true or 

false:  “The best way to learn and remember a new fact is to repeat it over and over” 

(Ormrod, 2011, p. 2).  Many students considered this statement to be true, based upon 

how they were taught; however, a more effective strategy is elaboration, which is a 

“cognitive process in which learners embellish on new information based upon what they 

already know” (Ormrod, 2011, p. 3). 

 

So, after taking the ten-item survey, students performed a self-evaluation.  They 

opened a file with the correct answers.  The file also included an explanation for each 

item.  Students scored themselves and then carefully and thoughtfully read each 

explanation.  

 

Finally, students posted their thoughts about at least one perception related to 

teaching and learning that may need to be changed based upon what current research 

reveals.  (To the relief of many students, it was made clear that they did not have to share 

their scores!)   

 

Students were also asked to notice and then consider what an internal challenge it 

is to change a perception.  We assured students that the resistance to changing a 

perception is normal.  Plus, it takes some time!   

 



5 
 

As far as practical application, we also pointed out to students (who were 

preservice teachers) that their future students will come into their classrooms with 

preconceived notions as well.  We remind them that it may take some time for their 

future students to think about and process the information that they, as teachers, provide 

in order to change existing perceptions and beliefs.      

 

Special Note:  It is important that students understand from the start that this is 

NOT a graded assignment, so the “test stress” is reduced, if not eliminated.  Rather, 

inform students that the survey is designed to make them aware of their preconceived 

notions and beliefs within the field . . . some of which may not be accurate, according to 

current research.  

 

What did we find?  First of all, students had a lot of preconceived notions about 

teaching that needed to be changed based upon research!  Many students admitted that 

shattering their beliefs was difficult to take at first; however, they realized they needed to 

be opened to best practices to best serve the needs of their future students.   

Learning Strategy 4:  Are We Supposed to Play Games AND Have Fun? Discussion Forum 

 

We use of a lot of interactive learning games in our online classes—mostly those 

based upon popular television shows, such as Jeopardy, Password, Twenty Questions, 

Hollywood Squares, Are You Smarter Than a Fifth Grader, and more.  These games are 

used primarily for vocabulary and concepts reviews.  For the most part, they are created 

in Microsoft PowerPoint using game templates that are readily available on the Internet.  

(Special Note:  Just do a search for PowerPoint games and you will find plenty!  No 

programming is required, although a basic understanding of layers, hyperlinks, and action 

buttons is extremely useful.)  We simply populate the games with the content we want 

played/learned/reviewed and let the students have fun.  Then we ask them provide 

feedback as to how they felt using a game format to review vocabulary or concepts.   

 

What did we find?  First, students typically played the games until they achieved 

the highest scores attainable.  (Got „em!)   Second, students typically involved other 

family members, roommates, or friends in playing these games.   (Got „em even more!)  

Third, this opened many preservice teachers‟ eyes to the fact that there are other more fun 

ways to review vocabulary and other concepts.  (The “ah-ha” moment is achieved.)  

Students expressed that the game format was much more fun than writing a vocabulary 

word three times and using the word in a sentence or creating concept flashcards and 

drilling themselves to death.  (Thank goodness!) 
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Learning Strategy 5:  I’m the “Evaluator” Discussion Forum 

 

Based upon Bloom‟s Taxonomy and Bloom‟s Taxonomy Revised, we recognize 

that students use higher-level thinking skills when they reach the level of evaluation 

(Churches, 2009; Wilson, 2006).  We also know that asking a student to evaluate 

something provides a purpose for learning (Fisher & Frey, 2011).  With these two things 

in mind, we exposed students to theoretical or difficult-to-understand content presented 

online in multiple ways.  Then we asked students to evaluate which online presentation 

helped them to understand the content the most. 

 

For example, in order to help students process one aspect of Vygotsky‟s 

sociocultural theory of cognitive development—the zone of proximal development 

(ZPD)—we collected a series of four video clips that explained the ZPD and 

demonstrated how a child who could not perform a task independently could do so with 

the help and guidance of a teacher (Mcleod, 2007).  After reading about Vygotsky and 

the ZPD in their textbooks, we asked students to watch the four videos in order to 

determine which one was their favorite, based upon how helpful it was in promoting a 

clearer and deeper understanding of Vygotsky and the ZPD.  A posted explanation was 

also required, allowing students to process their own thoughts about Vygotsky and the 

ZPD into writing. 

 

What did we find?  Students embraced the role of evaluator.  They were very 

frank and clear about their likes and dislike related to each of the video clips about 

Vygotsky and the ZPD, as well as unambiguous about which one(s) helped them the 

most.  Student comments informed our video selections for subsequent terms.  Their 

enthusiastic, yet thoughtful, explanations certainly spurred us to use this strategy with 

other developmental stage theorists, such as Erikson and his Eight Stages of Psychosocial 

Development (Harder, 2002), as well as Kohlberg‟s Stages of Moral Development 

(Crain, 1985).   

Learning Strategy 6:  The “Know Thyself” and Others Discussion Forum 

 

The ancient Greek maxim “know thyself” comes to play in our discussion forums as well.  

Just like Socrates, we use “know thyself” to motivate dialogue among students in our online 

learning communities.  

For example, when preservice teachers learn about personal and social development, they 

explore the development of a “sense of self” in their future students, which includes both self-

concept and self-esteem . . . and how they impact learning.  We discovered that students grasped 

the whole sense of self concept much more quickly and completely, when they started by 

establishing and sharing their own sense of self particulars—in other words, they shared the 
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perceptions, beliefs judgments, and feelings they had about themselves first.  They did so by 

listing at least ten adjectives or phrases that described themselves as persons.  Students posted 

their sense of self lists to the discussion forum to share with others.   

After reading other students‟ sense of self lists, they found at least two fellow students 

who shared similar sense of self characteristics OR who revealed some characteristics that they 

found admirable.  Then students posted a thoughtful, considerate comment to those two fellow 

students.   

What did we find?  Students wrote very thoughtful, compassionate responses to each 

others‟ posts and many even asked for more information about some characteristics that 

interested them, such as “and where else have you traveled?” and “what type of writing do you 

do?”.  And so the dialogue (and online connections) proliferated! 

Learning Strategy 7:  Addressing a Moral Dilemma Discussion Forum 

 

Within every field of endeavor there are moral and ethical issues that must be 

faced.  We posed a moral dilemma to students as they were learning about Kohlberg‟s 

Stages of Moral Development (Crain, 1985).  After being assured there were no “wrong 

answers,” students analyzed an ethical/moral situation and synthesized a solution.  Then 

they posted their solutions to the moral dilemma within a designated discussion forum, 

making sure they addressed the following questions:   

1. Should this situation have happened? 

2. What would you have done, if you found yourself in this situation? 

3. Which is worse—one aspect this situation (specifically named) or the other 

aspect of the situation (specifically named)? 

4. Why? 

5. Can you think of another way this situation could have been handled? 

 

Special Note:  These questions have intentionally been rewritten to be generic and 

applicable or easily modifiable to fit a variety of moral and ethical dilemmas.      

 

Following all initial postings, students returned to the discussion forum to read 

their classmates responses.  After doing so, students reposted, answering the following 

question:  How has my perspective changed based upon examining others‟ perspectives?  

(Be sure to explain, citing those comments that may have opened our eyes to other 

possibilities or, alternatively, may have reaffirmed your own.) 

 

What did we find?  Based upon student comments, it was clear that they 

appreciated seeing a myriad of solutions (diverse perspectives) provided by other class 

members; however, we found that most students did not change their own perspectives.  
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Rather, they brought in outside sources, such as quotations from famous people like 

Martin Luther King, to support or reaffirm their positions.  Interesting!       

Learning Strategy 8:  Addressing Social Justice Issues Discussion Forum 

 

In all fields of endeavor we are confronted with serious social dilemmas, such as 

stereotypes, prejudices, and racism.  As instructors, we want to make sure our preservice teacher 

are (1) aware of these issues and (2) prepared to deal with them in the classroom environment 

with their students in an instructionally sound, positive manner.  To that end, we posed to 

students the following challenge:    Think about the students you plan to teach. First, describe 

your students (grade level, subject area), so there is an academic context.  Then, in one well-

thought-out and clearly written paragraph, describe one way that you plan to address stereotypes, 

prejudices or any racism that may exist within your classroom.  Post your description of students 

and your plan to address stereotypes, prejudices, or racism in the discussion forum. 

After completing their posts, students viewed their fellow students‟ postings.  They found 

two different students‟ ideas that could work for their future students too, and posted a reply, 

explaining the ideas discovered could be used/adapted for their classroom as well. 

Special Note:  To get their fellow students interested in reading a 

comment/posting, we pointed out that it becomes critical that they create enticing subject 

lines to draw others into their ideas. 

What did we find?  Preservice teachers, on the whole, were very proactive.  They 

provided a myriad of ideas for teaching their future students about stereotypes, prejudices, and 

racism within their content/grade level areas to nip such issues in the bud.  Many preservice 

teachers indicated that were unaware that, as teachers, they would have to deal with such issues 

with their future classroom students.  It opened their eyes to a more holistic approach to teaching, 

rather than a narrow subject-area- or grade-level-only focus.    

Special Note:  We replicated this type of discussion forum and focused upon gender 

equity with equal success. 

Learning Strategy 9:   It’s All About Me First Discussion Forum 

 

Two of the problems identified in the field of teaching are (1) jumping right into 

content without establishing prior knowledge and (2) using connections or references that 

students cannot understand or relate to (New York City Department of Education, 2011).  

When we introduced our students to the “many kinds of smarts,” aka Howard Gardner‟s 

Theory of Multiple Intelligences (MI), we addressed the two problems identified in the 

field by focusing on students‟ own multiple intelligences first.   
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Prior to learning about Howard Gardner and MI, students were given a list of 

intelligences and asked, simply based upon the list, to identify their top two (or three) 

intelligences.  After putting the list aside, students took an online multiple intelligence 

test to determine their top two or three types of intelligence, based upon self-reported 

behaviors.  Then students compared their list selection with test results.  Going to the 

online discussion forum, students (1) explained what two or three top intelligences they 

listed, (2) reported what their MI test revealed, (3)  compared the two, (4) and explained 

their perceptions/insights related to the findings.  Students also read and commented on 

each others‟ postings in an effort to connect with those with similar intelligences or 

findings.  

 

Special Note:  There are several free multiple intelligence tests based upon 

Howard Gardner‟s MI online.  Here are just a few of them: 

 http://www.businessballs.com/howardgardnermultipleintelligences.htm 

 http://www.berghuis.co.nz/abiator/lsi/mi_test.html  

 http://www.edgalaxy.com/journal/2010/3/10/brilliant-online-multiple-

intelligence-test.html  

 

What did we find?  Because they focused upon themselves first, students were 

anxious to learn more about multiple intelligences.  This allowed us to move quickly to 

the application stage—how to engage classroom students by addressing multiple 

intelligences in the classroom.   

Learning Strategy 10:  Exploring Simulations Discussion Forum 

 

One of the wonders of the Internet is the vast wealth of educational materials 

provided, including simulations.  Research shows that simulations enhance student 

learning (Wieman, Adams, & Perkins, 2008) and bridge the gap between theory and 

practice (Weller, 2004).  So we turned to simulations when teaching online students 

about topics, such as classical conditioning.   

 

In preservice teacher education, when students examined the behaviorist 

approaches to learning, many struggled with grasping the components of classical 

conditioning—unconditioned stimulus, unconditioned response, conditioned stimulus, 

conditioned response, and so on.  We discovered that within the online environment, if 

we provided students with a simulation that allowed them to experience classical 

conditioning first-hand (virtually, of course), students‟ understanding and satisfaction 

with the lesson was enhanced. 

 

So, we invited our students to take a shot at training Pavlov‟s dog—the classic 

classical conditioning simulation “game” available at the following URL: 

http://www.businessballs.com/howardgardnermultipleintelligences.htm
http://www.berghuis.co.nz/abiator/lsi/mi_test.html
http://www.edgalaxy.com/journal/2010/3/10/brilliant-online-multiple-intelligence-test.html
http://www.edgalaxy.com/journal/2010/3/10/brilliant-online-multiple-intelligence-test.html
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http://www.nobelprize.org/educational/medicine/pavlov/ 

 

  Once students had successfully trained Pavlov‟s dog, they shared their 

experiences in the discussion forum.  Students were asked to:  Explain how you did and 

what your thoughts are about this learning activity. 

 

What did we find?  Based upon the formative evaluation—a type of feedback that 

we collected at the completion of each online lesson—students enjoyed training Pavlov‟s 

dog, even though a few students struggled with pairing the conditioned stimulus with the 

unconditioned response (or reflex) initially.  Many students concluded that the simulation 

truly helped them understand the classical conditioning concepts more clearly. As one 

student wrote, “This was a fun way to see how classical conditioning works, and it is easy 

to make the connection of how this could be applied in the classroom.” 

 

Conclusion 

 

We know that the success of an online program . . . or even an online individual 

class . . . depends upon several things, including (1) actively engaging students in the 

distance learning course, (2) creating connections among students that foster online 

learning communities, (3) promoting students‟ higher-level and critical thinking skills in 

their field, (4) expanding students‟ awareness of diverse perspectives, and (5) making 

subject-matter content personally applicable and meaningful.   We are continually 

striving to achieve success through the learning strategies provided and look forward to 

developing and sharing more strategies as they are developed with online students. 

References 

 

Churches, A. (2009, January 4). Bloom's Digital Taxonomy. Retrieved November 20, 2011, from 

http://edorigami.wikispaces.com/file/view/bloom%27s+Digital+taxonomy+v3.01.pdf   

Crain, W. C. (1985). Theories of Development. Upper Saddle River: Prentice-Hall. 

Fisher, D. & Frey, N. (2011). Purposeful Classroom. Alexandria: Association for Supervision 

and Curriculum Development. 

Harder, A. (2002). The Developmental Stages of Erik Erikson. Retrieved November 20, 2011, 

from http://www.learningplaceonline.com/stages/organize/Erikson.htm  

Mcleod, S. (2007). Vygotsky. Retrieved November 20, 2011, from Simply Psychology: 

http://www.simplypsychology.org/vygotsky.html  

http://www.nobelprize.org/educational/medicine/pavlov/
http://edorigami.wikispaces.com/file/view/bloom%27s+Digital+taxonomy+v3.01.pdf
http://www.learningplaceonline.com/stages/organize/Erikson.htm
http://www.simplypsychology.org/vygotsky.html


11 
 

New York City Department of Education. (2011). Connecting Students’ Prior Knowledge, Life 

Experience and Interests with Learning Goals. Retrieved November 20, 2011, from 

Teacher Page: 

http://schools.nyc.gov/Teachers/TeacherDevelopment/TeacherDevelopmentToolKit/PTS/

EngagingStudents/ConnectingStudents.htm  

Ormrod, J. (2011). Educational Psychology: Developing Learners. Boston: Pearson. 

Weller, J. (2004). Simulation in Undergraduate Medical Education: Bridging the Gap Between 

Theory and Practice. Medical Education, 32-38. 

Wieman, C., Adams, W., & Perkins, K. (2008). PhET: Simulations That Enhance Learing. 

Science, 682-683. 

Wilson, L. O. (2006). Beyond Bloom--A New Version of the Cognitive Taxonomy. Retrieved 

November 20, 2011, from 

http://www4.uwsp.edu/education/lwilson/curric/newtaxonomy.htm  

 

 

 

 

http://schools.nyc.gov/Teachers/TeacherDevelopment/TeacherDevelopmentToolKit/PTS/EngagingStudents/ConnectingStudents.htm
http://schools.nyc.gov/Teachers/TeacherDevelopment/TeacherDevelopmentToolKit/PTS/EngagingStudents/ConnectingStudents.htm
http://www4.uwsp.edu/education/lwilson/curric/newtaxonomy.htm


 Proposal to the Hawaii Conference on Education 
Honolulu, Hawaii 
5-8 January, 2012 

 
a. Title of the submission 

Ahakoa he, he pounamu: However small it may appear, it is a treasure 
 

b. Topic area of the submission 
Indigenous Education 
 

c. Presentation format 
90 minute workshop presentation 
 

d. Paper authors 
Arapera Witehira, Margaret Kempton, Maria Huni, Anuja Kansal, 
Winnie Korina, Susana Smith, Rosemilly Piasi Teaheniu, and Janis 
Carroll-Lind. 
 
Author details 
 
Arapera Witehira: Pouako/Māori Lecturer, Manukau Teaching Base, 
Te Tari Puna Ora/NZ Childcare Association.  
email: arapera.witehira@nzca.ac.nz  
 
Margaret Kempton: Lecturer, Manukau Teaching Base, Te Tari Puna 
Ora/NZ Childcare Association. 
email: margaret.kempton@nzca.ac.nz 
 
Maria Huni: Base Coordinator/Pasifika Lecturer, Manukau Teaching 
Base, Te Tari Puna Ora/NZ Childcare Association. 
email: maria huni@nzca.ac.nz 
 
Anuja Kansal: Lecturer, Manukau Teaching Base, Te Tari Puna 
Ora/NZ Childcare Association. 
email: anuja.kansal@nzca.ac.nz 
 
Winnie Korina: Lecturer, Manukau Teaching Base, Te Tari Puna 
Ora/NZ Childcare Association. 
email: winnie.korina@nzca.ac.nz 
 
Susana Smith: Pasifika Lecturer, Manukau Teaching Base, Te Tari 
Puna Ora/NZ Childcare Association. 
Email: susana.smith@nzca.ac.nz 
 



Rosemilly Piasi-Teaheniu: Pasifika Lecturer, Manukau Teaching 
Base, Te Tari Puna Ora/NZ Childcare Association. 
email: rosemilly.piasi-teahenui@nzca.ac.nz 
 
Janis Carroll-Lind: Research Leader, National Office, Te Tari Puna 
Ora/NZ Childcare Association. 
email: j.carroll-lind@nzca.ac.nz 

 
Organisation details   
Te Tari Puna Ora o Aotearoa/New Zealand Childcare Association 
PO Box 12 725, Wellington 6011, New Zealand 
 
Email address: manukau@nzca.ac.nz 
 
Abstract 
 
Ahakoa he iti he pounamu: However small it may appear it is a 
treasure 
 
This paper reports on a work in progress. A programme for adult 
Māori language learning, Te Ataarangi, was used as a method of 
team-building within a Community of Inquiry action research 
framework. Te Ataarangi is modelled on The Silent Way method 
developed by Caleb Gattegno, which utilises cuisenaire rods (rākau) 
and spoken language. Cuisenaire rods are multi-coloured number 
blocks and are more commonly used in junior classes for the teaching 
of mathematics. Gattegno’s methodology was further developed to 
incorporate Māori values and customs.  
 
A team of teacher educators from Te Tari Puna Ora o Aotearoa/New 
Zealand Childcare Association (NZCA) have followed this 
programme over a period of time, with the aim of “learning together, 
inquiring together”. 
 
The purpose of this research study was twofold. Firstly we were 
wanting, as a team, to engage with the impetus to develop a research 
culture in our organisation by undertaking a community of inquiry that 
would build effective teamwork but at the same time improve our 
Māori language proficiency, thus giving effect to NZCA’s 
commitment to its bicultural teacher education programme. 
 
Secondly, we were concerned with knowing that what we were doing 
was making a difference to the bicultural learning of our initial teacher 
education students. By reflecting on our own professional learning and 
its contribution to our confidence and competence in te reo (Māori 
language) we hoped that our improved language learning and team 
collaborations would, in turn, have positive outcomes for our students. 
 



Taking a mixed-method approach, evidence of our growth in Māori 
language proficiency was collected through journal narratives; self- 
reported progress scales and measurement of competency in te reo. In 
addition an online dialogic journal provided an interactive means for 
the group to develop and share appropriate ideas about their teaching 
practice.  
 
This workshop introduces participants to Te Ataarangi and, in line 
with the study’s Māori proverb title, will outline how taking “baby” 
steps via the rākau method of language learning leads to future success 
in more ways than one. Findings of this study have implications for 
teacher educators, indigenous education and educational research. 



 

Pattern of Enrolment in Elementary Education: A Case Study of 
Private and Government Schools in Punjab 

Manpreet Kaur* 

 

Introduction: 

Recent indications from the SSA statistics of Punjab suggests that there has been an 

appreciable decline in the number of out of school children and that barring a few instances 

the coverage of enrolment is more-or-less complete. From one side if children were getting 

into the schooling system, they were withdrawing from the other side.  The share of dropout 

is more in case of deprived section. Because the parents have less interest in investing for 

education especially in case of daughters.  However, continuation of children in schools or 

transition from primary to upper primary classes of certain sections of population has 

remained one of the major problems that need to be examined in considerable details.  There 

is also some evidence of the emerging social divide in the field of education in Punjab with 

the unprecedented growth of private schools in the state.  The relatively better off 

households are reported to be utilising the private schools, while the poor and 

underprivileged children attended government schools.  The issue of quality of education in 

the government and private schools is normally taken as the cause.  In India, main 

educational problems were caused by strong regional imbalance, rural and urban disparities 

and gender & caste inequalities. These disparities are found more in private schools, 

because the high share of enrolment belongs to non-scheduled caste, non-poor and boys in 

private schools. The large share of population belongs to weaker section of society or 

scheduled caste and they do not afford to send their children in private schools. 

-------------------------------------------------------------------------------------------------  

*Manpreet Kaur, Postgraduate student, School of Education, University of Manchester, Oxford 
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The various factors are responsible for social segmentation such as poor quality of education 

in government schools, poor quality of physical infrastructure and shortage of teachers in 

government schools. This paper attempts to examine some of the emergent issues in 

enrolment patterns in Punjab using the district level and school level data.  

The main objectives of this paper are to study the pattern of school enrolment for primary, 

upper primary and elementary stages of education in different type of management across 

the districts and selected blocks and clusters from each districts of Punjab and to ascertain 

the cause for preference of private schools and drop in share of enrolment in government 

schools.  

To understand the problem, secondary (DISE) data source has been used. Enrolment is 

expressed in percentage or ratio and there are several indicators representing enrolment. 

These indicators are Gross Enrolment Ratio, Gender Parity Index, Percentage share of 

boys/girls, Percentage share of SC/Non SC and OBC/OBC. In Punjab, the literacy rate has 

been rising consistently (see Table-1.1). 

Table: 1.1:  Literacy Rate, Punjab (1971-2001) 

Years Rural Urban Total 

1971 32.02 59.97 38.69 

1981 39.94 63.14 46.36 

1991 52.77 72.08 58.51 

2001 65.16 79.13 69.95 

Source: Census of India (Punjab), 1991-2001 

 As shown in table-1.1, literacy rate in Punjab was 38.6 percent in 1971 which increased to 

69.95 percent in 2001, an increase of 31.26 percent points during the last 30 years. The gap 

between the rural-urban literacy has also reduced. To measure the literacy rate, one factor is 

very important that is enrolment. When a child is going to school, then he/she is enrolled in 

a school. A child can be enrolled either in government school or in a private school. 

Therefore this paper deals with the pattern of enrolment by gender and social group wise in 

schools under different managements. As Shown in table-1.2, Total enrolment of students in 



recognized institutions has increased by 5.5 lakhs from 1980-81 to 1990-91. However, the 

total enrolment of students decreased marginally by 0.13 lakhs in the next year 2000-01. 

Hence massive expansion in enrolment took place during 1980’s and 1990’s. Enrolment 

among the girls as well as boys has followed roughly the same trend.                                                                  

 Table-1.2: Enrolment by social group in Recognized Institutions in Punjab, 2000-2001 

(In Lakhs) 

  

       Total Students 

  

  

     Non‐Scheduled Castes 

  

  

      Scheduled Castes 

  

  

Age 

group  Boys  Girls  Total  Boys  Girls  Total  Boys  Girls  Total 

6to11 

1980‐81  11.4  9.3  20.7 7.9 6.7 14.6 3.5  2.6 6.1

1990‐91  11.1  9.5  20.7 7.1 6.3 13.5 4  3.2 7.2

2000‐01  11.2  9.92  21.12 6.32 5.54 11.86 4.88  4.38 9.26

11to14 

1980‐81  4.3  2.7  7 3.4 2.3 5.6 0.9  0.4 1.4

1990‐91  5.3  3.9  9.3 4.1 3.2 7.3 1.2  0.7 2

2000‐01  5.22  4.69  9.91 3.49 3.16 6.65 1.73  1.53 3.26

14 to 18 

1980‐81  1.8  1.1  2.9 1.5 1 2.5 0.3  0.1 0.4

1990‐91  3.6  2.5  6.1 2.9 2.1 5.1 0.7  0.4 1

2000‐01  4.59  3.86  8.45 3.6 3.06 6.66 0.99  0.8 1.79

Total          

1980‐81  17.4  13.1  30.6 12.7 10 22.7 4.7  3.1 7.9

1990‐91  20  15.9  36.1 13.3 11.6 25.9 6.7  4.3 10.2

2000‐01  21.01  18.47  39.48 13.41 11.76 25.17 7.6  6.71 14.31

Source: Director Public Instruction, Schools, Punjab; Economic Survey of Punjab, 2001 

It increased rapidly during 1980 to 1991 and the increase was slow during the next nine 

years period. Enrolment of both declined marginally in 2000-2001. The growth of enrolment 

has been more in case of girls than boys during 1980-2001(Table-1.2). The enrolment of 

scheduled caste students too has been rising in all the age groups, the real expansion in 

enrolment of scheduled caste, however, took place during 1990-2000. This paper is divided 

into two parts. The first part focuses on the gross enrolment ratio at primary and upper 

primary stage of education and also represents the percentage change in enrolment in terms 

of social group and gender. The second part presents the gender parity index at primary and 

upper primary stage of education. 



 

1.1: Gross Enrolment Ratio and Pattern of enrolment in terms of gender 

and caste in different type of management: 

The Gross Enrolment Ratio is 79.7 at elementary stage of education in Punjab. The high 

share of enrolment is in Fariodkot (98.4), Muktsra (92.1), Hoshiarpur (88.5), Bathinda 

(89.3), Firozpur (85.1), Moga (87.8), Patiala (84.3), Kapurthala (84.1), and Mansa (81.2). 

The low share of enrolment is in Nawanshahr (71.6), Rupnagar (72), Ludhiana (75), 

Jalandhar (71.7), Fatehgarh Sahib (69.4) and Mohali (62). This situation is represented 

through Map-1.1.Gross Enrolment Ratio (GER) declined from Primary to Upper Primary 

stage of education across the districts of Punjab. In case of Punjab, GER is 80.8 at Primary 

stage of education and 77.7 at Upper Primary stage of education (see Map-1.2 and 1.3). As 

shown in Map, there is decline in GER from primary to Upper primary level almost in every 

district of Punjab except Rupnagar, Sangrur, Hoshiarpur and Nawanshahr. Srivastva (2005) 

also found that the GER at upper primary stage were lower than the primary level and high 

GER were not necessary indication of high access to education, because over and under age 

enrolment increased at elementary stage. Gender is an important aspect in Indian society. It 

can not only be seen between rural and urban areas but can be seen even within rural or 

within urban areas. GER are lower in girls as compared to boys and there is more decline in 

girls than boys at primary to upper primary stage of education. As shown in Map-1.1, 1.2 

and 1.3, GER is low in case of female child as compared to male child. The situation is 

same across the districts of Punjab. Sen Gupta and Guha (2002) also analyzed that parental 

schooling, income and occupation had the strongest impact on girls schooling opportunities 

and attainments. They found that girls of the agricultural labour had the lowest school 

participation and girl’s responsibility for sibling care is also cause of low enrolment and 

high dropout..  

 

                                                  

                                             

 

                                                     Map-1.1        
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Figure-1.1: Percentage of Boys in Enrolment at Elementary Stage of Education in 

Government, Private aided and Private unaided Schools, 2008-09 

 

Source: SSA, Chandigarh, 2008-09 

Figure-1.2: Percentage of Girls in Enrolment at Elementary Stage of Education in 

Government, Private aided and Private unaided Schools, 2008-

09

 

Source: SSA, Chandigarh, 2008-09 

 

 



 

Figure-1.1 shows the trend representing the change in percentage of boys in different 

management i.e. government, private aided and private unaided elementary schools during 

the period of 2008-09 and figure-1.2 shows the change in percentage of girls in different 

management i.e. government, private aided and private unaided elementary schools during 

the period of 2008-09. On the one hand, the enrolment is high in government schools in 

some districts but on the other hand the share of enrolment is less in private schools in same 

districts in case of boys (figure-1.1). The same situation is found in case of girls (figure-1.2). 

In Punjab, the share of enrolment is high in government schools in case of boys and girls (as 

shown in figure-1.1 and 1.2).  

As shown in figure-1.1 and 1.2, the share of girls is slightly more in government schools and 

share of boys is more in private schools. It is difficult to measure gender and caste 

disparities in government schools at elementary stage of education because we do not have 

district wise data related with different type of management. Therefore, we select one block 

and cluster from each district to measure the gender and caste disparities at primary and 

upper primary stage of education in Punjab. Block  wise analysis focus on the comparative 

analysis between government and private schools according to gender and caste at primary 

and upper primary stage of education. 

As shown in figure-1.1 and 1.2, the trends of boys and girls in enrolment are varying in 

same districts. The percentage of boys in enrolment is high in Firozpur,Moga, Mohali, 

Fariodkot, Gurdaspur, Ludhiana and Bathinda in private schools but the share of enrolment 

is less in private schools as compared to government schoolsprivate schools are less than the 

share of government schools in same  districts. 

As shown in Table-1 (Appendix), the scheduled castes boys and girls are more enrolled than 

non-SC/OBC or OBC in government schools in different blocks and the share of girls in 

enrolment is lower than the boys. The gender disparities are wider among the scheduled 

caste students. The problem of gender disparities are less found at micro level analysis but 

the problem of caste and gender disparities are more at macro level analysis as shown in 

figure-1.1 and 1.2.  

           

                                                              



As shown in Table-2 (Appendix), there is the wide range of disparities in terms of caste and 

gender at primary stage of education in private schools. The share of the scheduled caste 

students is lower than as compared to non –scheduled/OBC. The two main findings are: 

 1) The share of girls in enrolment is lower than boys in case of the scheduled castes which 

means that problem of gender disparities is more prominent among scheduled castes. 

 2) The share of enrolment is lower in case of the scheduled caste as compared to non-

scheduled/OBC in private schools and the share of non-scheduled/OBC is more in private 

schools than the government schools and there is less gender disparities in case of non-

scheduled/OBC.  

Table-3 (Appendix), provides the share of enrolment in terms of social group and gender at 

upper primary level of education in government schools. The main findings are that share of 

enrolment is declining in case of scheduled caste students from primary to upper primary 

stage of education but share of enrolment is increasing in case of non-scheduled caste 

students from primary to upper primary and the share of girls in enrolment declined from 

primary to upper primary for the scheduled castes.                                                       

                                               

1.2: Gender Parity Index: 

The study also calculated using Gender Parity Index (G.P.I) that is the ratio of total number 

of girls and total number of boys. Gender disparities are more in Private Unaided Schools 

than Government and Private Aided Schools at primary stage of education (as shown in 

figure-1.3).  Gender Parity Index is high in government schools across the districts of 

Punjab but G.P.I is less in government schools as compared to private aided schools. It 

means that gender disparities are more in government schools than private aided schools. 

Kingdon (2005) also estimated gender parity index and found that the major reason for this 

gender inequality was the story within the households. 

 G.P.I varies from 0.60 to 0.80 almost in every district. Nevertheless, in case of private aided 

schools, G.P.I is very high which means that girls in enrolment are more than boys in 

enrolment i.e. Firozpur (1.18), Ropar (1.08) and Mansa (1.06).In Fatehgarh Sahib, it is very 

less that is 0.23. In case of Private unaided schools, the G.P.I is very less and it is less than 

0.80 in entire districts. Similar results are found in upper primary stage of education (see 



figure-3.4). In case of government schools, gross parity index is 0.80 in Punjab. However, in 

case of private aided schools, G.P.I is less in Fatehgarh Sahib, Jalandhar, Nawanshahr, 

Patiala, and Sangrur. 

There are various reason for low gender parity index in private unaided schools because the 

fee structure is very high and uniform is necessary  in private unaided schools and poor 

parents cannot afford to send their children in private unaided schools. Therefore, they 

prefer to send male child as compared to female child in private unaided school. Sometimes 

private unaided school is not near the residence and they do not want to send their daughters 

by cycle or van. Therefore the share of boys in enrolment in private unaided schools is high.  

 

                                                       

                                         

 

 

                                               Figure-1.3 

Gender Parity at Primary Stage of Education in Government, Private Aided and 

Private Unaided Schools across the districts of Punjab, 2008-09 

Source: SSA Chandigarh and DISE, New Delhi, 2008‐09 

                                                                Figure: 1.4 

Gender Parity at Upper-Primary Stage of Education in Government, Private Aided 

and Private Unaided Schools across the districts of Punjab, 2008-09 



 

Source: SSA Chandigarh and DISE, New Delhi, 2008‐09 

 

Block wise analysis showed that gender disparities are less in government schools and local 

body’s schools than the private schools at primary stage of education (see table-5, 

appendix).  The gender parity index is highest in Lambi (Muktsar) that is 1.03.It means that 

girls are enrolled more than boys in Lambi (Muktsar) in government school. Same situation 

is found in case of upper primary schools as shown in table-5.  Gender parity index is more 

at upper primary stage of education than primary stage of education.  

  In rural areas, the large number of population engages with agriculture and they pay 

greater attention to their occupation rather than education of the children. They cannot 

afford to send their children in private schools. Still there is inequality between boys and 

girls as shown in table-5. The gender disparities are less at upper primary stage as compared 

to primary stage of education. The gender disparities are found more unaided schools than 

government and private aided schools across the districts of Punjab.                                                                  

Summary: 

Based on the above analysis the major findings are:  

The Gross Enrolment ratio is high in case of boys than girls. GER has declined from 

primary to upper primary stage of education and this decline is more particularly in case of 

girls. Gender Parity Index is low in private unaided schools as compared to government & 

private aided schools, it means the girls are  less enrolled in private unaided schools as 



compared to government schools. The share of enrolment is more in government schools 

than private schools and this share is varying in terms of gender. The boys are more in 

private schools than girls while girls are slightly more in government schools compared to 

boys. This decline of girls in enrolment is more in case of scheduled caste. The share of 

boys and non-scheduled caste is more enrolled in private schools and the share of scheduled 

caste and girls is more in terms of enrolment in government schools, therefore, this kind of 

situation is responsible for creating a gap in school education among different social groups. 

The 75% of share of population still go to government schools and share of non-scheduled 

caste is more in private schools. 
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                                              Table-1 

Block wise Percentage of enrolment by gender and caste in Government Primary Schools, 

2008-09 

   Non‐SC/OBC 

SCEHEDULED CASTES 

   OBC 

District Block Boys Girls Total Boys Girls Total Boys Girls Total 

Amritsar  Tarsika 17.34 16.55 16.96 71.93 73.67 72.76 10.73  9.78  10.27

Barnala  Mehal Kalan 44.84 20.38 33.55 43.52 67.71 54.68 11.64  11.92  11.77

Bathinda  Rampura 23.22 24.94 23.99 69.18 66.54

 

 

68.00 7.60  8.52  8.01

F.Sahib  Khera 24.13 23.06 23.64 58.47 59.10 58.76 17.41  17.83  17.60

Faridkot  Kotkapura 13.13 12.74 12.94 78.67 79.47 79.06 8.20  7.80  8.00

Firozpur  Guruharshai 6.45 6.30 6.38 83.98 85.11 84.53 9.56  8.59  9.10

Gurdaspur  Gurdaspur 16.29 15.02 15.68 51.92 53.94 52.88 31.79  31.05  31.44

Hoshiarpur  Tanda 19.99 18.07 19.10 59.94 61.08 60.47 20.07  20.85  20.43

Jalandhar  Shahkot 15.71 14.07 14.94 73.00 76.16 74.49 11.29  9.76  10.57

Kapurthala 

Sultanpur 

lodhi 10.97 9.84 10.48 72.15 74.25 73.07 16.88  15.90  16.45

Ludhiana  Sidwan Bate 17.04 16.69 16.87 76.13 75.27 75.73 6.83  8.03  7.40

Mansa  Budhlada 27.59 27.43 27.52 61.00 60.79 60.91 11.41  11.78  11.58

Moga  Dharmkot 16.63 16.67 16.65 73.30 73.27 73.29 10.07  10.05  10.06

Mohali  Kharar 24.73 25.89 25.28 54.34 52.79 53.61 20.93  21.31  21.11

Muktsar  Lambi 7.14 6.74 6.94 81.73 84.27 83.02 11.13  8.99  10.04

Nawanshahr  Banga 21.13 22.13 21.58 71.15 69.38 70.35 7.72  8.50  8.07

Patiala  Smana 15.47 16.35 15.89 66.57 64.86 65.75 17.96  18.79  18.36

Ropar  A.Sahib 31.32 60.35 45.50 35.54 31.83 33.73 33.15  7.81  20.77

Sangrur  Sunam 18.93 21.99 20.38 69.36 65.20 67.39 11.70  12.81  12.23

Taran Taran  Bhikhiwind 16.89 32.18 24.01 74.67 58.14 66.97 8.44  9.69  9.02

         Source: DISE, New Delhi 2008-09 

                              

 



                                              Table-2 

       Block wise Percentage of enrolment by gender and caste in Private Primary Schools, 2008-09 

  
   Non‐SC/OBC 

                              
SCEHEDULE CASTE 
  
   OBC 

District Block Boys Girls Total Boys Girls Total Boys Girls Total

Amritsar  Tarsika 72.65 75.43 73.79 14.14 13.25 13.78 13.21  11.32 12.44

Barnala 
Mehal 
Kalan 0.00 0.00 0.00 0.00 0.00 0.00 0.00  0.00 0.00

Bathinda  Rampura 89.66 89.58 89.63 4.35 3.97 4.22 5.99  6.45 6.15

F.Sahib  Khera 0.00 0.00 0.00 0.00 0.00 0.00 0.00  0.00 0.00

Faridkot  Kotkapura 74.20 74.44 74.30 15.53 14.19 15.00 10.27  11.37 10.71

Firozpur  Guruharshai 38.43 39.69 38.86 6.27 6.87 6.48 55.29  53.44 54.66

Gurdaspur  Gurdaspur 52.65 56.95 54.37 23.57 19.91 22.11 23.77  23.13 23.52

Hoshiarpur  Tanda 38.40 44.76 41.02 22.45 20.82 21.77 39.16  34.42 37.21

Jalandhar  Shahkot 0.00 0.00 0.00 0.00 0.00 0.00 0.00  0.00 0.00

Kapurthala 
Sultanpur 
lodhi 0.00 0.00 0.00 0.00 0.00 0.00 0.00  0.00 0.00

Ludhiana 
Sidwan 
Bate 80.37 81.13 80.68 13.67 13.81 13.73 5.95  5.07 5.60

Mansa  Budhlada 90.58 92.17 91.13 4.13 3.99 4.08 5.29  3.84 4.78

Moga  Dharmkot 93.71 93.32 93.56 2.64 3.97 3.14 3.66  2.71 3.30

Mohali  Kharar 81.19 85.76 82.91 14.11 10.51 12.76 4.70  3.73 4.34

Muktsar  Lambi 68.79 70.95 69.59 19.44 17.14 18.59 11.77  11.91 11.82

Nawanshahr  Banga 0.00 0.00 0.00 0.00 0.00 0.00 0.00  0.00 0.00

Patiala  Smana 0.00 0.00 0.00 0.00 0.00 0.00 0.00  0.00 0.00

Ropar  A.Sahib 61.16 63.00 61.82 17.36 22.71 19.29 21.49  14.29 18.89

Sangrur  Sunam 0.00 0.00 0.00 0.00 0.00 0.00 0.00  0.00 0.00

Taran Taran  Bhikhiwind 95.55 95.33 95.47 2.31 2.17 2.26 2.14  2.50 2.26

 Source: DISE, New Delhi 2008-09 

Note:  Zero represent no private school 

 

 

 

 



 

 

 

 

 

                                                              Table-3 

                

          Block wise Percentage of enrolment by gender and caste in Government Upper-Primary Schools, 2008-09 

      Non‐SC/OBC 

SCEHEDULE CASTE 

  

   OBC 

District Block Boys Girls Total Boys Girls Total Boys Girls Total 

Amritsar  Tarsika 21.65 22.18 21.91 64.21 62.84 63.55  14.14  14.98 14.54

Barnala  Mehal Kalan 35.90 34.90 35.43 53.01 51.25 52.20  11.09  13.86 12.37

Bathinda  Rampura 41.70 41.63 41.67 44.91 47.23 45.98  13.38  11.14 12.35

F.Sahib  Khera 31.50 30.68 31.14 52.61 53.17 52.86  15.88  16.15 16.00

Faridkot  Kotkapura 25.21 21.22 23.39 63.65 65.17 64.34  11.13  13.61 12.27

Firozpur  Guruharshai 6.76 8.57 7.61 78.73 72.31 75.72  14.51  19.12 16.67

Gurdaspur  Gurdaspur 21.05 23.33 22.17 47.30 46.62 46.97  31.65  30.04 30.87

Hoshiarpur  Tanda 19.52 18.72 19.15 55.35 56.58 55.93  25.12  24.70 24.92

Jalandhar  Shahkot 20.45 16.85 18.69 65.23 69.06 67.10  14.32  14.09 14.21

Kapurthala 

Sultanpur 

lodhi 18.41 18.20 18.32 54.47 56.02 55.14  27.12  25.78 26.54

Ludhiana  Sidwan Bate 24.13 22.15 23.27 69.17 70.82 69.89  6.70  7.03 6.84

Mansa  Budhlada 42.73 46.00 44.22 45.06 42.46 43.88  12.21  11.54 11.90

Moga  Dharmkot 29.93 31.00 30.42 56.64 54.68 55.74  13.43  14.32 13.84

Mohali  Kharar 29.42 29.23 29.33 47.93 48.19 48.06  22.65  22.58 22.62

Muktsar  Lambi 21.42 21.84 21.61 60.71 59.37 60.10  17.87  18.79 18.29

Nawanshahr  Banga 20.87 21.33 21.10 73.09 72.90 72.99  6.04  5.77 5.91

Patiala  Smana 25.85 23.37 24.76 51.78 53.36 52.48  22.37  23.27 22.76

Ropar  A.Sahib 36.51 38.42 37.43 26.51 26.85 26.67  36.98  34.74 35.89

Sangrur  Sunam 38.65 43.15 40.73 55.29 51.81 53.68  6.07  5.04 5.59

Taran Taran  Bhikhiwind 35.58 41.85 38.16 50.92 42.94 47.63  13.50  15.21 14.20
 



  Table-4 

Block wise Percentage of enrolment by gender and caste in Private Upper-Primary Schools, 

2008-09 

  
   Non‐SC/OBC 

SCEHEDULED CASTES 
  
   OBC 

District Block Boys Girls Total Boys Girls Total Boys Girls Total 

Amritsar  Tarsika 72.66 75.80 73.94 13.77 12.70 13.33  13.58  11.50 12.73

Barnala 
Mehal 
Kalan 0.00 0.00 0.00 0.00 0.00 0.00  0.00  0.00 0.00

Bathinda  Rampura 91.46 91.48 91.47 2.77 3.05 2.86  5.77  5.47 5.67

F.Sahib  Khera 0.00 0.00 0.00 0.00 0.00 0.00  0.00  0.00 0.00

Faridkot  Kotkapura 75.29 75.45 75.35 14.77 13.49 14.27  9.94  11.06 10.38

Firozpur  Guruharshai 37.98 36.67 37.57 0.00 0.00 0.00  62.02  63.33 62.43

Gurdaspur  Gurdaspur 60.37 63.67 61.69 24.74 20.13 22.90  14.89  16.20 15.41

Hoshiarpur  Tanda 55.33 53.72 54.66 19.00 20.82 19.76  25.67  25.46 25.58

Jalandhar  Shahkot 0.00 0.00 0.00 0.00 0.00 0.00  0.00  0.00 0.00

Kapurthala 
Sultanpur 
lodhi 0.00 0.00 0.00 0.00 0.00 0.00  0.00  0.00 0.00

Ludhiana 
Sidwan 
Bate 81.68 82.82 82.14 12.76 12.63 12.71  5.56  4.54 5.15

Mansa  Budhlada 90.58 92.17 91.13 4.13 3.99 4.08  5.29  3.84 4.78

Moga  Dharmkot 93.65 93.29 93.51 2.64 3.97 3.15  3.71  2.75 3.34

Mohali  Kharar 82.07 86.41 83.71 13.92 10.80 12.75  4.01  2.79 3.55

Muktsar  Lambi 70.10 71.87 70.75 17.79 15.84 17.08  12.10  12.29 12.17

Nawanshahr  Banga 0.00 0.00 0.00 0.00 0.00 0.00  0.00  0.00 0.00

Patiala  Smana 0.00 0.00 0.00 0.00 0.00 0.00  0.00  0.00 0.00

Ropar  A.Sahib 62.60 63.43 62.89 16.80 23.13 19.01  20.60  13.43 18.10

Sangrur  Sunam 0.00 0.00 0.00 0.00 0.00 0.00  0.00  0.00 0.00

Taran Taran  Bhikhiwind 95.47 95.25 95.40 2.35 2.21 2.30  2.17  2.54 2.30

Source: DISE, New Delhi 2008-09 

Note: Zero represent no private schools 

 

 

 

 

 

 



                                                 Table-5  

Block wise Gender Parity Index at Primary and Upper Primary stage of education in 

Government, Private and Local bodies schools, 2008-09 

  
  

Gender Parity Index at Primary level of 
Schools 
  
  

Gender Parity Index at 
Upper‐Primary level of 
Schools 
 

District  Block  Government
Private 
aided 

Local 
bodies  Government 

Private 
aided 

Amritsar  Tarsika  0.92 0.70 NLBS 0.93  0.69

Barnala  Mehal Kalan  0.86      0  0.82 0.86  0

Bathinda  Rampura  0.81 0.53 0.91 0.85  0.49

F.Sahib  Khera  0.85 NPS 0.9 0.79  0

Faridkot  Kotkapura  0.93 0.65 0.88 0.84  0.65

Firozpur  Guruharshai  0.93 0.51 0.86 0.88  0.47

Gurdaspur  Gurdaspur  0.91 0.66 0 0.95  0.67

Hoshiarpur  Tanda  0.86 0.70 0.67 0.88  0.71

Jalandhar  Shahkot  0.89 0 0.86 0.95  0

Kapurthala  Sultanpur L  0.78 0 0.87 0.77  0

Ludhiana  Sidwan Bate  0.90 0.67 0.82 0.77  0.67

Mansa  Budhlada  0.85 0.54 0 0.83  0.54

Moga  Dharmkot  0.86 0.62 0.89 0.85  0.62

Mohali  Kharar  0.90 0.6 0.93 0.96  0.61

Muktsar  Lambi  1.03 0.58 0.83 0.84  0.58

Nawanshahr  Banga  0.82 0 0.84 0.96  0

Patiala  Smana  0.93 0 0.87 0.79  0

Ropar  A.Sahib  0.95 0.56 0.95 0.94  0.54

Sangrur  Sunam  0.90 0 0 0.86  0

Taran Taran  Bhikhiwind  0.87 0.55 1.04 0.7  0.55

Source: SSA,Chandigarh and DISE 2008-09,New Delhi 
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Abstract 
 

 
Study abroad programs for Japanese university students normally emphasize 
classroom-based foreign language training, with English as the most 
commonly studied language. However, the value and effectiveness of such 
short-term language programs--typically two to four weeks in length--is 
questionable, as even minor gains in proficiency are rare given the limited 
period of study.  
 
In this paper, the author reports on an alternative type of study abroad 
program that was designed and developed for English language majors at 
Matsuyama University, a private, liberal arts school in Matsuyama City, 
Ehime Prefecture, Japan. The Hawaiian Studies and Service Learning 
Program is an experiential two-week study abroad program based at the 
University of Hawai’i at Manoa. Students are initially introduced to 
traditional Hawaiian culture and modern Hawaiian society through 
interactive, content-based lessons offered by UH faculty members. They then 
gain direct knowledge of the culture by participating in hands-on workshops 
focusing on traditional practices such as lei making, Hawaiian dance, art and 
music, taro farming, etc. Students also receive training in service learning, 
first through exposure to pertinent social and environmental issues in 
Hawai’i, and then through participation in a set of related service learning 
projects on O’ahu. These experiences have included work with at-risk 
children in after-school programs, visits to a center for the mentally and 
physically challenged, and maintenance of a Hawaiian heiau, or ancient place 
of worship. Throughout the program, and particularly during the service 
learning portion, students engage in reflective activities that help them to 
absorb and assimilate their learning experiences.    
 
In order to assess students’ attitudes toward their participation in this 
program, the author distributed pre and post-trip questionnaires and 
conducted interviews with individual participants. Results of these measures 
showed that students felt that the primary benefit of their experience was 



personal growth and change due to the challenging and personal nature of 
the program. They also reported an increased awareness of the need to 
develop their capacity for communication in English. The author discusses 
the implications of these findings and offers suggestions for designing similar 
programs for university students both in and outside of Japan.   
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Daily Physical Activity in the Ontario Context:  Program Fidelity and the 
Erosion of Teacher Candidates’ Daily Physical Activity Teaching Self-

Efficacy Beliefs 
 

In 2005, the Ontario (Canada) provincial government introduced the Daily 
Physical Activity (DPA) policy/memorandum. It was mandated that all students, 
in publicly funded elementary schools, would receive 20 minutes of physical 
activity during instructional time in addition to regularly scheduled health and 
physical education (HPE) classes.  With DPA as part of the mandated provincial 
education programming, physical education teacher education faculty must 
provide instruction, training, and experiences that capably prepare elementary 
teacher candidates to deliver effective DPA/HPE programming.  The purpose of 
this quantitative longitudinal study was to describe and analyze changes in teacher 
candidates’ DPA teaching self-efficacy beliefs during a mandatory teacher 
education practicum. In one southwestern Ontario faculty of education, teacher 
candidates’   self-efficacy beliefs were repeatedly measured utilizing a pre- and 
postpracticum questionnaire. One hundred and twenty-eight teacher candidates 
had complete data.  Descriptive and inferential data analyses revealed evidence of 
significant relationships between practicum school DPA program fidelity, 
demographic factors, and a decline in teacher candidates’ self-efficacy beliefs 
associated with DPA. The results add to the scant empirical evidence examining 
DPA in the Ontario context.  The discussion addresses the implications for policy 
makers, teacher educators, teachers, and elementary students in Ontario. 
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Abstract 
 
This study shares experience and expertise of a school evaluation model, adopted by some school 
districts in Alberta (Canada), including the Rocky View School Division,  and is designed to assist 
schools in identifying improvement opportunities.  The distinctive feature of this model that 
could be of value to other school districts and schools is that it can be easily adopted and applied 
by virtually any school, since it may use the data that are already collected and resources that are 
already available in districts and schools.  At the same time, the model endeavours to draw on 
external expertise for collecting additional evidence and bringing fresh insights and ideas into the 
school improvement practices. 

 

The view expressed is this paper are those of the authors and not necessarily their employing organization. 
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Introduction 

In 2007, Rocky View Schools launched a project with the Alberta Department of Education called 
Value Added School Review (VASR).  The purpose of a VASR is to bring an external perspective to 
expand the school’s self-assessment and through supplemental, primarily system-based 
expertise, contribute to the process of continuous school improvement.  An intended outcome of 
a VASR is confirmation and /or improvement of the set of measures and related analytical 
processes for internal school study focused on improvement of teaching and learning.  These 
measures add value to both qualitative and quantitative data-driven approaches to decision-
making that are key components of the internal review and on-going school development 
planning. 

The VASR model works best when it is focused purposefully on students and the student learning 
outcomes as defined in the Alberta Department of Education’s Guide to Education 
http://education.alberta.ca/media/6542444/guidetoed_2011-2012.pdf and the Programs of 
Study http://education.alberta.ca/teachers/program.aspx.  The model accommodates individual 
perspectives under the general intention that an external team (individuals external to the 
school) is assembled to provide value-added analysis. However,  it also is desirable to include 
team members from outside the school division to enhance objectivity and stimulate fresh insight 
relative to the unique contextual issues identified for the school. 

The Value Added Review external team is made up of individuals that can bring a range of 
expertise and understanding to the multiple roles and responsibilities within the school and at 
the district level that reflect an emphasis upon the continuous improvement philosophy evident 
within Rocky View Schools 2011-14 Three-Year Education Plan http://www.rockyview.ab.ca/3yp.  
Key principles underlying the Rocky View Education Plan include transformational leadership, 
transparent accountability, on-going critical reflection supported with rich data, implementation 
of a state of the art learning model linked to 21st. century learning outcomes and active 
professional development supported by active and dynamic Communities of Practice. 

The VASR process needs to be balanced with internal school resources and to guard against being 
too lengthy and intrusive in relation to the ongoing operation of the school.  The project strives to 
verify key findings but not replicate or conduct data collection that schools may have already 
completed.  Value-added analysis of existing data, however, may be a function of a VASR. 

The VASR is distinctive in the following ways: 

• It is designed to include information gathered from a wide range of sources such as: 
community demographics and economic data, school-level measures that are not formally 

http://education.alberta.ca/media/6542444/guidetoed_2011-2012.pdf�
http://education.alberta.ca/teachers/program.aspx�
http://www.rockyview.ab.ca/3yp�
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required for existing reporting, and qualitative feedback from staff, students and parents, 
gathered through focus group discussions,  interviews and/or surveys. 

 
• It is designed to be used in any school, regardless of its Accountability Pillar results, including 

high-performing schools (to analyze why a school is high-performing and if other schools in 
the jurisdiction might benefit from the knowledge).  Accountability Pillar data is collected, 
analyzed and publicly reported by all funded schools and school jurisdictions in Alberta.  For a 
detailed description of the Alberta Accountability pillar see 
http://education.alberta.ca/admin/funding/accountability/works.aspx.   

 
• It is organized around a central research question developed by school leaders in consultation 

with other members of the school educational community. 
 
• It involves key data review by both an external team consisting of individuals from the wider 

community in which the school operates and an internal team consisting of school and 
authority staff. 

 
• It is designed to include, as one of its most distinctive features, an examination of the 

citizenship and character dimensions of a school. 
 
• Given its focus on school-level outcomes, it does not include specific or direct examination of 

classroom instructional practices, but may point to the opportunity or need for internal 
review of program delivery in specific subject areas. 

 
The model is based on two underlying principles that: (1) improvement in student outcomes 
occurs at the school level, and (2) schools are best placed to determine the needs of their 
students and identify appropriate programs and strategies to address these needs. 

Expected Outcomes and Benefits of  a VASR 
 
The primary outcome of using the VASR process is the development of evidence-based findings 
and recommendations for change to school policies, procedures and programs that support 
student learning outcomes.   

The particular power of the model is the relative objectivity of people bringing an outside 
perspective to the review enables them to make observations that may not be visible or tenable 
to those within the school.  Recommendations made by a thoughtfully chosen group of external 
reviewers may be seen by school staff, students and parents to be more impartial or unbiased 
than those developed internally.  

http://education.alberta.ca/admin/funding/accountability/works.aspx�
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Schools and authorities using the VASR process can expect to confirm and/or enhance their 
processes for understanding the factors that contribute to improved student learning and 
growth.  

How VSR Works 
 
The VSR model consists of several key components: 

• Internal review team  
• External review team 
• School profile 
• Central research question 
• Focus group discussions/interviews 
• Summary Report/Synopsis 
• Action plan and follow-up via the school’s accountability processes 

Time Scope 
 
From project initiation to the completion of the final summary report, the VASR process can be 
expected to take between three and six months.  Within this time frame there may be periods 
when there is no activity, since the on-site work related particularly to focus groups and 
interviews needs to be scheduled at a time that is convenient and minimally disruptive for the 
school.  Follow-up activities based on the VASR summary report are subsequently captured in the 
school education plan and can roll out over a period of years depending on the complexity of the 
summary report recommendations. 

Value Added School Reviews to Date 

Three VASR projects have been completed to date in Rocky View Schools with a fourth planned 
for the 2011-12 school year.  To provide some insight into the content and outcomes from each 
completed VASR summary report the recommendations from each VASR are defined below.  
Copies of complete VASR reports can be obtained by contacting the authors of this paper. 

Meadowbrook Middle School - 2008 

 Recommendations 

1. Shared responsibility/shared leadership are concepts that should be reinforced for 
staff Team Building and working together for students. 

2. Improve the communication opportunities in the school so all staff (support and 
professional) may receive the same messages at the same time. 
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3. The principal and the assistant principal need to be seen as a unit. Leadership by 
the administration team needs to be visible to all staff, students and parents. 

4. A model of shared leadership facilitated by a well coordinated administrative team 
should be developed in the school so that staff knowledge and expertise energize 
the school. 

5. Investigate a ‘character education’ and ‘personal development’ focus within the 
school. What virtues would Meadowbrook School want to be the foundation of 
their beliefs since their beliefs drive their practice? 

6. Review the behaviour support plan in the school, including the supports available 
from central office, so that all staff are aware of the steps needed to support 
students who experience behavioural issues. 

 
Bow Valley High School - 2009 

 Recommendations 

1. Rocky View Schools administration should facilitate a community-based 
consideration of the pros and cons of establishing an open campus concept 
between the Bow Valley High School (BVHS) and Cochrane High School.  A central 
premise of this activity is that each school should capitalize on its program 
strengths and students should have equal and equitable access to programs of 
interest regardless of their residence location in Cochrane and area. 

2. BVHS administration should, as it moves forward with implementation of the new 
Career and Technology Studies (CTS) pathways-based curriculum over the next 
two years, build upon the networks and contacts with post-secondary institutions 
that were explored via the VASR process to identify potential articulation 
agreements.  Such agreements hold considerable potential for capitalizing on 
existing program strengths at BVHS. 

3. BVHS administration should consider creating a more formal student advisory 
council with elected student representatives or other more flexible means to 
provide on-going, value-added input to the school planning and reporting 
processes. 

4. Rocky View School Division should provide more support to BVHS to improve the 
visibility and presence of the school in the Cochrane community.  PR support 
should be provided from the central office staff to assist with a school marketing 
plan, including signage on the highway indicating the location of the school. 

5. BVHS administration should consider student and parent focus group input 
regarding perceptions of specific program quality in prioritizing program 
evaluation/review plans. 
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Banded Peak School – 2011 

 Recommendations 

1.  Query staff as to how colleagues, administration and Education Centre personnel 
could recognize improvement and results in a meaningful way. 

2.   Highlight the unique montane setting of the school (see 
http://en.wikipedia.org/wiki/Montane_Cordillera_Ecozone_(CEC) ) on the school 
website.  For example, more aggressively pursue the inclusion of the “Back 40” 
forest reserve in teaching and learning at Banded Peak School and consider 
potential partnerships with conservation and/or granting agencies. 

3. Continue to strengthen and 'grow' the connections and relationships that have 
been established with Bragg Creek Chamber of Commerce, Bragg Creek Community 
Association, and geographical neighbors and explore other partnerships to better 
utilize resources within the catchment area. 

4.  School strengths need to be more visible and accessible to the community.  Better 
utilization of the school website also  should be considered to highlight the 
school’s strengths. 

5.  Explore ways to ‘broadcast’ student voice regarding Banded Peak (e.g., . video on 
website, captions and pictures created by students in the broadcast televisions in 
school hallways). 

6.   Develop and implement a multi-faceted  re-branding strategy for Banded Peak 
with assistance from Education Centre public relations staff to address the 
observations noted in points 2-5 above. 

In conjunction with Education Centre staff, develop promotional materials to 
better market the school’s strengths including the focus on 2lst Century learning 
outcomes and distribute them among community members and businesses, 
visitors to the school and via iMovie on the school website. 

7.   Continue to work closely with the central administration and Support Services to 
document needs and support required to meet the student needs in a multi-level 
school, and secure a level of service that addresses the needs within the current 
funding context. 

http://en.wikipedia.org/wiki/Montane_Cordillera_Ecozone_(CEC)�
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Continue to allocate funds from the school budget for Individual Program Plan 
development meetings and for meetings with ‘wrap around’ service personnel to 
build staff capacity around meeting needs in the classroom setting. 

Continue to build the literacy program throughout the grades. 

8.   Become clearer in how the combined grades/curriculum is organized so that 
students are challenged at their own level and in how the results of Provincial 
Achievement Tests (PATs) are addressed. 

Communicate articulation of approach by grade teams on the school website. 

Continue to develop strong collaborative grade teams and provide opportunities 
for cross-grade team dialogue. 

9.   During a single year, the Professional Learning Committee should focus on the 
continuum of learner outcomes in one subject area as teachers develop plans 
focusing on enduring understandings and essential questions.  The following year, 
focus on another subject area while monitoring the results achieved. 

10.   Banded Peak staff should continue to engage in the Understanding by Design 
(UbD) planning process which incorporates project-based and authentic learning 
activities. 

Work with the staff of the Education Centre Learning Department to further 
explore option offerings, including  on-line learning, video conferencing, future 
Infrastructure Maintenance Renewal (IMR) funding to reinstate wood-working 
program, or options supporting school re-branding and the unique setting of the 
school and community human resources. 

 

Observed School Results 

In this section we consider school performance in the post-VASR context by looking at each 
school’s Accountability Pillar report provided by the Alberta Department of Education.  These 
reports are based on a combination of student academic achievement and parent, student and 
teacher survey measures.  The reports provided below were updated in the spring of 2011 with 
new survey data, but cannot be updated with the most recent provincial achievement tests and 
diploma exams data until the fall.  Consequently the reports should be considered interim and 
will be updated in this paper prior to the HICE conference.  A limitation of the provincial survey 
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data shown in the reports is that these data were collected only from Grades 4, 7 and 10 parents 
and students, therefore the numbers of surveyed parents and students are relatively small.  
Nevertheless, these reports, in conjunction with additional survey data collected by the School 
Division do provide comprehensive  insights into the schools’ performance and related strengths 
and challenges.  

The figures reproduced below indicate that two of the three featured schools (Figures 1 and 2) 
are performing at high levels.  As far as a relatively lower performing school in Figure 3 is 
concerned, the supplementary data in Figure 4 based on a much broader set of school division 
administered surveys indicate improvement.  Taken together, Figures 1-4 demonstrate that all of 
the three schools that participated in a VASR are on an improvement trajectory.   
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Figure 1 
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Figure 2 
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Figure 3 
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Figure 4 - RVS Surveys - Meadow Brook School 
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Conclusion 
In each of the Rocky View schools that experienced a Value Added School Review central 
administration works with school administration to identify strategies to address the 
recommendations outlined in  the resultant reports.  These strategies are typically incorporated 
in the schools’ Three Year Education Plans, thus creating a seamless and continuing process for 
school improvement within the context of the Alberta accountability and school improvement 
model. 

A strategy is being implemented that will further develop the capacity of Rocky View Schools 
current and future school and central office administrators to utilize data informed decision 
making.  Additional strategies are being developed that will make it possible to expand the 
number of district-based individuals who will have the capability to lead a Value Added School 
Review.   

One of the main strengths of the VASR model is its flexibility.  It allows a school to explore in-
depth the answers to a school-specific question using extensive data, conversations within the 
school and connections with the broader community.  The ability to tailor the model to each 
school is critical in providing a customized tool that allows information to be collected in a 
manner that may not otherwise be available.  The success of a VASR depends on the 
collaboration of school and authority administrators, teachers, support staff, students and 
parents with a review team led by one or more knowledgeable individuals who are not actively 
involved in the day-to-day operation of the school.  The evidence emanating from the three 
schools that participated in a VASR suggest the evolving collaboration is indeed present and 
continues to contribute to on-going school improvement. 
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Introduction 

 
A comprehensive, holistic and balanced Student Information System (SIS)/data base is being 
developed to enhance school and system student diagnostics and support educational leadership and 
action research focused on achieving higher degrees of student success. 

Educational research has evolved to the point where it is generally recognized that the following 
points hold true. 

 Educational excellence requires transparent and open education systems that use data and 
evidence to build partnerships with students, parents and communities in moving schools to 
higher performance.  “We could know on the second day of kindergarten who is at risk of 
becoming a struggling reader, but we typically do nothing with this information” (Allington, 
2011, p.41). 

 Balanced student assessment premised on formative assessment linked to effective teaching 
methods and appropriate summative assessment with active feedback to students, teachers 
and parents are key to effective pedagogy (Black and Wiliam, 1998). 

 Contextually sensitive and comprehensive student data and evidence-informed decision-
making are central components of effective school leadership. “The methodological concerns 
with the evidence underline the importance of local assessment of the effectiveness, and 
implementation quality, of any reading interventions that are undertaken in schools” (Parrilla, 
McQuarrie, Klassen, Georgiou & Odishaw, 2010, p.66). 

 Organizational efficacy is enhanced through proactive and transparent school and system 
response to Accountability Pillar results.  (Buzick and Cahalan-Laitusis, 2010). 

 Schools need rich data to make well-informed decisions, not only about what is working or 
not working, but also to identify specific strategies premised on a full and balanced picture of 
students, including their learning needs, aspirations, abilities, attitudes and interests.  “To 
foster school cultures of creativity and ingenuity in Alberta we must build on the strength of 
an already strong teacher force by supporting ongoing school-based research and innovation, 
and continually pushing the limits of sound teaching practice, curriculum design and school 
development.” (Couture, 2011, p. 38). 

 Supplemental student achievement data is readily available by tapping into a rich source of 
data, the classroom assessments that are compiled throughout the school year.  Incorporating 
classroom-based achievement data into a comprehensive student database can open doors to 
greater teacher ownership of student achievement improvement strategies by adding 
relevance and deeper meaning to this data source. (Burger,  Nadirova, &  Besenski, 2011). 

 Classroom assessment should be based on a balance between formative and summative as 
well as criterion-referenced and normative-referenced assessments, but the bulk of 
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classroom assessment should be formative, criterion-referenced and authentic.  (Burger & 
Krueger, 2003). 

 Emerging assessment technologies should be incorporated into student assessment practices 
in order to advance efficacy and establish meaningful and useful linkages to ongoing 
classroom-based assessment, including: 

o Ability or IQ tests can be group administered such as the Canadian Test 
Centre’s Insight http://www.canadiantestcentre.com/insight/insight.asp , but 
are less reliable than individually administered and more costly tests such as 
the Wechsler Scales (WISC-III, WPPSI-R); however, can provide useful 
information regarding whether student cohorts are achieving to their potential. 

o Aptitude tests are less widely recognized and used, but provide useful 
information on what programs may best fit a student in high school or post-
secondary learning.  The Differential Aptitude Test (DAT) is a good example 
http://www.creativeorgdesign.com/tests_page.htm?id=84. 

o Attitude assessment is an emerging field and recent instrument development 
in Canada include the Student Orientation to School Questionnaire (SOS-Q) 
http://www.etscanada.ca/afl/sosprogram  and the Tell Them From Me 
instrument http://www.thelearningbar.com/about.php  Attitude linked to 
student motivation clearly effects student achievement so diagnostically 
assessing and acting on student attitude at the individual and/or cohort levels 
can significantly support student achievement. 

o Instruments that measure student interests, such as the Safran Student’s 
Interest Inventory http://career.nelson.com/ceg/safran.html provide 
information that give insight into what turns students on to learning.  When 
linked to attitude and aptitude assessment,  information on a student’s interests 
can enable teachers/counselors to evolve a very refined picture of how to 
optimize education programs to maximize student success.  

 

Current Situation 
 

  Education to too important to leave to chance and primarily intuitive ways of 
programming for students.   

 While teachers know their students best through the day to day interaction in the 
classroom, primarily intuitive and informal ways of knowing students has its 
limitations that can be supported and enhanced with more formal assessments and 
specialized and articulated information. 

 

 
 
 

http://www.canadiantestcentre.com/insight/insight.asp�
http://www.creativeorgdesign.com/tests_page.htm?id=84�
http://www.etscanada.ca/afl/sosprogram�
http://www.thelearningbar.com/about.php�
http://career.nelson.com/ceg/safran.html�
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Next Steps 
 

 Similar to the way that qualitative and quantitative research methods are merging to 
form more practical and effective ways of understanding and conducting education 
research, intuitive and more formalized approaches to measuring the full range of 
student approaches to learning is being developed and applied by Rocky View 
Schools.   

 Outcome 4.2 in Rocky View School’s 2011-14 Three Year Education Plan is to “Accelerate 
innovation, research, and organizational development to achieve operational efficiencies.”  A 
key strategy to achieve this desired outcome is, “Develop a system-wide, balanced, and 
integrated student information system that supports instant diagnostics of individual student 
achievement, as well as aggregated data at the classroom, school, and jurisdictional levels.”  
Comprehensive and balanced student information systems will provide crucial information at 
both the individual and system levels in ways that we have hardly begun to imagine.   

 RVS is investing in developing a comprehensive, holistic and balanced student data 
system. 

 Staff capacity will be developed further to make maximum use of such rich 
information.  Figure 1 presents the RVS Learning Model that is grounded in a 
stronger application of data informed decision-making at all levels of the 
organization. 

 RVS will continue to develop standard report card formats for grade divisions 1 
through 4 to support standard classroom achievement data input to the SIS. 

 Table 1 defines tentative content, timelines and estimated costs of system-wide 
student data collection that will be housed in the new SIS hosted by the Power School 
platform http://www.pearsonschoolsystems.com/products/powerschool/. 

http://www.pearsonschoolsystems.com/products/powerschool/�
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Figure 1 
RVS Professional Learning Model Principles and Diagram: 
 

1. Research and data-informed critical reflection play a significant role in establishing high 
quality professional learning and professional practice. 

2. School based collaborative and collective inquiry aligned with jurisdictional and provincial 
priorities is the most meaningful and effective professional learning. 

3. Professional learning is job embedded with collaborative opportunities for guided 
conversation and co-creation of innovative practice. 

4. Effective professional learning involves the continual transformation of practice to enhance 
knowledge, skills, attributes and competencies.  

5. As architects and designers of lifelong learning, there is individual and shared responsibility 
for engaging in systemic, professional growth. 

6. Professional learning is personalized, generative and focused on the actualization of 
exemplary practice in the learning environment. 

7. Organizational learning is ongoing, supported and fully integrated into Rocky View Schools’ 
culture.   

8. High quality professional learning and transformational leadership are integral to sustainable 
school and system improvement. 
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Table 1 
Potential Components of the Rocky View Schools Student Information System 

              
Grade Time Line Cost Measure – Instrument 
 (date available) (estimated per student) 
 

ECS – 
K 

June Internal Early Development Instrument (EDI) Measure 
http://education.alberta.ca/admin/ecs/ecd.aspx  

One June Internal Report card marks/GLA 
Two October  

 
June 

$5.50 
 
Internal 

Canadian Achievement Test 4 – Level 11 
http://www.canadiantestcentre.com/CAT4/CAT4.asp  
Report card marks/GLA 

Three June Internal Report card marks/GLA 
Four September  

October 
 
June 

Internal 
$2.57 
 
Internal 

Provincial Achievement Tests-3 
Student Orientation to School –Questionnaire 
http://www.etscanada.ca/afl/sosprogram  
Report card marks/GLA 

Five October 
 
June 

$11.00 
 
Internal 

CTC – Insight Level 2 
http://www.canadiantestcentre.com/insight/insight.asp  
Report card marks/GLA 

Six June  Internal Report card marks/GLA 
Seven September 

October 
June 

Internal 
$2.57 
Internal 

Provincial Achievement Tests-6 
Student Orientation to School-Questionnaire 
Report card marks/GLA 

Eight June Internal Report card marks/GLA 
Nine November 

 
June 

$8.00 
 
Internal 

Differential Aptitude Test (DAT) 
http://www.creativeorgdesign.com/tests_page.htm?id=84 
Report card marks/GLA 

Ten September 
October 
June 

Internal 
$2.57 
Internal 

Provincial Achievement Tests-9 
Student Orientation to School -Questionnaire 
Course marks 

Eleven October 
June 

$2.50 
Internal 

Safran Interest Inventory 
Course marks 

Twelve June 
October 
September 

Internal 
TBD 
Internal 

Course marks 
Tell Them From Me - Questionnaire 
Diploma exam marks 

Total estimated cost 
per student – all Grades 

 
$32.21 

 

 
 

http://education.alberta.ca/admin/ecs/ecd.aspx�
http://www.canadiantestcentre.com/CAT4/CAT4.asp�
http://www.etscanada.ca/afl/sosprogram�
http://www.canadiantestcentre.com/insight/insight.asp�
http://www.creativeorgdesign.com/tests_page.htm?id=84�
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Benefits 
 

• Rich information and data are available for improved student diagnostics and evidence 
informed decision-making and educational leadership at the school and Division levels. 

• Nested (school and system) leadership for school improvement is supported with better 
empirical evidence. 

• New Student Information System technology (Power School) is enriched with multiple types 
of information on multiple student factors that influence student achievement. 

• Student Information System training is more effective and meaningful with more holistic,  
relational data that provides broader insight into optimal student programming. 

• Enriched student data supports diagnosis of student strengths and weaknesses and helps 
ensure students’ needs are better met and students do not “fall through the cracks.” 

• Educational research is better supported with contextually relevant, relational data. 
 
 
Conclusion 
 
This Work in Progress report on the development and implementation of a cutting edge student 
information system represents a key opportunity to generate discussion and feedback on the 
strategically crucial area of educational measurement and evaluation.  Rocky View School’s staff  
are looking forward to interacting with a network of like minded educators who recognize the value 
of student information systems empowered by emerging technologies as a means to effecting 
optimal levels of student growth and achievement. 
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Abstract 
 

Populations of minority students the United States have increased steadily over the past 

few decades to 42 percent of public school enrollment (Echevarria, 2011). English language 

learners (ELLs) are the fastest growing population of students enrolled in public school across 

the United States. California alone has 1.5 million ELLs attending public schools.  During the 

2007-2008 academic year only 11 states met their accountability goals for ELL students under 

the No Child Left Behind Act (Zehr, 2011).  If an ELLs speaks English with difficulty, 82 

percent will not graduate from high school. A recent Texas study reported that 80 percent of 

ELLs did not graduate from high school (Echevarria, and Short, 2010).  

The gap in academic achievement between Caucasian students and those from culturally 

and linguistically diverse groups has widened primarily because many teachers are under 

prepared to make content comprehensible for ELLs or to teach initial or content-area literacy to a 

forgotten population of secondary ELLs (Echavarria and Short, 2010). The result is that ELLs 

enrolled in middle and high schools have become long term ELLs, who’s specific learning needs 

for success in school are largely, ignored thus creating an ELL underachieving group (Olsen, 

2010). The question posed in this article remains, What specific skills, knowledge, and strategies 

do teachers need to know and be able to do to provide ELLs with, (a) systematic language 

development, (b) academic literacy skills, (c) successful experiences in mainstream classes, (d) 
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the ability to comprehend content standards, and (d) pass standardized assessments in their 

second language? 

Key Words:  Language Acquisition, English Learners, California English Language 
Development Test, English Language Development Classes, English Language Proficiency, 
Specifically Designed Academic Instruction in English, Sheltered instruction, Sheltered 
Instruction Observational Protocol,   

 

Introduction 

In the United States, the fastest growing public school populations are the ELLs who 

account for 42 percent of the total number of students enrolled in public schools in the United 

States. Nationally, students from linguistically and diverse groups continue to fall behind 

Caucasian students in academic achievement in middle and secondary schools, particularly in 

reading and mathematics (Echevarria, 2008; Echevarria, Vogt and Short, 2008). The reason is 

that most studies of ELLs have found that many teachers are underprepared to design and adapt 

lessons and assessments to make academic content comprehensible to ELLs. Additionally, few 

teachers are prepared by education or training to teach initial literacy or content-area literacy to 

secondary ELLs in reading, mathematics or science. The result is that schools have continued to 

create a permanent segregated under class of students who speak a primary language other than 

English (Echevarria, 2008). By classification, ELLs are not English proficient.  

The Status of Teaching English Learners In The United States 
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There are relatively few teachers, in the United States, who are prepared with the know 

how or inclination to spend four to seven years teaching ELLs to reach average English 

proficiency levels. Many urban school districts are struggling to staff highly qualified teachers 

under No Child Left Behind (NCLB) guidelines. In California, districts continue to lay off 

teachers in unprecedented numbers in an attempt to balance already tight state and district 

budgets.   

Recently, thirty-two states reported that during the 2004-2006 academic years, 

mathematics standardized test score gaps between limited English proficient (LEP) and English 

speaking students increased to 21 percent. The percentage of LEP students failing to score at or  

4above the proficient level for mathematics averaged 74 percent in 2004-2005, and 63 percent in 

2005-2006 (Pinkos, 2008). 

State and national political rhetoric about teaching ELLs has shifted from general 

discussions of statements of what constitutes highly qualified and effective teaching to what 

teachers should know and be able to do to effectively assist ELLs to reach English proficiency. 

This discussion has escalated during the past few years led by the most intensive development of 

educational reform policies in American history intended to address issues of teacher quality 

(White, M. E., Makkonen, R., and Stewart, K. B. (2009). 

National panel reports on the status of teacher credential programs recommend 

performance standards for teacher credential programs including program standards for teaching 



5 

 

ELLs. A landmark study by Ferguson in 1991, supplied data that supported the notion that 

teacher’s experience-as measured by scores on a licensing examination, master’s degrees, and 

experience-accounted for about 40 percent of the measured variance in student reading and 

mathematics in grades 1-11. The Ferguson study asserted that after controlling for economic 

status, the large disparities in achievement between black and white students were almost 

entirely accounted for by differences in the qualifications of their teachers (Ferguson, 1991).  

The idea of connecting that what teachers know and can to positively effects student 

achievement continues to be fueled by recommendations of the National Board for Professional 

Teaching Standards (NBPTS), the Interstate New Teacher Assessment and Support Consortium 

(INTASC), and the performance-based standards of the National Council for Accreditation of 

Teacher Education (NCATE, 2009; Hitz, 2008). This paper discusses the urgent need for using 

data and a new research based teaching protocol for teaching ELLs. 

 

 

Body 

Contextual Factors of Second Language Learning 

 Walqui (2000) contends that there are several contextual factors that can hinder or 

support secondary language development considered from the perspective of the language, the 

learner, and the learning process. Contextual language factors include (a) the linguistic distance 
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between the two languages, (b) students' level of proficiency in the native language, (c) student 

knowledge of their second language, (d) the dialect of the native language spoken by the students 

(i.e., whether it is standard or nonstandard), (e) the relative status of the students' language in the 

community, and (d) prevailing societal attitudes toward the students' native language.  Learner 

contextual factors include whether the learner comes from diverse backgrounds and/or have 

diverse needs and goals. Second, with adolescent language learners, factors such as peer 

pressure, the presence of role models, and the level of home support can strongly affect the 

desire and ability to learn a second language. The learning process is the third contextual factor 

in second language development. Teachers need to know how to distinguish between students 

with different learning styles, realize that intrinsic motivation aids learning, and that the quality 

of classroom interaction may determine student success in second language acquisition. It 

follows that social and cultural contexts of second language acquisition have a large impact on 

second language learning, especially for immigrant students. (Walqui, 2003-2004). 

Metacognitive Factors Affecting Second Language Acquisition 

Metacognitive factors refer to the combination of various intentional thinking and 

reflective processes. Metacognitive factors can be grouped into five primary components: (a) 

preparing and planning for learning, (b) selecting and using learning strategies, (c) monitoring 

strategy use, (d) orchestrating various strategies, and (e) reflecting and evaluating strategy use 
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and learning. Metacognitive factors translate into teacher modeling strategies in all five areas 

before, during, and after for lesson design. To support and increase a students’ English 

proficiency, teachers should know individual student level of English comprehension a student 

has, what students can accomplish within their level of comprehension, and what teachers need 

to do to assist ELLs comprehension. Learning occurs in context, is active, social, and reflective. 

(Anderson, N. & Driscol M. P., CDE, 2011).   

Teaching English Language Learners  

Over the past two decades many research findings and reports have focused on the 

relationship between student achievement and teacher skills. Researchers connect what teachers 

know and are able to do academically and pedagogically and maintain this connection is crucial 

to what students learn (Darling-Hammond, 1997; Darling-Hammond & Bell 1997; Darling-

Hammond, 2008, and Honavar, 2008). Several national projects including the five core 

propositions of the National Board for Professional Teaching Standards, Teaching Performance 

Expectations of individual State Departments of Education and the Common Core State 

Standards Initiative, illustrate that notion that rigorous standards are necessary for the success of 

ELLs. (National Governors Association, Chief State School Officers and Achieve, 2008, and 

CTC, 2010). 

Through authorization of the Higher Education Act, Congress imposed reporting 

regulations on all schools and colleges of education through Title II in an attempt to ensure the 
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quality of teacher preparation programs including teaching of ELLs. Using data from the Title II 

requirements, the U.S. Department of Education issued a report titled, “Meeting the Highly 

Qualified Teachers Challenge: The Secretary’s Annual Report on Teacher Quality.” The data 

collected from this report suggested that schools of education and district teacher professional 

development programs were failing to produce highly qualified effective teachers that the NCLB 

Act demands. The report continued to question the value students receive from attending schools 

of education and recommended the implementation of alternative teacher education programs 

that included streamlining teacher certification through alternative routes (Hitz, 2008).  

The responsibility for designing approaches to meet Federal guidelines for teaching ELLs 

rests with each state. The Council of State School Office (CSSO) recommends beginning teacher 

performance testing in the areas of common core content knowledge, teaching knowledge, and 

an assessment of actual teaching similar to the California Teaching Proficiency Assessment 

(CalTPA, 2010, CSSO, 2008, and CTC, 2010). 

The Common Core State Standards continue to remain in discussions of standards based 

teaching and learning reforms for ELLs. The National Governors Association (NGA), the 

CCSSO, and Achieve, 2008, support the need for a professional development programs 

containing new directions for teaching ELLs. (Cochran-Smith and Power, 2010). President 

Obama and Secretary of Education Duncan support overall reform of our education system 

including rigorous new standards and assessment for students coupled with developing a more 
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talented and effective teaching force to teach ELLs. Both the President and Secretary Duncan 

also support traditional teacher education programs based on program data (Obama, 2009). This 

is especially significant when discussing teaching ELLs.  

The Status of English Learners In Public Schools In The United States  

In a study of 41 states, 17 percent of ELLs scored above the state-established norm for 

reading comprehension (Kindler, 2001). While 10 percent of students who spoke English at 

home failed to complete high school, the percentage was three times as high (31%) for language-

minority students who spoke English and five times as high (51%) for  students who spoke 

English with difficulty (National Center for Education Statistics, 2004).   

School districts or district consortia receiving federal-money, reported that 59 percent of 

ELLs achieved their goals including satisfying objectives for progress in English, attainment of 

fluency in English, and demonstration of proficiency on state tests in reading, math and science. 

California ELLs score 29 percent English proficient (Echevarria, 2008, CDE, 2010, Pinkos, 

2008; Zehr, 2010a). Both studies verified previous findings that many middle and secondary 

teachers are underprepared to make content comprehensible for ELLs (Echevarria, 2008). To 

close the achievement gap of ELLs, classroom teachers need additional training to incorporate 

both language and content objectives into their lessons to promote academic literacy. However, 

and most importantly, they need instructional supports based on reliable data that can assist  
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classroom teachers to begin to reduce the achievement gap between ELLs and native English-

speaking students. 

Laura Olsen discusses the plight of ELLs in the public school system: 

“Now, new research sheds light on what happens to English learners over the years 

they spend in school and identifies a large group of Long Term English Learners 

(LTELLs_-students who enroll in the primary grades and ELLs and arrive in secondary 

schools seven or more years later without the English skills needed for academic success 

and having accumulated major academic deficits along the way” (Olsen, 2010, p 30).  

Quality of staffing is a continuing variable as teachers assigned to teach LEP classes 

remains a political issue that is frequently resolved through teacher seniority. Sheltered English 

courses taught using methods to make content accessible to English language learners, as viewed 

by many school districts and teachers as a desirable solution for teaching ELLs, but requires the 

resources of trained teachers and linguistically appropriate materials lacking in most schools. 

Few schools have trained teacher or appropriate materials for this task. The result is that many 

ELLs do not receive the academic language instruction, or classroom teachers skilled in 

academic content of subject pedagogy (Darling-Hammond, 2010). 

The Plight of English Language Learners in California 

Survey data from a study by Californians Together found that English-learners in 

California are largely ignored. Fifty nine percent of English-language learners in middle and 
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secondary schools attending schools for more than six years fail to reach fluent level of English 

proficiency. Survey data also revealed that California middle and secondary school students 

classified, as non-fluent English learners are frequently not placed in an English-language 

developmental program nor receive school curricula and materials designed for ELLs. When 

they do receive help, it has been inconsistent and fragmented (Zehr, 2010a). 

 Every California classroom teacher soon realizes that the complexity of students’ 

learning a new language and context requires more than English as a Second Language (ESL) 

support. Attention to learning English and academic content needs to be the focus in every 

subject area throughout the day (Echevarria, Vogt, and Short, 2008).  

During the past two decades Structured English Immersion (SEI) has been the most 

popular model for teaching ELLs. Structured English Immersion is the most popular model for a 

variety of reasons. First, laws passed in Arizona, California and Massachusetts through voter 

initiatives now requires SEI instruction at the cost of restricting bilingual education. Second, 

most state student performance assessments are conducted in English with schools or districts 

that miss targets facing increased scrutiny with possible state sanctions. Third, a large number of 

ELLs reach an intermediate level of English competence after a few years and then stop making 

progress. This means that they can participate in conversational English but lag in their ability to 

apply the rules, structures and specialized vocabularies of English necessary for grade level 
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coursework. Consequently, these students continue to score well below English proficient on 

state tests in English language arts, mathematics and science (Clark, 2009) 

Applying State Assessments In The Classroom 

In California, to begin the process teaching and assessing  ELLs using state assessments, 

data is collected to support a new instructional and assessment protocol. All newly enrolled 

California students, in grades K-12, whose primary language is not English, must take the 

California English Language Development Test (CELDT) within 30 calendar days after they 

initially enroll in a California public school. The statewide-administered CEDLT test classifies 

ELLs English proficiency by using five language acquisition descriptors and matching teaching 

strategies to the five language acquisition descriptors. California English Language Development 

Test descriptors include beginning, early immediate, intermediate, early advanced and advanced. 

The descriptors also suggest key teaching pedagogy for middle and secondary teachers. To view 

a more detailed description of CELDT descriptors and grade level performance indicators go to 

California Department of Education website(CDE, 2011). 

Based on the results of the CEDLT, ELLs are placed in one of the following programs: 

(1) 48 percent of ELLs are placed in structured English immersion, (2) 33 percent in mainstream 

classes, (3) three percent are placed in mainstream classes by parent request, and (4) 11% are 

placed in alternative programs and other programs. Structured English Immersion (English 

Language mainstream classes where instruction is “overwhelmingly in English.” Mainstreamed 
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English language learners are offered English Language Development (ELD) and other related 

and appropriate educational services.  Such services include the use of Specially Designed 

Academic Instruction in English (SDAIE) strategies, support in their primary language, and 

some instruction in their primary language.  Students who score in the beginning to intermediate 

levels on the CELDT are generally assigned to Structured English Immersion (SEI) programs.  

This program emphasizes English language acquisition with appropriate ELD strategies applied 

on an individual basis.  Structured English Immersion programs typically employ Specially 

Designed Academic Instruction in English (SDAIE) strategies for content instruction and 

primary language support as needed.  Alternative programs such as Dual Language or Two-way 

Immersion are offered if a school has twenty or more students in a grade level who are EL.  

These programs use ELD strategies and must be made available to all students who are identified 

as ELLs.  

Using State Assessments To Drive Instruction   

Sheltered instruction has long been regarded as a logical set of strategies and activities 

that middle and secondary teachers can use to assist students to master intermediate or higher 

proficiency necessary to access grade-level subject matter (Aha!, 2007). In California and other 

states using sheltered instruction, there persists a learning gap in academic achievement between 

Caucasian students and those from culturally and linguistically diverse groups To decrease this 
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learning gap a new systematic research-based protocol is needed for teaching ELLs that is data 

based (Echevarria, Vogt, and Short, 2008).  

The Sheltered Instructional Operational Protocol is currently used in all 50 states, and in 

a number of countries around the world. The SIOP model provides a systematic approach for 

making content accessible and consistently focuses on academic language development. It 

incorporates many features recommended for high quality instruction for all student including 

cooperative learning, reading comprehension strategies, emphasis on the writing process, and 

differentiated instruction. Specifically, the SIOP contains 30 distinct instructional features 

grouped into eight components essential for making content comprehensible for ELs. The eight 

SIOP components are lesson preparation, building background, comprehensible input, lesson 

strategies, student-teacher interaction, student practice and application, lesson delivery and 

review and assessment (Echevarria, 2008; Echeverria & Short, 2010). The SIOP protocol is 

useful for teachers as an observational rating instrument, a lesson and planning delivery system,  

a research tool for measuring level of implementation and fidelity, lesson plan and delivery, and 

as a model for comprehensive district professional development institutes and workshops 

(Echevarria, 2008). Using the eight components of the SIOP framework, Echevarria and Short 

(2010) developed a five step Likert-type scale of measuring student progress for each of the eight 

SIOP components (Echevarria & Short, 2010). The key assessment features include assessment 

of reading and writing ability, graphic support and bolded key words, and text elaboration and 
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simplification that meet assessment design recommendations for ELs. All items vary in range in 

levels of difficulty and include short and extended frequent written student responses. Using the 

SIOP supports building knowledge of content language necessary to answer test questions 

(Echevarria and Short, 2010).  

In 2010, The California Department of Education published a new research-based guide 

for teaching ELLs. The publication is a research-based state guide for teaching ELLs titled, 

Improving education of English learners: Research-based approaches. This publication details 

the SIOP model in detail. 

Additionally, California is currently in the process of offering a new teaching credential 

designed for teachers looking to provide English language development (ELD) at the secondary 

level. The new ELL credential would aim to prepare teachers to teach special ELD classes and 

provide research-based site and district professional development for teachers of ELLs (Zehr, 

2010b). The rationale for this new credential is that while regular English/language arts classes 

typically teach student about literature, ELD classes commonly help students to understand 

different kinds of language used in various content areas while supporting English literacy 

development. When implemented, the new credential will be unique in preparing teachers of 

ELLs in the United States (Zehr, 2010b). 
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Using State Assessment Data To Design Teacher Generated Assessments for English 

Language Learners 

 Teachers of ELLs need to consider several factors when making decisions regarding 

classroom-testing accommodations for ELLs. These factors are not considered guidelines but 

rather provide useful context for assessing ELLs and include language factors, educational 

background, varying degrees of formal schooling in English, varying degrees of exposure to 

standardized testing, and varying degrees of acculturation to the U. S. school system. The 

planning process for assessment development in classrooms with ELLs should include several 

criterion to insure validity. Assessment validity includes: 1) clarity of the test purpose so that 

valid interpretations may be made on the basis of test scores, 2) a precise and clear definition of 

the construct the test is intended to measure, 3) defining the test content and explaining how 

content will be assessed, 4) reviewing state content standards and other documents that provide 

performance standards and other expectations for student achievement, 5) designing assessments 

that will allow multiple opportunities and ways for ELLs to demonstrate what they know, 6) 

develop a careful rationale for weighting individual test items so as not to provide a disadvantage 

to ELLs by assigning greater weight to long answers written in English, 7) acknowledging that 

designing assessment and response forms with large amounts of text make is less likely that 

ELLs will experience assessment success, and 8) the assessment agency designing the 

assessment should supply information about the cultural backgrounds of its test taking 
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populations, including ELLs. (Pitoniak, M.J., John W. Young, Martiniello, M, King, Buteux, A, 

and Ginsburgh 2009)  

Conclusion 

The underachievement of ELLs on both state and national level assessments underscores 

the need for teachers to rely on more than theoretical models of assessments or best practice, or 

implement a few strategies for second language learners. English language learners, for the most 

part, are a forgotten population of non-proficient English proficient students making up more 

than 30 percent of school populations. Teachers need a flexible model of systematic assessment 

combined with teaching protocols upon which to adapt  lesson design to assist ELLs to develop 

academic literacy skills needed for success in mainstream classes, for meeting content standards 

and for passing standardized assessments in their second language. Few people would disagree 

that English language proficiency is necessary for academic success in U.S. schools. The 

Sheltered Instruction Observational Protocol implemented in states with high populations of 

ELLs can form the basis for assisting students to reach intermediate levels of English proficiency 

but whose writing still lags behind grade level standards.  This paper supports the use of the 

CELDT as a database for gathering information regarding a student’s English comprehension. 

This author maintains that when teachers implement the CELDT data by incorporating key 

strategies of the SIOP, for each level of English language acquisition, they will aid ELLs to 

become English proficient. This author maintains that using CELDT language acquisition data 
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and SIOP instructional protocol, new and experienced teachers can make a significant 

contribution in assisting ELLs to achieve intermediate and advanced levels of English language 

acquisition.  
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Philosophical beliefs of Outstanding Junior Kindergarten Teachers 

  The quality and efficacy of kindergarten programs are often associated with the 

teachers’ credentials and education. Gill et al. (2006) investigated how educators’ views affect 

school readiness and transition for young students transitioning from pre‐kindergarten to 

kindergarten.  

Socio‐Economic Status 

  A common theme in the literature identified “at risk” children or children from socially 

vulnerable (i.e., low income) families are perceived to be especially affected by the level of 

instructional quality of the pre‐kindergarten or kindergarten program which they are enrolled 

in. Poverty plays a significant role in determining a student’s success in kindergarten, for  

example students who come from economically disadvantaged families are more likely to be 

retained in kindergarten (Frey, 2005), even though there is an emerging body of knowledge 

suggesting that this practice does not lead to improvements in student achievement (da Costa, 

Gentilini, Maideen, 2011). As Kaplan and Walpole (2005) investigated how kindergarteners 

progress through a proposed six stages of literacy development the first grade, they identified 

poverty as a contributing factor which hindered children’s transition through the six literacy 

stages. It is argued that literacy heavily depends on contextual factors such as familial/caregiver 

interaction with the child, socioeconomic status of the child’s family, the child’s academic 

achievement, and the child’s ethnicity. Kaplan and Walpole (2005) believe that all of these 

contextual factors are entwined with the influences of poverty, thus poverty affects a child’s 

development of literacy skills. In a comparison of reading skills development, Kaplan and 

Walpole (2005) contrast it with the development of language skills by stating that “unlike 



language acquisition, reading acquisition is not natural‐ it depends to a large extent on access 

to appropriate opportunities and instruction in and out of school” (p. 552).  

  There exists a trend in which more affluent parents tend to take part in “academic 

redshirting” (Frey, 2005; Stipek & Byler, 2001). Frey (2005) explains that “given the elimination 

of social promotion policies in many states and the negative outcomes of retention, parents of 

young children are increasingly opting for a third choice‐ delayed entry into kindergarten” and 

this is more common among affluent families because they are less likely to rely on public 

school enrolment for childcare (p. 343). The socioeconomic status of the child’s family also 

serves a role in determining whether he or she has had a preschool experience prior to entering 

kindergarten (Frey, 2005). Given this pre‐school exposure, some students receive more 

preparation for the classroom atmosphere and tend to fare better, academically, than their 

peers whom of which did not receive pre‐kindergarten educational experiences (Taylor, Gibbs, 

& Slate, 2000). 

Research Question. What philosophical beliefs underlying teaching, learning, and 

education in general do outstanding junior kindergarten teachers articulate? 

  Method. In spring of 2011, six junior kindergarten teachers were identified 

reputationally by early learning specialists working in the central offices of two sister school 

jurisdictions in a large urban centre in Alberta. These teachers were individually interviewed for 

60 to 120 minutes by one or two of the authors. A semi‐structured interview guide was used to 

focus the basic discussion with the teachers, however, when teachers made comments that the 

researchers deemed worthy of probing or requiring further clarification, the researchers 



pursued followup questions. Data were qualitative in nature and were explored for emerging 

themes. The beliefs of each of the six teachers will first be articulated. These will then be 

compared and contrasted for common and uncommon themes. 

  Purpose. The central focus of this paper was to explore the contexts and the 

philosophical beliefs leading excellent junior kindergarten teachers to organize and teach in 

ways that best meet the needs of immigrant and socially disadvantaged students.  

Findings 

  An inductive analysis of the data gathered from the six outstanding junior kindergarten 

teachers revealed ten salient themes grounded in the data. These themes were: 

1. Early education as more than preparation for kindergarten – although teachers felt that early 

learning programs better prepare children for making an easier transition into kindergarten, they 

did not make preparation for Kindergarten entry a main focus of the children’s education in the 

early learning programs. Teachers expressed the fact that they do not follow the kindergarten 

program statement when teaching in the early learning program because some components of the 

statement are not appropriate for early learners. Instead, they make efforts to highlight what is 

developmentally appropriate for their students and they make the necessary adjustments which 

are appropriate for their own students. 

 

2. Child‐centred, hands‐on, inquiry‐based learning – all the interview respondents disclosed that the 

ideal kind of learning that should take place in classrooms must be child-centred, hands-on, and 

inquiry-based. This kind of learning allows children to truly become immersed in an active 

process of learning where they are able to formulate their own hypotheses and test their theories 



through play. Most of the teachers shared the belief that when an early learning program is 

structured on an inquiry-based framework, the focus is truly on the children especially since such 

a program will allow children to discover and explore the things that they are interested in and 

thus more child-centred learning can take place. A majority of the interviewees also mentioned 

trying to include as much hands-on learning opportunities as possible in the classroom. 

 

3. Unique individual – another benefit teachers found from basing their learning programs on a 

child-centred approach was that the program is able to better cater to each individual child’s 

developmental needs. For instance, one teacher highlighted the fact that every child has his or her 

own strengths and weaknesses and, so, by having the child become the focus of the education 

program, the program can then help each child develop his or her own weaknesses and improve 

upon his or her strengths. This approach to early learning encourages children and helps facilitate 

their learning by catering to each child as a unique individual having different needs from his or 

her peers. For example, by adopting individual strategies which help English language learners 

become more comfortable in the classroom, they move from, perhaps, lacking self-esteem and 

confidence at the beginning of the school year, but by the end of the year, they shed their shyness 

and become fluent in English. 

 

4. Ethnicity and culture – teachers emphasized the importance of not only recognizing, but 

respecting, each student’s unique ethnic and cultural background. A common value expressed by 

a majority of the teachers interviewed was that students should be encouraged to speak their 

mother tongue. Teachers believe that an essential aspect of a child’s identity is his or her 

language so they encourage parents to promote the child’s first language at home, especially since 

they will have numerous opportunities to develop their English language skills in the classroom. 

One teacher, in particular, believed that by promoting and encouraging families to speak their 



mother tongue at home, their children will develop their English language skills more quickly and 

proficiently. She explained that often teachers assume children’s struggle with developing 

English language skills is associated with English, when, in fact, the problem is associated with 

their first language. They may lack the vocabulary in their first language, which may make it even 

more difficult for them to learn the vocabulary in a second language. This teacher stressed the 

importance of building a strong foundation for students in their mother tongue before they try to 

grasp English as a second language. Teachers believed that parents need to help their children 

preserve their cultural and ethnic identities and help children feel proud of their diverse 

backgrounds. 

 

5. Sense of community and the concept of relationships – several teachers identified relationships 

and the sense of community as the underlying foundation for their teaching philosophies. For 

instance, one teacher specifically explained that the underlying philosophy guiding her planning 

and how she views teaching and learning is based on “your relationship to yourself and to the 

world because we all go into the world.” She focuses on ensuring children are able to relate to 

what they are learning in the classroom and how this connects to the environment outside of the 

classroom.  Another teacher stated that the foundation of her teaching philosophy is structured on 

the significance of relationships. She explained that it is essential children learn how to associate 

themselves with the teacher, the environment, and each other; this, she shared, could occur 

through good teaching strategies. She believed that regardless of one’s training, if one is able to 

facilitate the development of such essential relationships in the classroom, then children are able 

to extend their development beyond the attainment of academic skills and so they can then make 

true progress in learning. The sense of community and relationships is embedded throughout 

teachers’ practices, teaching, and attitudes in the classroom. 

 



6. Development of oral language and social skills – several of the teachers interviewed highlighted 

oral language development combined with the development of relationship skills as the 

foundation on which their early learning program was built. Communication skills are embedded 

in the teachers’ philosophies of educating children. Communication was seen as enabling children 

to form valuable relationships with each other, with teachers, and with their families. When 

teaching a class consisting of students who come from a multitude of different cultural 

backgrounds, many of the students will be at different linguistic levels, given this fact, it is 

essential that oral language development be a key focus both in the early learning program and in 

teachers’ teaching philosophies. To support this belief, many teachers shared was that lesson and 

unit plans incorporate considerable literacy, through the form of books and social play, so that 

children are able to develop linguistic skills through interacting with each other.  

 

7. Role of the Environment – in the classroom, regardless of how students’ needs, skills, and 

development change every year, teachers find themselves constantly endeavouring to create a 

comfortable and safe classroom environment that children are able to explore, investigate, and 

socialize in. One teacher, specifically, spoke about the impact a supportive environment can have 

on students. Teaching in an at-risk neighbourhood, she has found a very large number of her 

students suffer from anxiety, stress, or hunger, and, so, by creating a safe and comfortable 

environment in the classroom, she believed that children are able to use school as an outlet of the 

various stresses in their lives. At the same time, by having a supportive atmosphere, she has 

found that the children feel safe enough to investigate and discover, thus truly immersing 

themselves in the process of learning. Although up to 50 percent of her students have been 

identified as having some kind of need, this particular teacher strives to focus on inclusivity 

instead of on the special needs that each child requires to have met. 

 



8. Documentation – the belief of the importance of documentation was mentioned multiple times in 

the interviews as a useful tool to monitor, formatively, students’ development and progress. 

Teachers also valued documentation as a tool to convey to parents the importance regarding the 

entire process of learning. Collectively, the teacher, student, and family are able to observe 

growth in learning and development throughout the year. The value of documentation lies in the 

process of documenting growth and not simply the end product. One of the teachers stated that 

she highly values the importance of documentation especially since it serves as a tool of 

communicating with the parents regarding their child’s achievements in school. Documentation 

allows for an ongoing conversation to occur between teachers and parents, unlike report cards, 

since children’s learning and development is tracked incrementally throughout the year. 

 

9. Role of the professional teacher as a facilitator of learning – Teachers help guide children during 

the learning process so it is critical that they ask appropriate questions to stimulate thought and 

evoke language during key moments of the learning process. Children need to be encouraged and 

motivated to extend their learning and knowledge. For instance, teachers need to ask open-ended 

questions in order to get children talking about what they have learned and what they believe. It is 

also essential that children be asked questions to help them relate to what they are learning about 

– the learning need to be useful to them. This is an integral part of teachers’ philosophies 

regarding the importance of language development in the early learning program. Even though it 

is important to ask children open-ended questions to guide and probe their thinking, it is equally 

crucial to not overload the children with too much information. Instead, teachers believe that it is 

more effective to be patient and let each child learn at her or his own pace. Children also need 

many opportunities to learn from each other. Adults should be available to ask thoughtful, open-

ended questions which urge students to think, instead of “always jumping in there to show them 

and to save them.” Children need time to process and absorb information and although they are 



capable, we often deny them the chance of showing their capabilities when we fail to provide 

them with enough time to process what they know.  

 

10. Professional Development and Lifelong – through the interviews with all the teachers, it was 

evident that there was profound overlap between their individual philosophies and those of the 

Reggio Emilia program. Education delivery based on child-centred learning, play-based learning, 

inquiry-based learning, and using the environment as a teacher are embedded both in the 

teachers’ philosophies as well as in the Reggio curriculum. Overall, many of the teachers 

identified Professional Development (PD) and Reggio specifically has changed the way they have 

approached teaching in an early learning classroom and it has impacted their general teaching 

philosophy. Teachers also mentioned valuing opportunities to engage in PD both within their 

school district as a part of a large community of teachers coming together to learn and within the 

smaller community of their individual schools. Some of the teachers also mentioned that 

whenever they engage in any form of PD, they aim to try a few strategies from the PD 

immediately in their own classrooms. This, they argued, encouraged them to broaden their 

knowledge regarding different strategies and methods of teaching and learning. Teachers’ 

common goal of continuing to try new things and take in new information demonstrates the 

integral component lifelong learning occupies in their teaching philosophies. 
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Abstract: This paper describes a three‐phase study that is exploring principals’ perspectives of 
their knowledge of and abilities to implement all aspects of the ISTE National Educational 
Technology Standards (NETS•A) and Performance Indicators for Administrators (2009a) in the 
Alberta, Canada context. Phase 1 will examine the implementation of the NETS*A technology 
standards in schools. Phase 2 will focus on where principals gained, or believe they should have 
gained the expertise to address these standards. . Phase 3 will examine the possible revision of 
the NETS*A for specific application in Alberta. The expected outcome of this study is to provide 
direction towards ensuring that school principals are equipped with the knowledge and 
understanding to be able to make informed decisions about technology integration and use. 
 
 
Background 
 
There is much discussion about the appropriate use of technology in schools today. While there 
is  disagreement  among  educators  regarding  “how much”  technology  is  appropriate  in  the 
classroom,  there  does  seem  to  be  general  agreement  that  educational  leaders  should 
understand the issues and should evidence leadership in the use of technology in the school. A 
decade ago, McLester wrote  “As more  than a  few of us have observed,  it  is not unusual  for 
students  to  possess  the  highest  degree  of  knowledge,  competence,  and  confidence when  it 
comes to computers and the Internet, while the superintendent possesses the least” (2001, p. 
26). Four years  later Brockmeier, Sermon, and Hope (2005) asked the question, “do principals 
possess  the  skills  required  to  facilitate  computer  technology’s  integration  into  teaching  and 
learning  and  to use  it  to  accomplish  administrative  and managerial  tasks?”  (2005, p.  47).  In 
response, Brockmeier et  al.  acknowledged  that while many principals  recognize  the need  to 
develop  expertise  to  facilitate  technology  integration  into  teaching  and  learning,  of  the  268 
who  responded,  only  59%  indicated  that  their  expertise  enabled  them  to  be  seen  as  the 
technology  leader  in  their  schools. Yet,  “almost 50% of  the principals were unwilling  to give 
decision  making  about  technology  over  to  teachers”  (Brockmeier  et  al.,  2005,  p.  55).  We 
suspect that school leaders in Alberta would react in similar ways, particularly given the strong 
culture  of  site‐based  decision‐making  in  this  province;  principals  are  accustomed  to making 
leadership  decisions  about  how  teaching,  learning,  and  other  organizational  issues  within 
“their”  schools  (Alberta  Education,  1997,  Alberta  Teachers  Association,  1998).  An  important 
issue, then, centres on how to ensure that school principals are equipped with the knowledge 
and understanding  to be  able  to make  informed decisions about  technology  integration  and 
use.  As was  pointed  out  by  Kara‐Soteriou  (2009),  “school  principals  are more  likely  to  lead 
schools that integrate technology in the curriculum if they are offered sustained training with a 
focus on how to integrate technology in the school’s curricula…” (p. 94). 
 
 
Purpose and Research Questions 
 
In 2009, the International Society for Technology in Education (ISTE) released a revised version 
of The  ISTE National Educational Technology Standards  (NETS•A) and Performance  Indicators 
for  Administrators  (2009a).  While  it  is  self‐serving,  ISTE’s  statement  that  “ISTE's  National 



 

Educational Technology Standards (NETS) are the most recognized set of technology education 
standards  in  use  by  teachers  and  educational  leaders  around  the  world  today”  (2009b)  is 
basically true. Given these technology standards, we wish to explore the extent of the veracity 
of McLester’s  (2001)  claim  in  the  Alberta  context  a  full  decade  later.  In  line with  Alberta’s 
adoption of site‐based management, we have chosen to delimit the population of educational 
administrators/leaders to practicing school principals in Alberta. 
 
The overall purpose of this study is to explore principals’ perspectives of their knowledge of and 
abilities to  implement all aspects of the ISTE standards  in the Alberta, Canada context. To this 
end, we are undertaking a three‐phase study to explore five major research questions.  
Phase  1  will  examine  the  implementation  of  the  ISTE  NETS*A  Technology  Standards  and 
Performance Indicators in schools in Alberta. Specifically, our first two research questions ask: 

1. How able principals are  to  implement each of  the  ISTE NETS*A Technology Standards 
and Performance Indicators in their schools? 

2. How  successful  principals  have  been  in  implementing  the  ISTE  NETS*A  Technology 
Standards and Performance Indicators in their schools? 

 
Phase 2 will focus on where principals gained, or believe they should have gained the expertise 
to  address  ISTE  NETS*A  Technology  Standards  and  Performance  Indicators  in  their  schools. 
Again we address this through two research questions as follows: 

3. Where  do  principals  believe  they  gained  the  expertise  necessary  to  address  the  ISTE 
NETS*A Technology Standards and Performance Indicators in their schools? 

4. Which agencies do principals believe should be providing  them with expertise needed 
for them to implement each of the ISTE NETS*A Technology Standards and Performance 
Indicators in their schools?  

 
Phase 3 builds upon the two previous phases and will examine the possible revision of the ISTE 
NETS*A Technology Standards and Performance  Indicators  for  specific application  in Alberta. 
Specifically we ask the question: 

5. How can the ISTE NETS*A Technology Standards and Performance Indicators ISTE NETS‐
A  be  revised  to  provide  a  set  of  Educational  Technology  Standards  and  Performance 
Indicators for Educational Leaders in Alberta? 

 
 
Method: Instrument and Data Collection 
 
Research  questions  1  to  4  posed  in  this  study  will  be  explored  through  two  survey 
questionnaires, phases 1 and 2, containing questions with both open‐ended and closed‐ended 
response sets. The final question will be addressed through a focus group  interview to enable 
in‐depth probing of principals’ insights and ideas about how the NETS‐A can be adapted to their 
context  in  Alberta.  Surveys  will  be  administered  electronically  to  educational  leaders  who 
volunteer from throughout the province of Alberta. The names of principals in the province will 
be randomly assigned to one of two groups which will be assigned to either phase 1 or phase 2 
of the research. These people will then be contacted electronically and asked to volunteer to 



 

complete the phase 1 or phase 2 surveys (this will enable us to keep the surveys to a reasonable 
length), depending upon which group they belong to. After survey results have been gathered 
and  analyzed,  principals  will,  again,  be  contacted  electronically.  In  addition  to  asking  for 
volunteers  for one of  two  focus group  sessions, one  to be held  in Edmonton and another  in 
Calgary (with the opportunity for some participants to be part of the discussions virtually), the 
email will contain an executive summary of our initial findings from the survey questionnaires. 
 
The  focus  group  interviews will be  semi‐structured  in nature  and will be  guided by our  fifth 
research question and any unexpected findings from the phase 1 and 2 survey questionnaires. 
As  such,  it  is  impossible  at  this  time  to  know  exactly what  interview  questions,  other  than 
research  question  5,  will  be  asked.  We  anticipate  bringing  together  8  to  12  focus‐group 
participants  to  volunteer  for  each  of  our  two  focus  groups.  These  interviews  will  last 
approximately two hours. 
 
Quantitative  data  gathered  will  be  reduced  and  presented  through  appropriate  descriptive 
statistics.  Qualitative  data  will  be  analyzed  through  an  inductive  process  in  which  the 
researchers  identify  emergent  themes  grounded  in  the  textual  accounts  provided  by  the 
respondents. 
 
Respondents will indicate their consent to participating in the study by acknowledging that they 
have read and understand a statement describing the research and that they freely consent to 
participation  in the research. This  information will be provided  in Section 1 of each survey. All 
survey questionnaire respondents in phases 1 and 2 of this research will be anonymous to the 
researchers.  Focus‐group  interview  respondents will  not  be  anonymous  to  the  researchers; 
however their identities and their comments will be kept confidential. Focus group participants 
will  also  sign waivers  acknowledging  their  responsibilities  in  keeping  confidential  comments 
made by colleagues during the interview process. 
 
Demographic  information  will  be  gathered  relative  to  age,  sex,  years  of  experience  as  an 
educator,  years  of  experience  as  a  school  principal,  school  size,  grade  levels  offered  in  the 
current school. This  information will be gathered  in section 2 of each of the on‐line electronic 
surveys. 
 
 
 
Phase 1: Implementation of the ISTE NETS*A in Alberta schools 
 
An  examination  of  the NETS‐A  reveals  that  all  of  the  statements  describing  the  technology 
standards  and  performance  indicators  contain multiple  dimensions. As  previously  identified, 
the two specific research questions that address implementation are: 

1. How able principals are  to  implement each of  the  ISTE NETS*A Technology Standards 
and Performance Indicators in their schools? 

2. How  successful  principals  have  been  in  implementing  the  ISTE  NETS*A  Technology 
Standards and Performance Indicators in their schools? 



 

 
For the purposes of these questions, the NETS‐A performance indicators will be deconstructed 
to  so  that  each  survey  question  addresses  only  a  single  technology  dimension.  Each  of  the 
deconstructed items will be posed to the respondents in terms of the research questions 1 and 
2.  For  example,  the  first  deconstructed  performance  indicator  subsumed  by  Visionary 
Leadership  standard  is  “inspire  among  all  stakeholders  a  shared  vision of purposeful  change 
that maximizes use of digital‐age resources to meet and exceed learning goals.” In section three 
of the Phase 1 survey, respondents will be asked to respond to both research questions 1 and 2 
through the use of parallel scales as shown in Figure 1. 
 

 
 
Figure 1: Sample pair of questions from the Phase 1 Survey – How able/successful has 
implementation been? 
 
 
Phase 2: Administrator expertise and preparation to implement the NETS*A  
 
Research Questions 3 and 4 are:  

3. Where  do  principals  believe  they  gained  the  expertise  necessary  to  address  the  ISTE 
NETS*A Technology Standards and Performance Indicators in their schools? 



 

4. Which agencies do principals believe should be providing  them with expertise needed 
for them to implement each of the ISTE NETS*A Technology Standards and Performance 
Indicators in their schools?  

 
Question 3  relies upon  recall and both questions of a more general nature  than  the  specific 
questions 1 and 2. After much debate, we decided to ask principals to respond to the original 
NETS*A  Technology  Standards  and Performance  Indicators  rather  than  to  the deconstructed 
questions. This had the added benefit of reducing the number of questions asked in the Phase 2 
questionnaire. 
 
Figure 2 shows an example of the questions that address the first ISTE NETS*A Technology 
Standards and Performance Indicator from the Phase 2 questionnaire. 



 

 
 
Figure 2: Sample questions from the Phase 2 Survey – Where was/should expertise be gained? 
 
 



 

Phase  3:  Development  of  a  set  of  Educational  Technology  Standards  and  Performance 
Indicators for Educational Leaders in Alberta 
 
Our final research question is:  

5. How can the ISTE NETS*A Technology Standards and Performance Indicators ISTE NETS‐
A be revised to provide a set of Educational Technology Standards and Performance 
Indicators for Educational Leaders in Alberta? 

 
This will be addressed through two semi‐structured focus‐group interviews whose central focus 
will be to explore with school principals, who volunteer for the sessions, how can the NETS‐A be 
revised  to provide a set of Educational Technology Standards and Performance  Indicators  for 
Educational Leaders in Alberta? The discussion will engage participants to identify any skills or 
knowledge  not  addressed  in  the NETS‐A which  they  believe  to  be  pertinent  to  the  Alberta 
context. 
 
 
Concluding Thoughts 
 
Currently  there  is  no  research  in  the  Canadian  context  exploring  technology  standards  for 
school leaders. The current work begins to set the groundwork in Alberta for the call made by 
Donlevy (2004) in the United States for inclusion of technology expertise in the preparation of 
school leaders.  
 
At  this  point, we  are  uncertain  of  the  extent which  the  essence  of  the  NETS‐A  technology 
standards are evidenced in Alberta schools and classrooms. We are also uncertain of the extent 
of the technological expertise, particularly that related to sound pedagogy, held by our school 
leaders.  Exploring with  school  principals  the  range  of  possibilities  related  to where  they,  as 
individuals, have gained expertise will be critical in helping us to imagine the multitude of ways 
opportunities can be provided systematically. Finally, the literature does not provide insight for 
how school leaders should be prepared to take up their roles as instructional leaders in schools 
needing  to  integrate  21st  century  digital  skills  into  classroom  teaching  and  learning.  This 
exploration is timely and needed. The current study will have phases one and two completed by 
the end of May 2011. We will be able to share our descriptive analyses of the two surveys with 
participants at the 2011 EdMedia Conference. 
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Class Size and Student Achievement: Trends in a Large School Jurisdiction Over Two Decades 

It has been commonly argued that class size plays a vital role in student learning. 

However, at what point is a large class too large? What is the optimal range? When is a class 

too small? It seems that these questions are cloaked in shrouds of social, psychological, and 

academic issues, each of which serve only to cloud the potential responses. Additionally, staff 

rooms are often filled with discussions, particularly in schools where class sizes have been 

increased, about the detriments to the learning of all students. At what point does the 

efficiency of increased class size become so detrimental to learning that it is no longer 

acceptable.  Many factors must be considered in order to promote the most conducive learning 

environment for today’s teachers and students. Factors, some highly contentious, such as 

teacher quality, teacher experience, special needs, subject content, and background knowledge 

are a mere fraction of what should be considered when class size issues are being discussed. 

When debating class size issues, teacher action, student outcomes, teacher‐student interaction, 

and the content of instruction are tangled together in a multifaceted way (Graue, Hatch, Rao, & 

Oen, 2007).  

  Stemming from a variety of research studies, small class sizes have been found to assist 

in the creation of many benefits within the learning environment. Benefits such as: academic 

achievement, teacher morale, behaviour management, safety and health, cost effectiveness, 

and parental involvement to name a few have been explored. In a review of the literature, 

Barnett, Schulman, and Shore (2004, p. 1), found that smaller class sizes can increase 

educational effectiveness, safety and health, and academic benefits in socially disadvantaged 

children.  
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  For the purposes of this study, our focus centred on class size trends over a period of 

two decades in one large Alberta school jurisdiction. A second focus explored the effects class 

size has on: academic achievement (at the school level) as measured by provincial achievement 

test data gathered at grades 3, 6, 9, and 12. Much literature and popular belief would suggest 

that an inverse relationship should exist between these variables.  

Academic achievement. One of the most effective strategies, as identified in the 

literature, to enhance student achievement is to reduce class sizes particularly in the early 

grades. When there are smaller numbers of school children in the classroom, teachers have 

more time to devote to each student; observations of individual children’s interests and 

abilities are more thorough  and, since teachers have more time to plan, they are better able to 

develop lesson plans that better respond to individual student’s learning needs and strengths. 

Teachers are better able to provide more stimulating, responsive, and supportive interactions 

with students when classes are smaller (Barnett, Schulman, & Shore, 2004). 

  Smaller class sizes have been shown to promote greater gains in receptive language, 

general knowledge, cooperative behaviour, and verbal initiative. For instance, Project STAR 

(Student/Teacher Achievement Ratio) found that students assigned to smaller classes 

performed better than students in larger classes on all achievement tests in all subject areas in 

every grade (Barnett, Schulman, & Shore, 2004). Student gains were found to increase every 

year students were in a smaller‐sized class; the earlier the children are introduced to small 

classes, the greater the potential for positive impact on academic achievement (Barnett, 

Schulman, & Shore, 2004). In fact, students who were taught in small classes in the early grades 

performed better than their peers when they returned to regular size classes (Mosteller, 1995).  



4 

 

Teacher morale. Small classes are also believed to allow teachers to spend more time 

supporting students’ exploration and problem‐solving which can help develop whole children 

(Barnett, Schulman, & Shore, 2004; Fishburne, 1984). Teachers are better able to work on 

extending students’ language experiences when there is more time available to spend with 

each student (Barnett, Schulman, & Shore, 2004) and to provide more feedback on student 

work (Ehrenberg, Brewer, Gamoran, & Willms, 2001). Fewer students in a classroom provide 

teachers with more opportunities to mediate more closely children’s social interactions and 

individual needs. It is what teachers decide to do in and with smaller classes that makes the 

difference, not simply teaching smaller amounts of students (Anderson, 2002). According to 

Blatchford (2003),  

  Teachers will vary in their effectiveness, but the size of the class and the size of the 

  groups in the class necessarily affect what a teacher has to deal with, and can present 

  her with choices and the need to compromise. Class size is therefore one environmental 

  contextual factor that will influence teachers and pupils in a number of ways. (p. 160) 

Improved teacher morale is likely to lead teachers to be more committed to their profession 

and, thus, more likely to assist their students to learn in meaningful ways.  

Behaviour management. Also related to improved student achievement, students in 

smaller classes are more likely to engage in on‐task learning activities and they are more likely 

to actively engage in class discussions (Ehrenberg, Brewer, Gamoran, & Willms, 2001). This, in 

turn, may promote less disruptive student behaviour. Students may be better prepared to 

participate, knowing they will be unable to avoid responding to the teacher questions. The 

Project STAR study found that students in smaller classes took greater initiative in class, 
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employed more effort in learning activities, and displayed less disruptive and withdrawn 

behaviour (Barnett, Schulman, & Shore, 2004; Januszka & Dixon‐Krauss, 2008). Less hostility 

and conflict among student interactions were also observed within classrooms with lower 

student to teacher ratios (Barnett, Schulman, & Shore).  

Statistical analysis. In 2003, the Provincial Learning Commission Report implemented class size 

guidelines which included the following: junior kindergarten to grade 3 = 17 students, grades 4 

to 6 – 23 students, grades 7 to 9 = 25 students, and grades 10 – 12 = 27 students (Government 

of Alberta – Education, 2011b). The report also mentioned that classes which include students 

with special needs, safety considerations (e.g., vocational settings), students whose first 

language is not English, and vulnerable and at‐risk students should be smaller than the 

suggested guidelines. The use of student‐teacher ratios will be replaced with measures of class 

size and the range of professional and paraprofessional support available for classrooms 

(Government of Alberta – Education, 2011b). In 2009/2010 a large school board in Alberta, 

Canada reached the following class size averages: kindergarten to grade 3 = 19.7 students, 

grades 4 to 6 = 21 students, grades 7 to 9 = 23.9 students, grades 10 to 12 = 26.4 students 

(Government of Alberta, 2011c).  

  The graphs below illustrate the provincial participation rates and percentages of 

students on meeting standards in Grade 3, 6, and 9 (i.e., Language Arts, Mathematics) 

Achievement Tests from 2006/2007 to 2010/2011 (Government of Alberta – Education, 2011a).  

Although the graphs describe provincial numbers, they can still assist in identifying relationships 

at the various educational levels between student achievement and student to teacher class 

ratios.  
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teaching social skills to adolescents with autism. The purpose of the present 

investigation was to evaluate the effects of a social skills training package that employed 

group teaching strategies, video‐based instruction, and principles derived from applied 



behavior analysis on the acquisition of complex social skills by adolescents with autism. 
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month period. Single‐case experimental methods were used to identify causal relations 

between the intervention and targeted social skills. Specifically, a multiple probe across 

behaviors design was used to demonstrate the effectiveness of the training package for 

teaching new social skills. The results suggest video‐based group instruction can be an 

effective and efficient approach for teaching complex social behavior to adolescents 

with autism.  
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Abstract 
  
In this presentation we wish to reach out to school and university students and academic staff to 
demonstrate how simple mathematics at the undergraduate level may be fruitfully utilized to 
understand H1N1 influenza transmission dynamics. Concerned over the potential of serious infectious 
disease transmission in the near future, we secured a research grant under the APEX Delivering 
Excellence Project to investigate possible mitigation measures to control infectious diseases. We 
developed an influenza simulation model FluSiM@USM to keep track of the evolution of influenza 
such as H1N1 in a specified population. The Window-based FluSiM written in C# programming 
language is designed in such a way to facilitate beginners to learn and use FluSiM efficiently. The 
modular features in FluSiM allow beginners to use FluSiM directly through the facilities provided in 
the model window interface by means of specified icons. The icons realistically reflect the epidemic 
status of the populations concerned. More enterprising students may conduct advance research in 
infectious disease simulation by incorporating new modules to enhance the capability of FluSiM. 
Currently university students at the undergraduate and post graduate levels use FluSiM in their 
research. Experimenting with various mitigation measures for controlling infectious disease spread, a 
modeler may test the effectiveness of selected control measures such as social distancing, good 
personal hygiene practices and other medical interventions. This approach of applying mathematics to 
infectious disease simulation gives students the incentives to explore application of mathematics in 
conjunction with ICT skills. 
 
Keywords: Influenza, H1N1, Disease Simulation, Meta-population Models 
 
 
1.  Introduction 
 
The A H1N1 influenza that started in Mexico in April 2009 ultimately spread over the entire globe 
within a matter of a few months, ultimately infecting millions of people world wide. Many health 
authorities view this as a harbinger for emergence of more serious infectious diseases in the near 
future. Concerned over the potential of serious infectious disease transmission in the near future, we 
secured a research grant under the APEX Delivering Excellence Project to investigate possible 
mitigation measures to control infectious diseases. We have developed a flu transmission simulation 
model FluSiM@USM to keep track of the progression of individuals from one stage of the illness to 
another stage. The population is divided into three disjoint groups consisting of the susceptible S, the 
infective I and the recovered individuals R, whose numbers are denoted by S, I, and R respectively. 
Susceptible individuals that are infected become infective immediately. When an infected recovers 
and becomes immune, the infected individual is removed from the infective stage and moved to the 
recovered stage. Schematically, this type of epidemic progression is called the SIR model, and may be 
represented as S  I  R (Figure 1). More detail description of infectious disease simulation is 
available elsewhere (Massad et al., 2007; Vynnycky et al., 2007; Boni et al., 2009; Cruz-Pacheco et 
al., 2009; Towers and Feng, 2009).  
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Figure 1: Compartmental SIR model of disease transmission 

 
The SIR model can be described by the following three ordinary differential equations. 

 
 S SI ,      I SI I  ,     R I . (1) 

 
The infection rate SI is assumed to be proportional to the product of the sizes of the susceptible S 
and the infective I. This is analogous to the mass-action law of chemical reactions. The infective 
population size I increases by the infection rate SI and decreases by the removal or recovery rate 
I. The model contains two proportionality constants:  and . Note that  is the per capita removal 
rate (the rate at which an average infective individual I recovers and leaves the infective stage), which 
is the reciprocal of the average duration an infective individual remains infective. This average 
duration is called the Infective Period, which typically varies between 3 to 10 days for influenza such 
as H1N1 and seasonal flu. And  is the average rate at which the disease is transmitted from the 
infective to the susceptible, known as the contact rate. Note that  has the dimension 1/time and  has 
the dimension (1/time)(1/individual).  

 
From Equation (1) we learn that the number of infective I will grow if and only if (SII) is positive. 
This means that the disease will grow if (S) is positive. This implies that R0 = S/ > 1. In 
epidemic literature R0  = S/ is called the basic reproduction number. Hence, for an epidemic to 
evolve, the basic reproduction number must exceed 1. This simple observation provides a clear and 
simple means to determine if a disease will develop into a local epidemic. We will demonstrate this 
observation in the following section. 
 
 
2.  FluSiM Simulation Model Execution 
 
Upon executing FluSiM, the Window Interface of FluSiM will appear on the screen for a split second 
to indicate that it is properly executed (Figure 2). As noted earlier, a disease will develop into a local 
epidemic if the basic reproduction number R0 = (S0/) exceeds 1, where S0 is the number of 
Susceptible at the beginning of the disease evolution. The parameter  refers to the contact rate and 
has the dimension of per person per day. Higher values of  implies higher disease transmission 
within the population of susceptible. In a given population, mitigation measures that may be taken 
during a disease outbreak to reduce the basic reproduction number R0 include social distancing for 
example, that will reduce the value of . The physical separation of individuals from coming into 
close bodily contact would reduce disease transmission rate . This disease contact rate may be 
chosen from a selection of four levels of contact rates in the input interface of FluSiM: Low, Medium, 
High and Very High (Figure 3, top left frame). The infective period may be chosen from a selection of 
six icons (Figure 3, top right frame) ranging from low (3 days) to very high (10 days). The population 
sizes of the susceptible individuals may be chosen from a selection of 5 population sizes (Figure 3, 
bottom left frame) ranging from 1000 persons (a small village or small school) to 5 million persons (a 
mega city).  We remark that other simulation parameter values can also be utilized, as will be 
explained in a later section. 
 

S  I R
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Figure 2: Window Interface of FluSiM 

 

 

 
Figure 3: Selections of FluSiM input parameters  

 
As an example for illustration, we choose a local epidemic with Low contact rate and Low infective 
period in a small school of 1000 persons. Once this set of epidemic scenario is chosen by the modeler, 
the respective epidemic parameter values for the contact rate (0.45), infective period (3 days) and 
population size of susceptible (1000) will appear in a table as indicated in Figure 3 (bottom right 
frame). In this example, the infective period chosen is 3 days, corresponding to an infective rate of 1/3 
= 0.33 per day. However, the input parameter values chosen and shown in Figure 3 bottom right may 
be modified by more advance students at this stage of model input process. Upon running this selected 
FluSiM simulation parameters, the results will be shown in a table as indicated in Figure 3 bottom 
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right. Further, if the modeler clicks the “plot” button, the results will be plotted as shown in Figure 4. 
In this scenario, the term (S0) has been chosen to give the value of (S0) = (0.450.33) = 0.12 
which is positive. The basic reproduction number R0 = S0/ = 0.45/0.33 = 1.3636 > 1. Hence a local 
epidemic will evolve within this small school. Choosing a smaller value of  = 0.00030 per person per 
day by social distancing would result in (S0) = (0.300.33) = 0.03, which is negative. The basic 
reproduction number would then be R0 = S0/ = 0.30/0.33 = 0.9090 < 1. In this second scenario, the 
disease will not evolve into a local epidemic through the selected intervention. FluSiM has been 
successfully applied to simulate the A H1N1 2009 epidemic in Malaysia, with an infective period of 5 
days been chosen for calibration and subsequent validation with Ministry of Health MOH data (Figure 
5). Further details regarding FluSiM applications in Malaysia for the 2009 H1N1 flu is available 
elsewhere (Koh and Teh, 2011; Koh et al., 2011a, b). 
 

 
Figure 4: Graphic output from FluSiM 

 

 
Figure 5: Comparison of MOH data and SIR Model, infective period = 5 days 

 
 

3.  Extension to Meta-Populations 
 
Often a disease epidemic begins within a sub-population, but gradually spreads to other sub-
populations in physical contact with each other (Llyod and May, 1996). This can happen if the two 
sub-populations have physical contacts among individuals from the two sub-populations. FluSiM has 
been enhanced to permit disease transmission amongs several sub-populations with individuals 
travelling or mixing among the sub-populations, where disease parameters may vary spatially (Brauer 
et al., 2009). We assume homogeneous mixing in each subpopulation, that is, each member of the 
subpopulation is treated in exactly the same way for their epidemic parameters (Fulford et al., 2002). 
However, there is a heterogeneous mixing among two subpopulations as individuals travel from one 
subpopulation to another. The following set of equations, collectively referred as Equation (2), form 
the SIR model with two subpopulations. Extension to more subpopulation is readily formulated 
following the same principle. 
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Sn is the number of susceptible in subpopulation n (n =1,2) at time t, In is the number of infectives in 
subpopulation n at time t and Rn is the number of removals in subpopulation n at time t. Note that n is 
the contact rate of subpopulation n and n is the infective rate of subpopulation n. The exponential 
decay term + 1

1 1
te I   is used to indicate the recruit of infectives moving into population 2 from 

population 1 due to travel or mixing. The exponential decay gives more weightage to initial exchange 
between the two populations so as to reduce the impact of subsequent exchange between the two 
populations. A compartmental chart of the SIR model with two subpopulations is shown in Figure 6. 

   

   
Figure 6: Compartmental chart of SIR Model with two sub-populations 

 
 

4.  Simulation for Meta-Populations 
 
Figure 7 shows the epidemic evolutions in two sub-populations where the disease is started in the first 
sub-population. Contact and exchange among individuals from both sub-populations transmit the 
disease from the first sub-population to the second sub-population. There is a phase lag between the 
two epidemic curves, indicating that the disease spreads into sub-population 2 from sub-population 1. 
Various extensions of FluSiM are possible for students to explore. For example, Figure 8 shows the 
epidemic curves of five sub-populations aligned in a straight line. Each subpopulation is assigned to 
have a different basic reproduction number R0, as indicated in Figure 8, with each R0 exceeding 1. The 
epidemic spreads through the sub-populations, beginning from population 1 and ending in population 
5, with a phase lag between two adjacent sub-populations. The phase lag allows mitigation measures 
to be implemented. Various combinations of sub-population structures may be constructed to reflect 
the modeler understading of the underlying population. 
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Figure 7: Epidemic curves for two sub-populations in contact 

 

 
Figure 8: Epidemic curves for five sub-populations aligned in a straight line,  

where R0 refers to the basic reproduction number for each subpopulation 
 
 

5.  Conclusion 
 
An influenza simulation model known as FluSiM@USM, written with C# programming language, has 
been developed to facilitate university students to perform numerical experiments through model 
simulations on influenza evolution within a given population. The user-friendly facilities provided 
within FluSiM will encourage students with minimal background in mathematics to understand 
influenza transmission dynamics through this numerical experiment. This experience will provide the 
incentive for the students to take preventive or mitigation measures to reduce the incidence and 
severity of any infectious disease. These students would in turn help to persuade their parents and the 
society in general to observe good personal hygiene and take reliable mitigating measures such as 
social distancing at the peak of an influenza epidemic. Finally, our overriding intention in this 
presentation is to integrate mathematics education and experience into the framework of other 
activities that would provide them with the motivation to pursue mathematical education with a pro-
active attitude. This attitude hopefully will give them a better footing in the job market and to provide 
a basis for them to explore life in general in a meaningful way.  
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Abstract 

A rapidly increasing number of colleges and universities are looking for ways to deliver 

course content online. This paper investigates the engagement of students who primarily access 

their learning content through an online medium by exploring how their engagement differs from 

their traditional face-to-face counterparts. In addition, do these potential differences in 

engagement and gains between those students in completely online courses and those in 

traditional face-to-face courses vary between majors? This study uses the 2011 National Survey 

of Student Engagement data from 205,952 online and traditional seniors attending 672 U.S. 

institutions. The results of the analyses suggested several significant differences in engagement 

and gains between students entirely in online courses and their traditional counterparts. These 

differences also seem to differ by discipline. These results and their implications are discussed. 

 

Keywords: online education, higher education, student engagement, learning outcomes 
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Online vs. Face-to-Face Learning: Are there Differences in Engagement and Learning 

Outcomes? 

A rapidly increasing number of colleges and universities are looking for ways to deliver 

course content online. Online technology (email, listservs, discussion boards, video conferences, 

etc.) can offer efficient, convenient ways to achieve learning goals for distance education 

students (Parsad & Lewis, 2008).  While numerous researchers have explored the impact of this 

widespread adaptation of digital technologies on students’ educational attainment and learning 

outcomes (Braten & Streomso, 2006; Kuh & Hu, 2001; Robinson & Hullinger, 2008; Zhou & 

Zhang, 2008), relatively little is known about how these alternate learning experiences and 

practices impact student engagement. Since student engagement, defined as student involvement 

in educationally purposeful activities (Kuh, 2001), has been shown in many studies to be the 

strongest predictor of students’ learning and personal development (Astin, 1993; Kuh, 2001; 

Pace, 1980; Pascarella & Terenzini, 2005), understanding how the online environment affects it 

can inform the implementation of online programs. 

A few studies have suggested that technology can have positive effects on student 

engagement (Hu & Kuh, 2001; Nelson Laird & Kuh, 2005; Robinson & Hullinger, 2008). For 

example, one study showed that using asynchronous technology tools promoted reflection, which 

leads to higher order thinking (Robinson & Hullinger, 2008). Another study suggested that 

online courses increase the need for students to work collaboratively (Thurmond & Wambach, 

2004). This paper investigates the engagement of students who primarily access their learning 

content through an online medium. While research has also found differences in the educational 

effectiveness of online courses by discipline (Dominguez & Ridley, 2001), little research has 

compared the discipline differences in engagement levels. This study will also explore whether 
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the potential differences in engagement and gains between those in students completely online 

courses and those in traditional face-to-face courses vary between majors. 

Methods 

Participants 

The National Survey of Student Engagement (NSSE) annually collects information from 

first-year and senior students about the nature and quality of the programs and activities in which 

they are engaged while at their higher education institutions. This study uses the 2011 national 

NSSE data from the 205,952 online and traditional seniors attending 672 U.S. institutions. The 

participating institutions varied across geographic region, Carnegie classification, and enrollment 

size.  The sample was 36.8% males and 63.2% females, with 84.4% reporting full-time 

enrollment status.  In addition, the sample included 11,864 students (5.6%) taking all of their 

courses completely online. The five majors for further exploration chosen were business 

administration (9,461 respondents, 18.7% taking all courses online), nursing (9,632 respondents, 

12.3% taking all courses online), computer science (5,584 respondents, 11.7% taking all courses 

online), elementary/middle school education (7,565 respondents, 5.1% taking all courses online), 

and English (9461 respondents, 18.7% taking all courses online). Because of the interest in 

differences between majors, only senior respondents were included in the study. These majors 

were chosen for their relatively high numbers of online students and varying types of fields. 

Measures 

Student were classified into online vs. traditional students using a NSSE question that 

asked students whether or not they took all their courses online (yes/no). If a respondent said yes 

to this question, he/she was classified as an online student. There were four scales that were used 

to measure the engagement levels of students. These scales included academic challenge (11 
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items, Cronbach’s α = .720), active and collaborative learning (7 items, α = .662), student-faculty 

interaction (6 items, α = .750), and supportive campus environment (6 items, α = .779). In order 

to measure certain learning outcomes, the study also uses three deep approaches to learning 

scales that are measured through 11 items on the main NSSE instrument (Nelson Laird, Shoup, 

& Kuh, 2005) and three gains scales created from 16 NSSE items.  The values of Cronbach’s 

alpha ranged from .708 to .872 on these scales, showing acceptable levels of internal consistency 

(McMillan & Schumacher, 2001). Constructing the scale scores had three steps. First, all items 

were all converted to a 100 point scale. Next, four items in the Level of Academic Challenge 

scale were adjusted for student enrollment status. For each of the four items, a ratio was created 

by diving the mean score for all full-time students by the mean score for all part-time students. 

The scores for part-time students were then multiplied by this ratio to get their adjusted score 

(adjusted scores were also limited to the 100 point scale). Finally, a score for each student was 

created by taking the average of all his/her converted and adjusted scores for the items belonging 

to a particular scale. For a more detailed discussion of the scale construction process and the 

individual items in each scale, please refer to the NSSE website at 

http://nsse.iub.edu/html/analysis_resources.cfm. 

Analyses 

A series of ANCOVAs, controlling for high school GPA, SAT scores, enrollment status, 

age, and parental education, were conducted to investigate differences between students in 

traditional face-to-face courses with those who are taking all their courses entirely online. In 

addition, these analyses were repeated for each of the five selected majors described above. 
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Results 

The results of the analyses suggested several significant differences between the 

engagement and gains of students entirely in online courses and their traditional counterparts 

(Table 1). Due to the large number of cases in the analyses, all of the mean differences but one 

are statistically significant. Looking at the effect sizes of these differences, there are a few that 

are also substantial in magnitude (Cohen, 1992). Students in traditional face-to-face courses 

report statistically significantly higher active and collaborative learning (p <.001; d = .51) as well 

as interaction with faculty (p <.001; d = .35) when compared with the students who are enrolled 

in entirely online courses. In contrast, online learners report higher gains in practical competence 

(p <.001; d = -.18) and use of reflective learning practices (p <.001; d = -.12) than their 

traditional counterparts.   

When looking at comparisons by major, interesting patterns develop (Table 2). While 

differences between online and traditional students do vary across disciplines, with only very few 

exceptions the group (traditional or online learners) with the higher score overall was consistent 

across majors for each scale. For example, for all five majors students in traditional face-to-face 

courses reported statistically significant higher levels of active and collaborative learning            

(p <.001; d = .25 to .70) and student faculty interaction (p <.05 to .001; d = .12 to .35) than their 

online counterparts. While this finding is consistent to the results above for the analysis of all 

seniors, the magnitude of the difference varies greatly across majors. For active and collaborative 

learning, the effect size for business administration students (d = .70) was nearly three times the 

effect for nursing students (d = .25). In contrast, online students reported higher scores across all 

majors for supportive campus environment, reflective learning, gains in practical competence, 

gains in personal and social development, and gains in general education.  Even though almost 
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all of the mean differences for these five scales were statistically significant across all 

disciplines, only the differences for elementary/middle school education (d = -.22) and English 

(d = -.35) for gains in practical competence, computer science (d = -.22) for gains in general 

education, and business administration (d = -.23) for reflective learning could be argued to be 

practically significant (Cohen, 1992).  

The final three scales (academic challenge, higher-order learning, and integrative 

learning) vary by major on whether students in online or traditional face-to-face courses score 

higher. Online students reported higher levels of academic challenge in their course work 

compared to their traditional face-to-face counterparts that were both statistically significant 

(p<.001) and arguably practically significant in both business administration (d = -.32) and 

computer science (d = -.40). Finally, while it was a small effect size, nursing was the only major 

where academic challenge was higher for traditional students than it was for online students (p 

<.05; d = .06).  For both integrative learning and higher-order learning, there are statistically 

significant differences that suggest that online students in some disciplines score higher in these 

areas and students in other disciplines reveal higher scores for traditional students. The only 

difference that is arguably practically significant is in English, with traditional students reporting 

higher integrative learning in face-to-face courses, compared to the online students (d = .26).    

While the results by discipline mostly do mirror those for the overall groups, there are 

some interesting exceptions that can further illuminate our understanding of student engagement 

in online learners. In addition, the magnitudes of the differences between online and traditional 

face-to-face students range greatly by discipline. The implications of these results are discussed 

further in the next section. 
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Limitations 

 While this study has several strengths, the limitations of the study should also be 

considered.  The first limitation is that in terms of data collection, this study was not designed as 

a study to look strictly at online education. NSSE is a national project that was designed to be a 

good measure of student engagement (Kuh, 2001). Since the survey has been administered for 

almost 10 years, some of the questions might be more geared toward the classroom setting, 

although the researchers involved in NSSE have done some slight edits to questions over the past 

few years to help alleviate some of these concerns. Another limitation is that since participation 

in NSSE is voluntary for institutions, they are not selected randomly or to create a representative 

sample of institutions. Although this is a concern, when compared to national data, the 

institutions in NSSE 2011 do mirror that of the national picture (National Survey of Student 

Engagement, 2001). Finally although this research has the advantages of large sample size and 

ease of data collection, it does rely on self-reported measures, which may not always be 

objective.  However, most studies looking at self-reports of students in higher education suggest 

that self-reports and actual abilities are positively related (Anaya, 1999; Hayek, Carini, O’Day, 

& Kuh, 2002; Pike, 1995).  

Discussion 

The significant differences in engagement and learning outcomes between online and 

traditional students reveal that the online environment might encourage certain types of 

engagement, such as academic challenge, and certain types of gains, such as practical 

competence. In contrast, traditional face-to-face environments seem to promote more active and 

collaborative learning and student-faculty interaction. The finding that online students report 

higher levels of reflective learning supports previous literature (Robinson & Hullinger, 2008). 
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On the contrary, the results that suggest that online students have fewer opportunities to be 

engaged in collaborative learning are in opposition to other research that has been done 

(Thurmond & Wambach, 2004). However, this discrepancy may be due to the fact that the NSSE 

scale uses a variety of items that address both active and collaborative learning. 

While there are many similarities, the results suggest that there are some distinct 

differences between the majors. For example, computer science majors taking their courses 

entirely online had the greatest advantage of the five majors, perhaps because general education 

for those in the computer science discipline is more easily translated to the online tools. The 

same can be said for English majors when looking at the gains in practical competence. Perhaps 

it is easy for English majors to have multiple revisions of their papers critiqued by professors 

through the online medium.   Lastly, traditional nursing students report higher levels of academic 

challenge than their online counterparts. This may be due to the applied nature of the nursing 

discipline, which is generally dependent on clinical observations and “hands-on” experiences 

that are more difficult to replicate in an online format. 

In addition to the differences by discipline in whether online or traditional face-to-face 

students score higher, the differences in magnitudes of those differences was at times stark. For 

example, while traditional face-to-face students reported more collaborative learning than their 

online counterparts, the size of the gap between the two groups varied from only a practically 

small difference to large differences. The difference between online and traditional students was 

nearly three times bigger for business administration students than for nursing students.  These 

differences seem to be intuitive as collaborative learning is a prevalent teaching tool in the 

classroom setting for business administrative programs. Whether a student is learning online or 

in the traditional classroom setting though, group skills gained while working collaboratively are 
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crucial. This study may suggest the need for the integration of more collaborative learning in the 

online environment, and also indicates that perhaps this need is greater in some disciplines than it 

is in others. 

 With the proliferation of online learning in higher education, the need to understand the 

engagement and gains of students who only have an opportunity for an online atmosphere 

increases. These findings open the door to more inquiry. Further research might look at specific 

online tools and techniques, both general and discipline-specific, which lead to these different 

types of engagement and learning in order to improve online education for distance learners. 
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Table 1 

Group Meansa Comparisons 

 Traditional 
Students 
(Mean) 

Online 
Students 
(Mean) 

Effect 
Size (d) 

Sig. 

Academic Challenge 57.96 60.14 -0.16 *** 

Active and Collaborative Learning 52.36 43.61 0.51 *** 

Student-Faculty Interaction 43.15 35.70 0.35 *** 

Supportive Campus Environment 59.99 61.34 -0.07 *** 

Gains in Practical Competence 69.43 73.44 -0.18 *** 

Gains in Personal and Social Dev. 52.85 55.28 -0.10 *** 

Gains in General Education 73.60 75.65 -0.09 *** 

Higher-Order Learning 73.32 74.72 -0.06 *** 

Integrative Learning 61.74 61.48 0.01  

Reflective Learning 62.01 65.00 -0.12 *** 

*p < .05, **p < .01, ***p < .001 
a Controlling for high school GPA, SAT scores, enrollment status, age, and parental education.
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Table 1 

Effect Sizea and Significance of Differences in Group Means by Major 

 Business 
Administration 

Nursing Computer 
Science 

Elementary/Middle 
School Education 

English 

 Effect 
Size (d) 

Sig. Effect 
Size (d) 

Sig. Effect 
Size 
(d) 

Sig. Effect 
Size (d) 

Sig. Effect 
Size 
(d) 

Sig. 

Academic Challenge -0.32 *** 0.06 * -0.40 *** -0.14 ** 0.02  

Active and Collaborative Learning 0.70 *** 0.25 *** 0.54 *** 0.32 *** 0.57 *** 

Student-Faculty Interaction 0.25 *** 0.33 *** 0.35 *** 0.12 * 0.26 *** 

Supportive Campus Environment -0.07 ** -0.08 ** -0.11 ** -0.06  -0.04  

Gains in Practical Competence -0.15 *** -0.10 *** -0.02  -0.22 *** -0.35 *** 

Gains in Personal and Social Dev. -0.10 *** -0.14 *** -0.02  -0.13 ** -0.11  

Gains in General Education -0.10 *** -0.11 *** -0.22 *** -0.11 * 0.10  

Higher-Order Learning -0.19 *** 0.09 ** -0.10 ** -0.16 ** 0.10  

Integrative Learning -0.02  -0.02  -0.11 ** -0.12 * 0.26 *** 

Reflective Learning -0.23 *** -0.18 *** -0.11 ** -0.14 ** -0.06  

*p < .05, **p < .01, ***p < .001 
a Controlling for high school GPA, SAT scores, enrollment status, age, and parental education. 
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Informal Science Education vs. Informal Science Education 

 
 
 
Abstract 

 

This presentation aims to explore the differences and similarities between 

informal science education in the United Kingdom and abroad, particularly in 

the United States of America.  

 

Whilst this is not a formal piece of research at this stage, this session will 

offer the opportunity to showcase various pilot schemes and initiatives in both 

countries (with references to current quantitative and qualitative evaluation 

results) aiming to promote informal approaches to the teaching and learning 

of science. In particular highlighting new schemes for incorporating arts into 

STEM (science, technology, engineering and mathematics) education.  

 

With many confused over the ‘STEM’ acronym (and some countries choosing 

‘TEMS’ to ensure activities do not just concentrate on ‘S’ for ‘science’), will the 

new ‘STEAM’ (‘A’ for ‘Arts’) acronym ever catch on? How many of these 

initiatives can be genuinely classed as informal science learning, and what do 

we mean by ‘the arts’? Should we not focus on ‘creativity’ instead – required 

in all disciplines? So what exactly do we mean by ‘creativity in science 

education’ and are these new creative initiatives deemed to be successful in 

helping young people engage with STEM subjects?  

 



Those present will be invited to share their own experiences of informal 

science learning and creativity in science education.  
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‘Edutainment’: Obtaining Factual Scientific Knowledge From 

Entertainment Cartoons 

 
 
Abstract 

 

This study aimed to explore how people of different age groups learn, or 

perceive that they learn, biological science from entertainment cartoons.  

 

There were two parts to this research. Firstly, an online survey was 

conducted, targeted towards all age groups (six to 65 years old), where 

respondents (n=67) watched six two-minute video clips ranging from 

explicitly educational to pure entertainment and were asked questions about 

their preference and learning.  Secondly, classroom-based research was 

conducted, where recall of scientific information was assessed following the 

viewing of an entertainment cartoon clip (Finding Nemo) and live-action 

documentary (Deep Jungle) by 7-8 year olds (Year 3; n=24) and 10-11 year 

olds (Year 6; n=30), using pre- and post-viewing questionnaires and 

interviews. 

 

The results, from the first part, suggest that whatever the age of the 

respondent, content (interest and information) is the most important aspect 

of enjoyment (and therefore learning) followed by format (style and tone). 

Results from the second part indicated that there were significant (Year 3, 

p<0.05; Year 6, p<0.001) gains in science knowledge after viewing by both 



year groups for the Deep Jungle clip, but not for Finding Nemo. Novelty and 

the students’ belief that they were viewing a real situation played a large part 

in the recollection of scientific factual information. It was difficult for younger 

viewers to make inferences from cartoons; however when scientific facts 

were made explicit they were recalled better. 

 

Results from this study suggest that the entertainment media has an 

important role to play in developing our scientific literacy and social learning, 

and young people and adults can and do learn science from entertainment 

cartoons. 

 

Further studies are being proposed using clips from entertainment media not 

previously viewed by young people, and to work with groups of young people 

from differing cultural and socio-economic backgrounds to gain a better 

understanding of the benefits of using entertainment media in informal 

science learning.  
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Abstract: 
Teacher education and education have come under increasing attack recently. Many of 
the policies to reform teacher education are harmful, partly because they are based on 
erroneous assumptions about human nature and the educational process. The following 
questions are briefly explored:  What is the role of politicians and philanthropists in 
reforming teacher education? What are the claims and contexts that suggest teacher 
education needs reform? Who is responsible for getting the “best and brightest” into 
teaching? Do the suggested teacher education reform policies work? How do we 
honestly, fairly and helpfully evaluate teacher candidates and their programs? 
 

 
What is the role of politicians and philanthropists in reforming teacher education? 

 
Teacher education has become the object of criticism from several sectors (Cruz, 2009), most 
influentially from politicians and philanthropists. For example, the U.S. Secretary of Education, 
Arne Duncan stated "By almost any standard, many if not most of the nation's 1,450 schools, 
colleges and departments of education are doing a mediocre job of preparing teachers for the 
realities of the 21st century classroom," (October 22, 2009). When Bill Gates, one of the richest 
men, overseeing the world’s largest philanthropic organization, criticized education, the media 
“reported Gates’ assertions in an unquestioning, almost awestruck tone” (Colvin, 2005, p. 34).  
 
Those who work in the extremes of power and wealth in society can greatly influence public 
policy and perceptions. Politicians and philanthropists can control and sway through their ability 
to create policies and criticize actions.  
 

American philanthropy, by local and national foundations, corporations, and wealthy 
individuals, has played many important roles in K–12 education: creating new schools, 
underwriting research, funding scholarships, testing hypotheses, generating new 
curricula, invoking ideals, setting agendas, bolstering training, and building a case for 
policy changes. Foundation money is so widespread, and so sought after, that few in 
education are unaffected (Colvin, 2005, p. 36). 

 
Using power and money to try and solve societal problems may be a noble endeavor, but if their 
knowledge is wrong or their motives self-serving, the results can be disastrous. If high placed 
and respected individuals say teacher education is “doing a mediocre job” and use their political 
and financial power to create policies to change it, who are we to argue. Moreover, if we do 
argue, especially if we are educators, we are accused of bias and self-interest.  
 
As an educator and teacher educator, I admit to both bias and self-interest. Though I have spent 
my adult life trying to be overcome them, and have striven to be honest, caring and fair, I none-
the-less still suffer from privileging my own limited views and interests. Though I have been 
committed to discovering the truth, serving others and doing the right thing during my 40-year 
career as a teacher and teacher educator, I could do and be better. As I am coming to an end of 
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my career at a time when teacher education is coming under increasing attack, I feel the need to 
take a stand for what I think is right.  
 
I believe the critics of teacher education are also biased and self-interested. Many of their reform 
agendas reflect materialistic worldviews and values that do not promote equity and the best in 
human nature. Their views dominate modern partisan politics and capitalistic enterprises and 
pose a threat to the well-being of teacher education. They unashamedly promote their prejudices 
and interests in reform policies that educators are impelled to accept.   
 
Their policies are often based on limited views of prosperity and progress. In the complex and 
nuanced world of teacher education, reformers should consult with the parties involved if they 
wish to build relationships and capacity for sustainable development. They should not assume 
that the participants are not willing or equipped to make adjustments needed to accommodate to 
changing conditions and knowledge. A paternalistic approach will limit chances in making real 
progress. As we are open-minded and learn from our mistakes in the spirit of cooperation, 
tolerance and concern, we will gain the needed insight and attitudes to make significant 
improvements.  
 
Of the limiting materialistic views is the belief that humans are motivated largely by animal 
instincts and self-interest. It is true that we have these tendencies, but we also have higher 
natures, that, if properly developed, lead to altruism, cooperation and other noble character traits 
and virtues. Whereas politics and business focus on power and profits where short-term gains 
and interests are emphasized through competition, education focuses on learning and character 
development emphasizing community interests, long-term benefits and cooperation.  
 
The values and behaviors of politicians and financiers have kept them from long-term 
sustainable solutions that serve the best interests of humanity. These attitudes do not even serve 
their own best interest, though they may appear to in the short term.  The select few who obtain 
power and financial resources appear to benefit, but their limited gains are outweighed by the 
concomitant suffering and social unrest that results.  The rules by which they play reduce 
humans and human values to economic goods. I believe their reforms based on materialistic 
worldviews encourage the worst parts of human nature, while discouraging the best, and will do 
harm to teacher education 
 
Philanthropy represents the better parts of our nature. It is a desire to improve and benefit others, 
to act charitably, serve the general good and to love all humanity. Political leaders should also be 
philanthropists in their desire to secure the material, social and spiritual welfare of humanity. 
Teaching and teacher education is also a philanthropic endeavor. If teachers are not motivated by 
a love for and desire to benefit their students, they will be limited in their ability to help those 
students develop the skills, knowledge, attitudes and insights needed in life. This spirit of 
philanthropy is needed in education; however, it is being eroded by the political passions and 
economic policies that appear to love power and money more than the ideals and ethics of  to 
which educators are committed and expected to follow..  
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The desire and effort to improve the world through charitable contributions and activities is a 
noble and high calling. I think we need more of it, not only in education, but also in all sectors of 
society. People motivated by philanthropy have done tremendous good in the world, whether it is 
a small act of kindness or eliminating hunger and disease. As the powerful and wealthy in 
society give voluntarily of their talents and resources to benefit the greater good, both they and 
the recipients will benefit in multiple ways. However, philanthropists and politicians who 
hypocritically, arrogantly and paternalistically force their agendas on others will accomplish 
little. Ethics and values cannot be ignored. The true spirit of philanthropy, cooperation and 
humility is needed to enlist the minds, hearts and wills in progress.  
 

What are the claims and contexts that suggest teacher education needs reform? 
 
Is teacher education broken? That depends on your perspective. I see teacher education as a part 
of an ailing and corrupt political and economic system that is blaming many of the problems 
policy makers have failed to address in society, such a poverty and inequity, on education in 
general. Many of the claims of a broken teacher education system and the proposals to fix it are 
not supported by experience or scientific evidence. Can teacher education be improved? It must, 
but its welfare cannot be separated from the other communities and institutions of which it is a 
part.  
 
I have been engaged in trying to improve teacher education for many years and offer this paper 
as but one more attempt to do so. It is but a small effort to look at teacher education in a way that 
is thoughtful, fair and considerate so that it may fulfill its mission better. I hope that it manifests 
the spirit of philanthropy, cooperation and humility so that we can find some unity among our 
diversity of views to advance teacher education. This unity in diversity will serve as the engine 
for ongoing development. For those interested in a deeper more extensive treatment of this topic, 
you may contact me for a free copy of my book, Truth, Love and Justice: A New Paradigm for 
Education and Its Reform. 
 
As teacher education adjusts to new needs and challenges, better ways of preparing teachers 
should be developed and tested. This improvement and reform should be an ongoing process, our 
modus operandi. However, change should be based on collaboration using sound knowledge and 
practice, not through the imposed ideological positions of either entrenched teacher educators or 
those with political and economic power.  
 
The recent policy reform process is partly a backlash to perceived liberal changes introduced into 
schools in the 1960’s (Evans, 2011). Federal and state officials have promoted these ideas in 
their educational policies, such as alternative routes to certification, standardized testing, merit 
pay and teacher evaluations tied to student performance. Many states recently changed their laws 
to align with the above policies in attempts to improve their chance of getting some of the federal 
Race to the Top (RTTT) funding. The federal RTTT competition was very effective in pushing 
through educational policies that would have not happened otherwise, even in those states that 
were not selected for funding. As with other reforms that are attached to funding, the policies 
may be bad, but the money is so attractive that principles are compromised. 
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These are examples of a growing trend of damaging changes to educational policy coming from 
politicians, policies encouraged by the corporate community who stand to benefit financially 
from the privatization of education. New rules relax the state standards for obtaining a teaching 
certificate and eliminate quality assurances, standards and expectations found in the “old and 
traditional” university based teacher education programs for the “new and improved, quick and 
easy” alternative route preparation for certification of teachers, educational administrators and 
other educational personnel. They also reduce effectiveness measures primarily to narrow and 
superficial test scores. 
 
Federal and state governments have moved ahead their education reform agenda aggressively 
and effectively with little or no input from teacher educators. These new policies serve neither 
the best interests of the people nor the stated intentions of the politicians. Our future depends on 
our political, economic, social and moral systems working together to face the increasingly 
complex and interconnected problems of society. These systems affect teacher education, and, in 
turn, are affected by it. We can reform teacher education and education, but it will not solve our 
political or economic problems. Even if they could, the policies currently being implemented by 
leaders will harm the state of education and the ability of teacher education to fulfill its mission. 
 

Who is responsible for getting the “best and brightest” into teaching? 
 
I agree that “Great teaching starts with getting the best and brightest into teaching, and making 
sure their education equips them to succeed at inspiring students in the classroom” (Snyder, 
2011, p. 9). What policies are likely to attract the best and brightest to become teachers? How do 
we best prepare teacher candidates to inspire their students? Who ultimately controls those 
policies? In other words, who is to blame if teacher education does not attract the best and 
brightest? Who is responsible for teacher education? I believe we are all responsible, even those 
sitting on the sidelines watching the show. We all can play a part in improving the situation. We 
can start by acknowledging that the best and brightest in most societies are encouraged to pursue 
careers that earn the most respect, power and money. 
  
Calls for the best and brightest seem hollow in the face of policies that privilege alternate and 
emergency routes to teacher certification.  These policies allow easy entry into teaching 
bypassing the so-called low standards for which they criticize. These same policy makers also 
call for increased quality and quantity of clinical and field experiences in accredited programs 
while promoting policies that endorse alternative routes that are very limited in both of these 
areas.  
 
Increasingly, many reform proposals are based on economic and business interests, rather than 
educational concerns. These reform models seek to quantify and put a price on the intricate and 
complex activities of education, reducing them to a single test score. They are harmfully 
reductive, skewed and faulty, based on market models that have failed to serve the best interests 
of society while making enormous private profits for a few. Now this failed model is imposed on 
teacher education to diminish and devalue it in the name of reform.  
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Politicians should first take the time to recognize what is currently being done to allow only the 
brightest into teaching. Almost all states require students pass state administered and monitored 
standardized tests in basic skills before they can enter into a teacher education program. Like 
medical and law students, teacher education students are required to achieve a certain score to be 
admitted into their professional programs and must pass another specialized test to be licensed to 
practice. Most states set the standards needed in the area of basic skills to enter into teacher 
education, and in the areas of content and pedagogical knowledge to be certified as a teacher. If 
evidence suggests these standards are deficient, then the states can and should raise them.  
 
However, if policy makers are truly concerned about recruiting the “best” students into teacher 
education programs, they have a host of  other physical, social, emotional, psychological, moral, 
intellectual, pedagogical, legal and civic standards beyond the currently required narrow 
standardized tests that should be met before allowing someone to teach in our schools. Do their 
policies account for these qualities in becoming a teacher? How do their policies support teacher 
education to see these that diverse and hard-to-evaluate standards are met? Why do they lower 
requirements when there is a teacher shortage or when for-profit enterprises wish to certify 
teachers?  
 
One of political and corporate leaders’ complaints is that standards in teacher education 
programs are too low. I agree. Teaching is not for weak students and teacher education programs 
should not admit and retain candidates with low academic ability. However, some of the 
perceptions of low standards are erroneous, as are the suggestions for improving them. Before 
we accept the complaints about teacher education programs being of low quality, too theoretical, 
or too removed from the day-to-day realities of the classroom, we should examine what current 
teacher education programs require of its candidates before they allow them to teach.  
 
Though critics often cite that the SAT scores of high school students who say they want to 
become teachers are lower than the average of other college bound students, they do not say how 
many of those students actually get accepted into a teacher education program or become 
teachers. A policy information report by the makers of SAT, the Educational Testing Service 
(ETS), compared 2002-2005 prospective teachers who took the Praxis II test with a cohort from 
1994-1997 and similar demographics between the two, but “The academic profile of the entire 
candidate pool has improved” (Gitomer, 2007, p. 3).  
 
At my institution, if we compare grade point averages of teacher candidates in the subjects for 
which they are being certified to teach with those students who are majoring in the subject but 
not in teacher education, the teacher education students get higher average grades. We have file 
drawers filled with applications of students who said they wanted to become teachers when they 
applied to our university, but did not meet our standards to be admitted in teacher education. We 
have other drawers for those who were admitted, but failed to meet our increasingly challenging 
requirements to become certified. 
  
If the government feels teacher education standards are too low, they have the authority to raise 
them. Every accredited teacher education program must meet or exceed the state requirements. 
However, that is not their solution. Their solution is to lower state requirements for alternative 
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routes to certification. These alternative routes are not held even to current state standards, let 
alone the higher standards by which university based teacher education programs abide. How 
does this fix the problem of low standards and poorly prepared teachers? 
 

Do the suggested teacher education reform policies work? 
 
Will policies that create low salaries and status, poor working conditions and denigrate teachers 
help teacher educators attract the best and brightest and encourage them to inspire their teacher 
candidates so that they in turn will inspire their future students? Will laws and policies that limit 
or bypass the authority and autonomy of teacher educators and their programs accomplish these 
goals? Popular policies for teacher education reform seem to de-professionalize teaching and 
seek quick and easy measures of performance that are not valid. 
 
The new philanthropists “believe good leadership, effective management, compensation based 
on performance, competition, the targeting of resources, and accountability for results can all pay 
dividends for education as well as for foundations” (Colvin, 2005, p. 37). These policies though 
seemingly based on common sense and thus deemed inarguable,  suggest none of the qualities 
philanthropists seek are evident in current policy. Some reforms may help in some 
circumstances, but may not improve the system as a whole. For example, views of good 
leadership and effective management differ from person to person, from time to time and from 
situation to situation. What may work for one person at one time in one situation may not work 
in another. Good leadership should look different in schools and classrooms than it does in 
political or financial organizations. Management, performance, competition and accountability 
should all look different as well as the social dynamics and realities vary in each institution. 
  
Some reformers seem to forget that teaching should or could be a calling and that many among 
the best and brightest go into teaching because they want to be teachers, not to become rich or 
powerful. Yes, teachers should be among the best and brightest in our society, but they also need 
to have the commitment and character needed to be successful in the classroom. Politicians and 
philanthropists could create policies that encourage these qualities; however, they seem to be 
doing the opposite. It is very hard to legislate for the character, excellence, professionalism and 
commitment needed to be a good teacher. The superficial standardized tests the states use for 
entry into the profession are, at best, selection criterion that only measure a very limited and 
superficial slice of one of the many capacities, basic cognitive skills, needed to be a good 
teacher.  
 
Why then do the United States Department of Education (USDOE) and foundation policies 
strongly encourage states to expand testing, alternate certification, and a host of other destructive 
policies? Policies that advantage alternative routes to teacher certification and bypass accredited 
teacher education programs and the high standards and strong clinical experiences they require 
seems more about privatization and corporatization than educational excellence. Why are leaders 
not advocating for similar policies in the professions that are already privatized and profit-
motivated? 
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The number of new alternative-route-prepared public school teachers hired has risen to about one 
out of three nationally. In 1997-98, 6,028 teachers were certified through alternative routes, but 
by 2007-08, that number had increased tenfold to 62,000 (Feistritzer, 2010). With current 
support by politicians and philanthropists, we can expect it to increase exponentially in the 
future.  These alternative routes to teacher certification vary in quality. Many are offered through 
universities and some have higher standards and expectations than traditional programs. 
However, most alternative routes to certification require less of, and give less to. their teacher 
candidates than do traditional university-based programs. 
 
Though some politicians call for more clinical experience and “rigorous performance-centered 
assessment” (Snyder, p. 10), their reform policies allow alternative routes to certification to 
avoid them. While political leaders call for teachers to be better prepared, their policies both 
limit the quality of their preparation as well as the requirements for continuing education and 
ongoing certification. How is reducing our expectations of teachers through the lowering of 
requirements to become a teacher and of those needed to obtain an advanced professional 
certificate improving teacher education or education?  
 
Reform policies that allow quick entry into teaching and educational administration for those 
who do not want to go through university programs may be justified when there are no better 
options. However, to criticize the low standards of the status quo while praising the “new and 
improved” alternatives that require even less seems hypocritical. The rhetoric behind these 
proposals seems to be aimed at criticizing teacher education as a failed enterprise while 
endorsing alternative routes as the solution to our educational problems. They portray teacher 
education as broken so they can fix it with their “visionary” policies. The trend is to allow any 
alternative that claims to be better or cheaper to certify teachers and administrators.  
 
Traditionally prepared students generally have extensive field experiences and course work to 
prepare them for the classroom, while alternative routes to teaching require much less. Teach For 
America (TFA) is the most well known, prestigious and popular of these alternative-route 
programs. I applaud what it has done to attract some of the best and brightest to teach in some of 
our most challenging schools and to assure the quality of its programs and candidates; however, 
it does not provide a sustainable model for preparing the teachers our nation needs, nor is it 
representative of the many less reputable alternative-route programs. 
 
How do we honestly, fairly and helpfully evaluate teacher candidates and their programs?  
 
Teacher education should be evaluated, but how do we honestly, fairly and helpfully determine if 
they are performing their responsibilities to an acceptable degree. Evaluation of teacher 
programs is a normative and relative activity: their quality depends on the circle of comparison. 
The same program can be rated good or bad depending on what standards are used. Some policy 
influencers are creating studies, standards and methods to make teacher education look bad.  
 
For example, the National Council on Teacher Quality (NCTQ) uses biased survey questions and 
“studies” to suggest teacher educations deficiencies. Their efforts and methodologies do not meet 
scientific evidence or research-based standards (American Association of Colleges of Teacher 
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Education, 2011a). NCTQ’s “studies” are flawed on several fronts, one being they use “self-
derived standards and methodologies to make simplistic assumptions about a complex, dynamic 
and evolving component of education preparation” (American Association of Colleges of 
Teacher Education, 2011b, p. 1). However, this does not stop NCTQ, or the other groups 
attacking teacher education, from creating misleading reports about their perceived and 
manufactured deficiencies with teacher education. Those who would like to see teacher 
education dismantled use such “findings” from these bogus studies to support their reform 
policies.  

Evaluation of teacher education and its candidates need to be based on credible evidence. 
Teacher education is a process of admitting promising candidates, then providing them with 
learning experiences to develop, assess and remediate competence. If candidates do not meet the 
minimal expectations, they should be counseled out of the program. Teacher education programs 
have the responsibility to see that only those candidates with proven potential to be good 
teachers are certified. Later, future school administrators, fellow educators, community members 
and students will decide who among these candidates will actually be teachers. 

The evaluation of teacher education is the primary responsibility of accrediting bodies and 
governmental agencies, though many others are involved. These programs are to identify 
capable, caring and committed candidates and help them develop the qualities needed to be 
successful teachers. They must fairly assess the teacher candidates’ skills, knowledge and 
attitudes and hold them to high standards. Candidates must develop and demonstrate competency 
in knowledge, pedagogy, assessment and professional behavior to carry out the responsibilities 
of teaching.  

We often have difficulty seeing our shortcomings and weaknesses and may not be willing or able 
to make the changes needed. Teacher educators need to be lifelong learners, able to assess 
accurately how they can improve and make the changes needed. This attitude should be part of 
teacher educators for themselves and their candidates. In addition, teacher educators need to 
assure their candidates clearly understand the subject matter they are to teach, can teach it 
effectively to a diverse population and to manage student behavior and learning effectively. They 
should be expert inusing appropriate instructional techniques, technology and materials to 
develop and assess each student’s attitudes, skills and understanding.  

Teacher educators also serve a civic and moral function, as will the teachers they prepare. They 
should all be disposed to open mindedness, tolerance, courtesy, honesty, trustworthiness, 
reliability, intelligence, uprightness and fairness. Interestingly, these are the same qualities 
needed in our political and economic affairs. To the extent we do not live up to these virtues, the 
well-being of our society will suffer. The moral and civic decline and the pernicious influence of 
materialistic and selfish values in our culture are some of the destructive trends we are facing. 

Conclusion 
 
Though some policy makers are well intentioned and informed, there are others who are not 
motivated by high ideals.  Nor do they understand the nature and complexities of educational 
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reform. As a result, we have misguided and harmful policies for teacher education based on 
faulty worldviews. In some ways, these reformers are trying to change education to look more 
like the political and economic systems of which they are a part. What they may not realize is 
that these systems themselves are in tremendous need of reform and imposing their dysfunctional 
structures, ideas and practices on education will harm and not help. 
 
In my career as a teacher educator, I have endeavored to see that only those students with proven 
character, intelligence and ability to inspire students in the classroom are certified to teach. I am 
increasingly concerned that the new teachers I have helped prepare will not be given the support 
needed to enable them to be successful in their classrooms. I feel that both teacher educators and 
teachers are facing attitudes and policies that actively denigrate them and diminish their role in 
both schools and society. They are being set up for failure. 
 
Each teacher education program has unique characteristics, which interact in dynamic and 
complex ways. Policy reforms not based on some understanding of these many factors and their 
interplay and on a genuine concern for the best interest of all will be limited in their 
effectiveness. Many reform proposals work against what their proponents claim to be supporting 
and subvert the best interests of education and society. They are putting private agendas and gain 
over public welfare. 
 
If leaders require traditional education programs to raise standards and requirement, while they 
allow alternative programs to bypass them, what are we to think? At the same time political 
leaders decry the poor quality of teacher education, they create policies that lessen quality and 
weaken schools of education ability to improve.. While they call for brighter teachers, they 
eliminate one of the most proven and established methods of professional development by not 
requiring that teachers engage in and complete a planned program of graduate teacher education 
after initial certification. Based on the lessons from high-performing countries like Finland, we 
should be requiring more education instead of reducing the number of credits and expectations 
required for entry into teaching, and those for continuing service and professional development. 
 
Many people aspire to be teachers, but only those who meet the standards set by a teacher 
education program and state are allowed to teach. About half of those who wanted to become 
teachers at my university were certified.  Of those certified in my state, less than half get a 
teaching job in the state. Nationally, only half of those with teaching jobs will still be teachers 
after five years. These numbers raise several questions. Do we need alternate routes to certify 
more teachers and administrators for our schools when we already have a surplus? Will those 
certified through alternative routes be more hard working and committed as teachers when they 
did not have to work as hard or commit as much to become certified?  
 
Schools, departments or colleges of education who do not fulfill their duties in a responsible 
manner should be put on notice. If they are ineffective, they should be dealt with honestly, 
responsibly and justly, but to castigate all of teacher education and reform the system without 
sound or justifiable cause is not a wise or judicious use of governmental powers or foundation 
money. To sanction routes to teaching that allow easy entry into teaching and school 
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administration are not solutions to our educational problems. However, that may not be the true 
intended purpose, which may be to solve some perceived political or financial problem. 
 
I believe most teacher educators are hard-working and committed and want to partner with 
policymakers to help create a better future and the best education system possible, but feel they 
are being discouraged and hampered in doing so. If those involved in teacher education were 
given a greater voice, and their expertise, dedication, wisdom and commitment to excellence 
called upon, we would find solutions to our present and future problems. If we sought to uplift 
the human spirit and transform hearts, rather than promote selfish interests and biased 
worldviews, we would go far in solving our problems. In simple and practical terms, we need to 
champion the qualities of truth, love and justice. 
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Abstract:   

Although the 20-m multistage shuttle run test is commonly used worldwide to 
evaluate the aerobic capacity, none of the Egyptian sport science researchers have yet 
used it. The purpose of this study was to evaluate the reliability and validity of the 20-
m multistage shuttle run test to predict the Vo2max in the 2nd class Egyptian league 
football players. 94 football players (age 26.91± 2.76years), (height 173.76 ± 
3.87cm), (weight 69.66 ± 6.81 kg), were participated in this study. The well standard 
Bruce treadmill protocol was used to estimate Vo2max in validating the 20-m 
multistage shuttle run test. The results showed no significant difference between test 
and re-test where the value of the correlation coefficient was r = 0.990 indicating the 
reliability of the 20-m multistage shuttle run test in predicting Vo2max. The Criterion-
Related Validity between the two tests were dependent on four equations through the 
following parameters (1) level,  stage and age of players,(2) number of stages and 
age,(3) distance and age, ,(4) Maximal shuttle run speed and age. The results showed 
that there was high correlation between the (20-m MST) with laboratory test 
according to the four equations, (r = 0. 955, r = 0. 955, r = 0. 955, r = 0.944) 
respectively, which indicates that the (20-m MST) is a valid test in estimating the 
Vo2max for the Egyptian football players.  
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Introduction: 
         It has been demonstrated that soccer performance requires well developed 
aerobic and anaerobic fitness. Consequently, the assessment of the VO2max and 
anaerobic threshold is important for monitoring the effectiveness of the physical 
training program of the soccer players [29]. These aerobic fitness measurements are 
accurately evaluated using a variety of laboratory protocols during treadmill 
continuous running until exhaustion [29]. However, the soccer performance is 
characterized by an intermittent and high intensity physical effort [29].  However, the 
direct measurement of maximum oxygen uptake (VO2max) is recognized as the best 
single index of aerobic fitness [29]. However, the direct measurement of VO2max is 
difficult, exhausting, and often hazardous to perform regardless of the type of 
treadmill or ergometer used [9]. Because the direct testing procedure is rather 
complicated for larger populations, several indirect running and walking tests have 
been developed. Scientists often calculate VO2max using indirect protocols [24, 8]. It 
has been reported that equations for predicting VO2max indirectly using running and 
walking tests are very sensitive to the studied population. Therefore, before applying 
any indirect protocol for prediction of VO2max, the validity of the test should be 
established in a particular population. Therefore, it seems logical to evaluate the 
soccer player's capacity with sport-specific endurance tests. For this reason, some field 
tests have been proposed as practical and specific alternatives to laboratory 
assessments. One of the most popular is the 20-m multistage shuttle run (20-m MST) 
[16, 17]. It is often used to measure aerobic capacity [16, 17,34,12,31, and 32]. 
Cooper et al. [7]. Studied the repeatability and criterion-related validity of the 20-m 
MST as a predictor of maximum oxygen uptake in active young men. Suminski et al, 
[28]. Established the validity of the 20-m MST for measuring the aerobic fitness of 
Hispanic youth 10 to 12 years of age. Chatterjee et al. [5]. studied the validity of 20-m 
MST in junior taekwondo players and female university students in India. And, the 
20m multistage shuttle run (Léger and Lambert 1982) [15]. Is a field-based 
continuous running test that is used extensively in many sporting and occupational 
health settings to predict maximal oxygen uptake (Wilkinson et al. 1999) [33]. 
Following a modification to the original protocol (Léger et al. 1988; Ramsbottom et 
al. 1988) [16, 25]. The 20m multistage shuttle run test (MSSRT) in its current form 
requires participants to run between two lines set 20 meters apart at a pace dictated by 
an audio cassette. It commences at a velocity of 8.5 km hr-1 and increases by 0.5 km 
hr-1 every minute thereafter. The MSSRT is individually terminated when a 
participant cannot maintain the set pace or reaches volitional exhaustion. The velocity 
corresponding to the last completed stage is used as an independent variable in a 
regression equation derived by Léger et al. (1982) [15]. To predict maximal oxygen 
uptake (VO2max). Alternatively, predicted maximal oxygen uptake can be obtained by 
cross-referencing the final (completed) stage and shuttle number to a table of oxygen 
uptake values provided by Paliczka VJ, et al. (1987) [23], Léger et al. (1988) [16], 
Brewer et al. (1998) [4], Liu NY et al. (1999) [19], and Aandstad, et al. (2011) [1], The 
validity of the MSSRT predictions (against laboratory determined criterion VO2max 
values) has been assessed via correlation analysis among samples across a range of 
ages and athletic abilities ( Grant et al. 1995[11], Léger and Gadoury 1989[17], 
McNaughton et al. 1998[21], Paliczka et al. 1987[23], Wilkinson et al. (1999) [33], 
and on account of the size of the correlations reported (r > 0.82 – 0.93) has generally 
been reported in favorable terms. Although some reports offer a contrary view, for 
example O’Gorman et. al. (2000) [22]. (r < 0.61) and St Clair Gibson et. al. (1998) 
[27]. (r < 0.71), the consensus appears to be that the MSSRT is able to provide an 



accurate prediction of an individual’s VO2max. However, the matter of the reliability 
of the MSSRT, that is, the extent to which it can yield consistent scores on a test-retest 
basis, has yet to be satisfactorily addressed. Studies that have investigated the test-
retest reliability of the MSSRT are less well documented than those dealing with its 
validity, but by-and-large researchers have maintained (on the basis of test-retest 
correlation coefficients being in the range 0.87 to 0.97) that it is able to generate 
repeatable scores, and consequently repeatableVO2max predictions. However, the 
contemporary view of the way in which researchers such as Léger et al. (1988) [16], 
Mahoney (1992) [20], Sproule et al. (1993) [26], St. Clair Gibson et al. (1998) [27], 
and Vincent et al. (1999) [30], quantified the reliability of the MSSRT renders such a 
claim as highly questionable. Since the publication of particular articles (Atkinson 
(1995) [2], Atkinson and Nevill (1998) [3], Lamb (1998) [14], Hopkins (2000) [13], 
brought to the attention of sport and exercise scientists the limitations of the 
correlation approach, it has become increasingly accepted that other statistical 
techniques, such as the coefficient of variation, the ‘Limits of Agreement’ (LoA) or 
the ‘Typical Error’ should be the principal statistics in reliability analyses. The aim of 
this work is to study the reliability and the validity of the 20-m multi-stage shuttle run 
test in comparison to the well known laboratory Vo2max test in the second class 
Egyptian football players. 
Methods 
Participants 
     (94) Football players in second degree league in Egypt volunteered for the study 
from four clubs (Olympy, Kroum, Abokir, EL-Ragaa). The subjects had a mean (age 
26.91± 2.76years), (height 173.76 ± 3.87cm), (weight 69.66 ± 6.81 kg). The tests 
were demonstrated to the subjects before actual administration and the subjects agreed 
to sign a statement of informed consent.  
Procedures  
        Maximum oxygen consumption of each subject was determined by both indirect 
and direct methods, respectively, at an interval of 10 days from 14/2/2011 to 
24/2/2011. The indirect method in half of the subjects followed the direct method 
whereas indirect method was followed by direct in the other half of the subjects to 
avoid any possibility of bias. Subjects were asked to take complete rest at for at least 
half an hour prior to the exercise, so that pulmonary ventilation and pulse rate might 
come down to a steady state (Chatterjee et al., 1986) [5].They had a light breakfast 2-
3 hours before the test and refrained from any energetic physical activity for that 
period. Prediction of Maximum Oxygen Uptake Capacity by the 20-m MST Subjects 
start running back and forth on a 20-m course and must touch the 20-m line at an 
initial speed of 8.5 km/hr which gets progressively  faster (0.5 km/hr. every minute), 
in accordance with a pace dictated by a sound signal on an audio CD. Several shuttle 
runs make up each stage; each stage is of one-minute duration. As the test proceeds, 
the number of shuttle runs (stages) increases in each level and subjects are instructed 
to keep pace with the signal for as long as possible. When the subject can no longer 
follow the pace, the last stage announced is used to predict maximal oxygen uptake 
using four equations obtained by the researcher through the regression coefficient. 
(1) According to level, stage and players age 
Y = 35.163+ 3.011A + 0 .315B - 0.262C 
Where, 
Y= VO2max (ml/kg-1/min-1) 
A= Level 
B= Stages 
C= Age (year). 



(2) According to number of stages and players age 
Y = 41.025+ 0.283A - 0. 230B 
Where, 
Y= VO2max (ml/kg-1/min-1) 
A= Total Stages 
B= Age (year).  
 
(3) According to Total distance and players age 
Y = 41.025+ 0.14A - 0. 230B 
Where, 
Y= VO2max (ml/kg-1/min-1) 
A= Total distance 
B= Age (year).  
 
(4) According to Maximal speed and players age 
Y = -10.504+ 5.915A - 0. 231B 
Where, 
Y= VO2max (ml/kg-1/min-1) 
A= Maximal speed 
B= Age (year).  

     Direct Measurement of Maximum Oxygen Uptake was measured (Vo2max) 
through motor driven treadmill (ZAN600 Treadmill).The testing protocol used was 
the Bruce protocol (Lin1995) [18], which begins with a 3-minutes warm-up during 
which participants walk comfortably (below 2.8km/hr, 0% grade). The workload is 
then increased by grade and running pace every 3 minutes until participants reach 
volitional exhaustion. Oxygen uptake was considered maximal if any two of the 
following criteria were met: (a) volitional fatigue; (b) respiratory exchange ratio ≥1.1; 
(c) heart rate at or near age-predicted maximum (±10bpm); (d)  ≤ 2mL·kg−1 increase 
in Vo2 with an increase in workload; (e) rating of perceived exertion scale ≥ 18.[6]. 

Data Analysis 
        Paired t-test, Pearson’s product moment correlation, and linear regression 
statistics, And the T-scores for (20-m MST) was calculated with equation: 
[(Grade-mean divided by standard deviation) x 10] +50. The researcher was used the 
Statistical package for social sciences (SPSS) 10 with MS windows. 
 
Results  
       The physical characteristics of subject and predicted VO2max by 20-m multi 
stage shuttle run test according to the four equations and directly measured VO2max 
of the participants are presented in the Tables (1, 2). The correlations between 
measured directly VO2max and predicted VO2max by 20-m multi stage shuttle run 
test according to the four equations are shown in Table (3). A Pearson product 
moment correlation coefficient was calculated between the test and re-test of the 20-m 
MST according to the third equation after one week from the first measure, the 
correlation coefficient was higher between the test and re-test, where (r =0.990 p < 
0.01) according to table (4). The results showed non-significant between the test and 
re-test of the 20-m MST according to the third equation. Where, T = -0.63 Table (5). 
And Table (6) shows the z scores for the predicted VO2max by 20-m multi stage 
shuttle run test according to the third equation. 
 
 



 
(Table 1): Physical characteristics of the (94) participants 
 

Variables Age Height Weight Level stage
total of 
stages 

distance 
maximal 

speed 

Mean 26.91 173.76 69.66 8.94 6.31 78.56 1571.28 12.47 

Std. Deviation 2.76 3.87 6.82 2.10 3.27 22.27 445.48 1.05 

Range 10.00 24.00 29.00 7.00 11.00 75.00 1500.00 3.50 

Minimum 22.00 164.00 59.00 5.00 1.00 36.00 720.00 10.50 

Maximum 32.00 188.00 88.00 12.00 12.00 111.00 2220.00 14.00 

Median 27.00 174.00 70.00 9.50 7.00 84.00 1680.00 12.75 

Mode 28.00 175.00 61.00 10.00 9.00 70.00 1400.00 13.00 

Skewness -0.36 0.28 0.44 -0.46 -0.12 -0.35 -0.35 -0.46 

Kurtosis -0.95 1.24 -0.54 -0.92 -1.35 -1.10 -1.10 -0.92 

 
 
(Table 2) Direct and indirect vo2max characteristics of (94) participants 
 

Variables 
direct 

vo2max 

predict of 
vo2max 

according to 
equation (1) 

predict of 
vo2max 

according to 
equation (2) 

predict of 
vo2max 

according to 
equation (3) 

predict of 
vo2max 

according to 
equation (4) 

Mean 57.02 57.01 57.07 56.84 57.03 

Std. Deviation 6.96 6.65 6.66 6.59 6.57 

Range 23.30 23.17 23.07 22.84 22.55 

Minimum 44.78 43.36 44.08 43.98 44.44 

Maximum 68.08 66.53 67.15 66.82 66.99 

Median 58.15 58.48 58.36 58.11 58.33 

Mode 52.50 55.27 54.86 54.65 59.69 

Skewness -0.18 -0.41 -0.30 -0.30 -0.40 

Kurtosis -1.03 -0.89 -1.01 -1.00 -0.83 

 
 
 (Table 3) The correlations between the Predicted and direct VO2max of the 
subjects (N =94) 
 

Variables 

predict of 
vo2max 

according to 
equation (1) 

predict of 
vo2max 

according to 
equation (2) 

predict of 
vo2max 

according to 
equation (3) 

predict of 
vo2max 

according to 
equation (4) 

direct 
VO2MAX 

Pearson 
Correlation 

0.955 0.955 0.955 0.944 

Sig. (2-tailed) 0 0 0 0 

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



 
 (Table 4) the correlation coefficients between test and re-test for 20-m multistage 
shuttle run test according to the third equation. 
 

Variables Re-test 

Test Pearson Correlation 0.990 

Sig. (2-tailed) 0 

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

 
 (Table 5) the differences between test and re-test of 20-m multistage shuttle run 
test according to the third equation. 
 

variables mean 
Std. 

Deviation 

Paired Differences 

t df Sig. (2-tailed) 
mean 

Std. 
Deviation 

test 1308 284.58 
-7.00 49.53 .632 19  p = 0.53  

Re-test 1315  311.93  

Table T = 2.093 in df = 19  
 
(Table 6) the T-scores for the 20-m multistage shuttle run test according to the 
third equation. 
 

N  Grade  
T -

Scores  
N  Grade  

T -
Scores  

N  Grade  
T -

Scores  
N  Grade  

T -
Scores  

1  43.98 30.49 21 51.21 41.46 41 59.56 54.13 61 63.99 60.86 

2  44.26 30.91 22 51.49 41.88 42 59.61 54.21 62 64.53 61.67 

3  44.77 31.69 23 52.92 44.05 43 59.84 54.56 63 65.37 62.95 

4  45.10 32.19 24 53.20 44.48 44 59.89 54.63 64 65.65 63.37 

5  45.28 32.46 25 53.48 44.90 45 60.63 55.76 65 65.93 63.80 

6  45.33 32.54 26 54.65 46.68 46 60.68 55.83 66 65.98 63.88 

7  45.84 33.31 27 54.93 47.11 47 61.01 56.33 67 66.26 64.30 

8  48.03 36.63 28 55.21 47.53 48 61.19 56.61 68 66.54 64.73 

9  48.08 36.71 29 55.26 47.61 49 61.73 57.43 69 66.59 64.80 

10  48.13 36.78 30 55.54 48.03 50 63.13 59.55 70 66.82 65.15 

11  48.49 37.33 31 55.82 48.46 51 63.23 59.70       

12  48.51 37.36 32 56.10 48.88 52 63.41 59.98       

13  48.54 37.41 33 56.38 49.31 53 63.51 60.13       

14  48.87 37.91 34 57.55 51.08 54 63.66 60.35       

15  49.02 38.14 35 57.83 51.51 55 63.69 60.40       

16 49.20 38.41 36 58.39 52.36 56 63.71 60.43       

17 49.33 38.61 37 58.67 52.78 57 63.79 60.55       

18 50.07 39.73 38 58.72 52.86 58 63.84 60.63       

19 50.30 40.08 39 59.00 53.28 59 63.89 60.70       

20 50.98 41.11 40 59.28 53.71 60 63.94 60.78       

 



 
Discussion: 
  According to (table 2) the mean and SD values of the VO2max determined by direct 
method was 57.02 ± 6.96 ml/kg-1/min-1, range 23.30 ml/kg-1/min-1.Where, minimum 
value 44.78, maximum value 68.08, the median 58.15, and mode 52.50. The mean and SD 
values of the predicted VO2max by 20-m MST according to the first equation was 
57.01± 6.65 ml/kg-1/min-1, range 23.17 ml/kg-1/min-1.Where, minimum value 43.36, 
maximum value 66.53, the median 58.48, and mode 55.27. The mean and SD values of  the 
predicted VO2max by 20-m MST according to the second equation was 57.07± 6.66 
ml/kg-1/min-1, range 23.07 ml/kg-1/min-1.Where, minimum value 44.08, maximum 
value 67.15, the median 58.36, and mode 54.86. The mean and SD values of the predicted 
VO2max by 20-m MST according to the third equation was 56.84± 6.59 ml/kg-1/min-1, 
range 22.84 ml/kg-1/min-1.Where, minimum value 43.98, maximum value 66.82, the 
median 58.11, and mode 54.65. The mean and SD values of the predicted VO2max by 20-
m MST according to the fourth equation was 57.03± 6.57 ml/kg-1/min-1, range 22.55 
ml/kg-1/min-1.Where, minimum value 44.44, maximum value 66.99, the median 58.33, 
and mode 59.69. (Table 3) shown the correlations between the direct and predicted VO2max 
of the subjects according to the four equations as follows; (r= 0.955, 0.955, 0.955, 0.944).  So, 
the 20-m MST is valid test to predict of VO2max agreement with the studies,  Léger L.A. 
et al. (1982, 1988 and 1989) [15] [16] [17]. Ramsbottom et. al. (1988) [25]. Gibson, A. et.al 
(1998) [10]. Pinaki, C. et.al. (2006) [24]. The  repeatability was investigated by having (20) 
of the subject perform the test twice.Intra-class correlation coefficients were used to 
determine the test–retest reliability. Where, the correlation coefficient between test –retest was 
(r = 0.990). Also, the results showed non-significant difference between the test –retest of the 
20-m MST. Where, t =0.632) according to (tables 4, 5) agreement with the above studies. 
According to (Table 6) the T-scores for (20-m MST) were calculated with equation: 
[(Grade-mean divided by standard deviation) x 10] +50. The results showed that the 
minimum value was (30.49) while the maximum value was (65.15). 
Conclusions: 
The researcher concluded that the 20-m multistage shuttle run test is recommended as a valid 
method to evaluate aerobic fitness in terms of VO2max within football players. The four 
equations developed on the basis of present data are recommended to be used as well. This is 
particularly the most useful method when a large number of subjects are to be evaluated 
without the help of a well-equipped laboratory, in less expense and within a short period of 
time. 
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Abstract  

In a two-year study, two groups of participants were surveyed 

to examine the common attraction to clothing and accessories decorated   

with English writing found in Japan. Next, after taking part in a lecture 

concerning the misuse of English on articles of clothing and accessories, 

participants were asked to write what they had learned. Overall, results   

reveal most participants do not fully understand the written English of     

their possessions, but that they will be more mindful of the meaning 

and nuance when purchasing items with English writing in the future. 

 

 

Background 

The purpose of this report is to introduce new data regarding the topic of the 

use of, and attitude toward, English in fashion items in Japan.  This is a report on the 

findings of an ongoing research project in its second year.  The content of this study 

and the results of the data collection and analysis from the first year were previously 

published by the same authors titled, “Attitudes toward English use in Fashion: A 

Survey of Japanese ESL Students,” in The Journal of Heisei International University, 
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No. 15, March 2011.  The focus of this follow-up paper is to report the findings of the 

surveys administrated in the second year, and to compare and discuss the results over 

the two-year period. We hope that the information in this report will be useful to a wide 

range of readers, encouraging ESL instructors to incorporate the importance of having 

an understanding of English in pop culture and fashion into their research and lessons, 

as well as prompting learners as consumers to gain awareness of the meaning and 

nuances behind the English writing in their future purchases and use of such items.  

The frequent misuse of the displayed English raises concern as to 

whether or not the Japanese fully understand the written words, meanings 

and messages on their signs and advertisements. American Journalist 

Douglas McGray, who has observed the fashion trends of Tokyo, for example, 

states, “Sometimes, like Starbucks or Nikes, it is authentic. Sometimes, like 

a ‘Harbard University’ sweatshirt or a potato salad pizza, it is not” (McGray, 

2001).   Similarly, with regard to apparel, wearing a T-shirt or jacket with 

English writing in a non-native speaking country may appear stylish or 

exotic as a fashion trend (Seidlhofer, 2005); however, due to the frequent use 

of incorrect, or senseless, English, it raises the eyebrows of foreigners 

visiting and living in Japan.  
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Perhaps the written English in pop culture is regarded as nothing 

more than a pictorial image of the font. Therefore, is the use of written 

English a trendy item that is simply pleasing to the eye, as opposed to 

actually displaying words and phrases to communicate a slogan or a 

message?  Investigating this type of question may yield useful information 

to educators in the field of ESL.  This is especially the case in a country that 

appears, through years of devotion to formal study in ESL, to be committed 

to English as a lingua franca in academic settings (Mauranen, 2003).  

 

Purpose of the Study 

 The purpose of this study was to investigate the popularity of English 

written materials and the extent to which Japanese University students 

understand the words and messages on their accessories and articles of 

clothing. 

 

Participants 

 The participants of this study included approximately 200 Japanese 

first year university students, 100 in each year over two years.  Before 
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entering the university, all participants had at least six years of formal 

English instruction at their respective junior and senior high schools.  In 

addition, upon entering the university, all participants, were administered 

an abridged version of the TOEIC test which measured listening and reading 

ability.  Their average score for this test was 550, a range interpreted to 

mean that they, “can understand difficult, complex and uncommon 

grammatical constructions” (ETS TOEIC Japan, 2007).   

 

Materials 

 The survey participants were asked to complete was comprised of six 

questions to examine the popularity of written English on shirts, bags and 

clothing, as well as and the extent to which participants can understand the 

meaning of the written English.  In order to avoid confusion or 

misunderstanding, the questions posed were translated into Japanese.  

Questions 1 to 4 required participants to respond with either yes or no.  

However, for questions 5 and 6, participants could select more than one 

option (See APPENDIX A). 
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Procedure 

 The survey took place during a 70 minute class which was part of a 

lecture series provided by the university.  As a part of a warm up activity, 

for the first 20 minutes of the session participants took part in a discussion 

concerning the topic of fashion in Japan.  Next, for 40 minutes, participants 

were introduced to 20 slides of a PowerPoint presentation displaying 

incorrect or potential offense use of written English on various fashion items 

in Japan.   

Also, students were shown a sample of comments illustrating how 

some of the errant, or subliminally nuanced, use of English may be 

interpreted by Americans who may not be familiar with “Japanese English” 

or Japanese pop culture. For example, one of the slides featured a t-shirt 

that misspelled the adage, “Relish the Thought,” and instead read, “Rerish 

the Thought.”  This is not necessarily insulting, however, it could prove to 

be an embarrassing mix-up of the often-cited challenging differentiation 

between “r” and “l” for Japanese speakers of English.  In addition, students 

viewed a slide of a trendy 1970s retro-style t-shirt highlighting a colorful 

rainbow with hearts design that read, “I hate myself and I want to die.”  
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Considering the cheerful artwork, this an ironic message to send, and could 

make a foreigner in Japan uncomfortable to read such a harsh phrase in a 

“fashionable” context (engrish.com). Finally, for the remaining 10 minutes, 

participants were asked to complete a survey in their lecture booklet and to 

write what they learned from the lecture.   

Participants were informed that taking part in the survey was part of 

the lecturer’s ongoing research, and that their identity would remain 

anonymous, and that their responses would in no way affect their class grade 

or university standing.  When it appeared that participants had finished, 

they were dismissed and asked to hand in their booklets to the instructor 

before leaving the classroom.  After the lecture, participants’ responses 

were entered into a Mircosoft Excel software program to analyze the trends.  

Also, responses of students’ comments from the lecture were reviewed. 

 

Quantitative Responses 

 The responses from the surveys have been grouped into two 

categories.  The first group of questions 1, 2, and 5 (Q1, Q2 & Q5), for 

example, are concerned with clothing. The second group of questions 3, 4, 
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and 6 (Q3, Q4, & Q6) are concerned with accessories.   

   

Clothing 

 

     2009 Responses      2010 Responses 

 

 

2009 Responses      2010 Responses 

 

Yes
87

No
5

2009
Q1:	Do	you	own	a	shirt	with	
English	writing	on	it?	

Yes
93

No
3

2010
Q1:	Do	you	own	a	shirt	with	
English	writing	on	it?	

Yes
20

No
67

2009
Q2:	Do	you	completely	
understand	the	meaning	of	
the	English	words	on	your	
shirt?

Yes
19No

74

2010
Q2:	Do	you	completely	
understand	the	meaning	of	
the	English	words	on	your	
shirt?	
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Similar responses are evident for the 2009 and 2010 surveys.  With 

regard to Question #1, for example, eighty-seven participants from 2009 and 

ninty-three participants from 2010 indicated that they owned a shirt with 

English writing while only 5 and 3 participants from each respective year 

indicated that they did not have a shirt with written English.  For Question 

#2, sixty-seven participants from 2009 and seventy-four participants from 

2010 indicated that they did not completely understand the meaning of the 

English words written on their shirts while twenty and ninteen participants 

from each respective year indicated that they completely undersood the 

meaning.   

 

2009 & 2010 Responses 

 

The	color	of
the	letters	or

words

The	font	or
style	of	the
letters	or
words

The	size	of
the	letters	or

words

The	meanings
of	specific
words

The	overall
meaning

writing	on	the
shirt

Series1 69 76 43 16 26

Series2 70 72 38 21 17
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Q5:	When	you	go	shopping,	what	is	attractive	about	an	item	
that	has	English	writing	on	it?		

(Series	1:2009;	Series	2:2010)	
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Responses for Question #5 indicate for both years that letter font or 

style (2009 = 76; 2010 = 72) followed by letter color (2009 = 69; 2010 = 70) 

were the most common explanations for the attraction of a shirt with English 

written letters or words.  On the other hand, the overall meaning written on 

a shirt (2009 = 26; 2010 = 17) and the meaning of the specific words (2009 = 

16, 2010 = 21) were not common reasons for the attraction to a shirt.  For 

the 2009 and 2010 surveys, the size of the English letters on the shirt 

received forty-three and thirty-eight responses, respectively.    

 

Accessories 

2009 Responses           2010 Responses 

   

 

 

Yes
46

No
45

Q3:	Do	you	have	a	bag	or	
pencil	case	that	has	English	
writing	on	it?	

Yes
61

No
34

Q3:	Do	you	have	a	bag	or	
pencil	case	that	has	English	
writing	on	it?	
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2009 Responses      2010 Responses 

 

  

Similar responses are also apparent for the 2009 and 2010 accessory 

surveys. For Question #3, forty-sixparticipants from 2009 and sixty-one 

participants from 2010 indicated having a bag or pencil case with written 

English, while forty-five and thirty-four participants from each respective 

year indicated that they did not. For Question #4, thirty-five participants 

from 2009 and fifty participants from 2010 indicated that they did not 

completely understand the meaning of the English words written on their 

bag or pencil case while only eleven participants from both 2009 and 2010 

indicated that they completely understood the meaning. 

 

Yes
11

No
35

Q4:	Do	you	completely	
understand	the	meaning	of	
the	words	on	your	bag	or	
pencil	case?	

Yes
11

No
50

Q4:	Do	you	completely
understand	the	meaning	of	
the	words	on	your	bag	or	
pencil	case?					
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2010 Responses 

 

Responses to Question #6 for both years indicate that letter font or 

style (2009 = 71; 2010 = 66) followed by letter color (2009 = 61; 2010 = 65) 

were the most common reasons for the attraction of a bag or pencil case with 

written English written letters or words.  However, the overall meaning 

written on an item (2009 = 28; 2010 = 22) and the meaning of the specific 

words (2009 = 20; 2010 = 20) were not common reasons for the attraction to 

an accessory.  For the 2009 and 2010 surveys, the size of the English letters 

on the shirt received thirty-seven and thirty-two responses respectively.   

 

Qualitative Responses 

The	color	of
the	letters	or

words

The	font	or
style	of	the
letters	or
words

The	size	of	the
letters	or
words

The	meaning
of	the	specific

words

The	oveall
meaning

written	on	the
shirt

Series1 61 71 37 20 28

Series2 65 66 32 20 22
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Q6:	When	you	see	another	person	who	is	wearing	a	shirt								
with	English	writing,	what	do	you	find	attractive?	

(Series	1:	2009;	Series	2:	2010)	
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In addtition to the survey, the following are some of the responses 

participants wrote after taking part in the lecture which educated them on 

how native speakers of English may respond to articles of clothing or 

accessories that have non-sensical or offensive English. *Responses were 

edited only slightly from the original, maintaining as much as possible the 

original voice of the respondants: 

 

“Since now, I really didn’t care about the meaning of the shirts.  But,  

today I decided to think about the meaning.  Because I don’t want to  

be laughed at by a foreigner.” 

 

“I’ll be careful about what I wear. I notice that some t-shirt have stupid  

irony and offensive meanings. When I go back home I’ll try to  

check my t-shirts.” 

 

“I learned that the meaning of words written on clothes we wear 

is very important, especially in the country where the language  

is used. I don’t want to make people around me misunderstand  
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me.  So when I wear something, I’ll pay attention to the words in it.” 

 

“We should think about the meaning of t-shirts we wear, because 

 it may make English speaking people uncomfortable.  Also, we may 

study or work in America, Canada or UK.”   

 

Discussion 

 Although this analysis was not statisically correlated, there are 

nevertheless some trends shared between the two groups of participants 

surveyed for clothing (shirt) and accessories (bag or shirt sections).  First, 

owning a shirt, bag or pencil case with written English is popular among 

first-year Japanese univesity students.  Second, the written English for 

both of these items is not completely understood by the vast majority of 

participants.  Third, letter or word font or style, followed by letter color and, 

to a lesser extent, letter size appears to be the most attractive features of 

written English.  Fourth, for both groups of particiapnts, the overall 

meaning or the meaning of specific words of a shirt, bag or pencil case 

markedly received one half to one third fewer responses in explanation to the 
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attraction to items with written English.  Overall, the quantitative data 

from this study suggests that university students are more attracted to the 

letter or word image of written English rather than the meaning an item 

may hold.  However, the qualitative data from the responses students wrote 

after the lecture suggest that they will pay more attention to the meanings of 

English words on their items in the future. 

It is understandable that Japanese university students may be 

attracted to the décor of English just as their western conterparts are, in the 

same way, attracted to the exotic appearance of Chinese and Japanese kanji 

characters.   However, whether it be Japanese students wearing clothes 

with written English or American students wearing clothes with kanji, one 

wonders about the importance of understanding the meaning of our apparel. 

For example, there are legitimate reasons as to why university 

students and working professionals should be concerned with what is 

written on their apparel.  Not doing so may foster the social linguistic term 

known as language shock or, “the realization that you must seem comical to 

speakers of the target language” (Gass & Selinker, 237, 1994).  Or, perhaps 

worse, wearing apparel without the full comprehension of what may be 
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written may be interpreted as offensive.  Furthermore, with regard to 

studying or working abroad, although the freedom to express oneself is 

highly valued in the United States, for example, “political correctness obliges 

people to choose their words carefully so they don’t offend anyone” (Powell, 

2005).  This should be a point of concern as more foreigners are coming to 

live, work, and study in Asia.  Specifically, Debito Arudou, a naturalized 

Japanese citizen and Associate professor at Hokkaido Information 

University, has noted an upsurge of immigrants to Japan in recent years 

(Debito, 2006).   

Furthermore, thanks to the advancements of technology, visting, 

studying, working and living in a predominentally homogenious 

environment such as Japan is no longer the culture shock to westerners it 

once was because, “it is as easy as a mere click of the mouse to call home”  

(Matthews, 2010).  As a result, it is inevitable that the number of foreigners 

coming to reside in Japan will continue to climb in the future. Therefore, one 

can conclude that it is important to represent oneself well, not only to 

demonstrate competent language ability and to be taken seriously as a 

student or working professional, but also to exercise cultural sensitivty as 
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members of an ever-expanding global society. 

Regarding the future direction to continue this study, the authors 

propose to follow-up on the results of the qualitative data.  Specifically, 

when the same two groups of 100 students that responded to this study, are 

in their third or fourth year at the university, we propose to launch a similar 

reseach project to examine the students’ awareness of the use of English in 

popular culture in Japan.  In short, the purpose would be to determine if 

they are in fact, after having participated in the lecture and having 

responded to the surveys in their first year, more conscientious in their daily 

lives, of the use of written English in fashion and consumer goods. 
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APPENDIX  A  
 
1． Do you own a shirt with English writing on it?           

Yes ____ No _____ 

 

英語の文字が入ったシャツを持っていますか？      

 はい   いいえ 

 

 

2. Do you completely understand the meaning of the English words on your shirt?  

 Yes ____ No____ 

 

そのシャツにある英語の単語の意味が完全に分かりますか？                   

       はい  いいえ 

 

 

3. Do you have a bag or pencil case that has English writing on it?               

 Yes _____ No _____ 

 

英語が書いてあるバッグや鉛筆入れ（ペンケース）を持っていますか？        

     はい  いいえ 

 

 

4. Do you completely understand the meaning of the English words on your bag / pencil 

case?   

Yes____  No _____ 

 

そのバッグやペンケースの英語の意味を完全に理解していますか？            

はい  いいえ 
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5. When you go shopping, what is attractive about an item that has English writing on 

it? 

 

買い物するとき、英語が書いてある商品のどこが魅力的ですか？ 商品のどこに魅（ひ）

かれますか？ 

 

(You may check more than one answer.) 複数回答可 

 

A) The color of the letters or words ________  

文字や単語の色（色彩） 

B) The font or style of the letters or words ________  

文字や単語のフォント／形 

C) The size of the letters or words.  __________  

文字や単語のサイズ（大きさ） 

D) The meaning of specific words?  _______  

一部の単語の意味 

E) The overall meaning of the message written on the item?  _______  

商品に書いてあるメッセージの全体的な意味 

 

 

6. When you see another person who is wearing a shirt with English writing, what do 

you find attractive?  

  

英語が書いてあるシャツを着ている人を見て、どういうところがいいと思いますか？ 

 

 (You may check more than one answer.) 複数回答可 

A) The color of the letters or words ________ 

文字や単語の色（色彩） 

B) The font or style of the letters or words ________ 

文字や単語のフォント／形 

C) The size of the letters or words.  __________ 

文字や単語のサイズ（大きさ） 

D) The meaning of specific words?  _______ 

一部の単語の意味 

E) The overall meaning of the message written on the shirt? _______ 

商品に書いてあるメッセージの全体的な意味 



20 
 

 

 

 

 

  



From Concept to Function (Design Process) 

Mehri Mohebbi, MSc. Arch.* 

* Head of Dept., Dept. of Architecture, Faculty of Fine Arts, Uni. of Semnan, Semnan, IRAN. 

Email: mehri_mohebbi@yahoo.com  

 

Abstract 

Department of Architecture has a young ambience and ready to accept any kind of new and 
modern movements and changes in its academic life. We are 21 faculty members, working 
together as Department of Architecture and Maintenance. Other members of the Faculty are 
artists from painters to industrial designers who are agree with us towards changing the ambience 
to a more dynamic one. Normally traditional design studios are focused on “2 Dimension 
Design”; it does not have the exact meaning of 2D, it means designing to present on paper or on 
PC, not to practice as an architectural work. In our department we have another program, a kind 
of designing future based on practical education; we let students to build what they designed.  

In Iran, there is an “Enter Testing” for students to the public universities, which are at the high 
level of national and international ranking. In this process, the universities which are located in 
non-capital cities, normally will approve students who are in lower level in comparison with who 
will enter to the universities of capital cities such as Tehran, Isfahan, Mashhad, Tabriz and 
Shiraz. Semnan is ranked at “good” level universities in IRAN. Each year our approved students 
are exactly interested in Architecture and the problem is the non-comprehensive enter testing 
which did not let them enter to the mother universities. Some of them tries to transfer from 
Semnan to Tehran obtaining highest GPA in the first semester.  

I have been head of the Dept. of Architecture since last year, in this year, we tried to attract 
professional and more experiented Persian professors and architects to the department, 
furthermore, as a professor, I tried to manage a new program which titled: “observation and 
participation to rebuild our school”. This program encouraged students to continue gaining more 
experiences and facing a practical architectural program. At the first level, we invited juniors and 
freshmen to participate in the preliminary studies of a project which focused on reorganization of 
open spaces around the central building of the school. It was a comprehensive study on “desert 
plants” which will be used in the landscape design of surrounding context of the university of 
Arts. At the second level, this semester, there will be a competition to manage, design and 
organize the inner spaces of “Design Studios”; After the end of the judement process, winners 
should be directors of a practical experiment which will encourage the whole students to build 
the interior space of their own studios based on the winner design concept. In the universities of 
capital cities, this kind of opportunities will not be available easily; but in the School of 
Architecture of Semnan, which faces comprehensive spatial development in near future, there is 



a possibility to invite freshmen to practice to be an architect and feel the difficulties of real 
architectural works in real world. It means an invitation to be what should be. 

 

Keywords: Design Studio, Semi-arid climate, Solar Energy, Wind Towers, Climate Limitations. 
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Abstract 
Purpose –  
The purpose of this paper is to discuss the application of system thinking and quality 
management concepts into mission visualization. 
Design/methodology/approach –  
The paper summarises the literatures on mission of business schools in the past ten 
years with a case study of programme management of reaching the learning outcomes. 
The qualitative results have been summarised into a “Model of Visualizing Mission” 
with quality management thinking and systems thinking for further validation.  
Findings –  
The first finding is the incorporation of academic requirements into industry needs for 
innovative programme management; the second is the key role of joint quality 
management thinking and systems thinking in value generated for mission 
measurement. . 
Originality/value – 
The lack of system perspective and exposure of quality management concepts in the 
educational sector may find that mission is difficult to be measured. The paper begins 
with literature review, followed with a case study for key concepts in mission 
validation; and consequently with a focus on the “Model of Visualizing Mission” for 
value creation process and sustainability. 
 
Keywords :Quality management concepts, Systems thinking, Mission, Value 
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Abstract 
The purpose of this paper was to analyze the triangular awl illustrated by elementary 

school students in Taiwan, and to compute the distributions of students’ drawing results with 
Mitchelmore’s stages of representation of triangular awl. 

The participants were 1,423 elementary school students across grades 1 to 6, 708 males 
and 715 females. The numbers of students for each grade, from 1st to 6th, were 241, 242, 244, 
240, 225, and 231, respectively. 

The conclusions were drawn as follows. (a). Based on 1,423 elementary students’ 
drawings collected from this study, compared to the sample drawing given by Mitchelmore 
two decades ago, elementary school students in Taiwan seemed to have more representations 
of a triangular awl. (b). The overall percentage that the students were assigned to each stage 
of representation of a triangular awl, from Stage 1 to Stage 4, were 12.81% (Stage 1), 22.18% 
(Stage 2), 24.31% (Stage 3A), 12.19% (Stage 3B), and 26.52% (Stage 4) respectively. It 
seemed that most of students were assigned to Stage 4, followed by Stage 3A, and Stage 2. 
 
Keywords 
triangular awl, developmental stages, Mitchelmore, representation, concept, geometry 
 
1. INTRODUCTION 

Mathematics is a powerful tool for solving practical problems and a highly creative field 
of study. One of the reasons is that ideas can be expressed with symbols, charts, graphs, and 
diagrams. Symbols, graphs, and charts, as well as physical representations such as counters, 
fraction bars, and Cuisenaire rods are also powerful learning tools (Van de Walle, 2004). 
According to Kaput (1985), representations, in the broadest sense, is something that indicates 
something else, and so must essentially involve some kind of relationship between symbol 
and referent, although each may itself be a complex entity. Moving from one representation to 
another is an important way to add understanding to an idea. In addition, different 
representations of mathematics ideas could be transformed with each others (Van de Walle, 
2004). See Figure 1.
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As one of the focuses of the mathematics education, representation is one of five 
procedure standards in “Principles and Standards for School Mathematics” (NTCM, 2000). 
Representation refers to “the act of capturing a mathematical concept or relationship in some 
form and to form itself” (p. 67). Students should be able to “create and use representations to 
organize, record, and communicate mathematical ideas” (p. 67), “select, apply, and translate 
among mathematical representations to solve problems” (p. 69), and “use representations to 

model and interpret physical, social, and mathematical phenomena” (p. 70). It helps people to 
understand mathematical ideas, and to use these ideas. When students develop flexibility with 
a variety of representations for mathematical ideas, not only do they add to their own 
understanding, but also obtain skill in applying mathematical ideas to new areas and 
communicating ideas to others (Van de Walle, 2004). 

 
Representation has also been one of the research interests (Goldin, 1998, 2000, 2003; 

Goldin & Kaput, 1996; Lesh, Post, & Behr, 1987; Mitchelmore, 1973, 1974, 1975, 1978, 
1980, Monk, 2003; Wu & Chen, 2004; Wu, Ma, & Chen, 2006; Wu, Ma, & Li, 2007; Wu & 
Ma, 2008, 2009a, 2009b). Among these research studies, Mitchelmore (1978, 1980) 
investigated 80 Jamaican elementary and middle school children regarding their 3D 
representations. According to Mitchelmore, children’s representation of regular solid figures 
includes four stages: plane schematic, space schematic, prerealistic, and realistic stages. 
During the plane schematic, the child draws the solid figure as a single face, or by a general 
outline. In the space schematic stage, more than one orthoscopical faces are shown, or hidden 
faces are included. The drawings in the prerealistic stage attempt to represent the view from a 
single viewpoint and illustrate depth. During the last stages, parallel edges in spaces are 
represented by near-parallel lines. 

Mitchelmore’s set of development stages (Mitchelmore, 1978, 1980) has been the focus 
of researchers interested in students’ 3D drawings. However, this set of stages was developed 
based on Jamaican students’ responses more than 20 years ago. Since then, the environment 

Figure 1. Five different representations of mathematical ideas (Van De Walle, 2004, 
p. 30) 
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has been changed dramatically, and students today have many different ways to acquire 
information. It would be interesting to conduct a new investigation on students’ drawings of 
solid figures. 
 
2. PURPOSE OF THE STUDY 

The purpose of this paper was to analyze the triangular awl illustrated by elementary 
school students in Taiwan, and to discuss the distributions of students’ drawing results with 
Mitchelmore’s stages (Mitchelmore, 1978, 1980) of representation of triangular awl. 
 
3. METHODS AND PROCEDURES 
 
3.1. Participants 

This study was conducted during spring semester, 2004. The participants were 1,423 
elementary school students across grades 1 to 6, 708 males and 715 females. The numbers of 
students for each grade, from 1st to 6th, were 241, 242, 244, 240, 225, and 231, respectively. 
The distributions of the participants are listed in Table 1. 
 
Table 1. The distributions of the participants based on grade and gender 

    Grade 
Gender 1 2 3 4 5 6 Total 

Girl 126 106 118 133 126 106 715 
Boy 115 136 126 107 99 125 708 
Total 241 242 244 240 225 231 1,423 

 
3.2. Instrument 

During an art class, students were assigned into 6 groups, sitting in a line. Each group 
was given a triangular awl, placing it on their left front side. (See Figures 2 and 3.) All 
students could observe three planes of the triangular awl, and each student would have a 
similar view of the triangular awl as in Figure 3. Students were asked to draw that figure on 
paper. Students were also instructed not to copy others’ images, or to discuss their thinking 
with others. 
 

 

 

 

 

 

 

 

 

 

 

 

triangular awl Student 

Figure 2.  Seat arrangement 

Figure 3. triangular 
awl from students’ 
view 



 

 

4. RESULTS AND DISSCUSIONS 
The distributions of each stage are shown in Table 3 and corresponding bar chat 

displayed in Figure 4. The drawing results were arranged according to Mitchelmore’s theory. 
The examples of each stage are illustrated in Table 2 (See Appendix).  
 
Table 3. The distributions of each stage 

Stage 
 

1 2 3A 3B 4 Total 

Frequency 186 322 353 177 385 1423 
Percent 12.81% 22.18% 24.31% 12.19% 26.52% 100% 
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Figure 4. Distributions of each stage 

 
4.1 Stage 1 – Plane Schematic Stage 

The results of this study indicate that there were 12.81% of participants in this category. 
Elements in the plane schematic stage remained the same. Students used a plane rectangle to 
represent a triangular awl. 
 
4.2 Stage 2 – Space Schematic Stage 

Mitchelmore (1978, 1980) describes the drawing in this stage as three visible were 
shown, but the majority of people might think it is a 2-dimentional figure, rather than a 3-
dimentional figure. There were 22.18% of participants in this category.  
 
4.3 Stage 3A –Prerealistic Stage A 

According to Mitchelmore, in stage 3A, only 3 visible faces are shown, the edge of two 
adjacent faces is represented by a single line, and the faces are distorted from their actual 
shape to show depth. However, during stage 3A, not all elements will be shown. The students 
had incomplete spatial perceptions. There were 24.31% of participants in this category.  



 

 

 

4.4 Stage 3B –Prerealistic Stage B 
Mitchelmore describes students in this stage should meet all three criteria in stage 3A. 

The differences between this stage and stage 4 were whether all parallel edges were illustrated 
by parallel lines. There were 12.19% of participants in this category.  
 
4.5 Stage 4 – Realistic Stage 

According to Mitchelmore (1978, 1980), students in this stage illustrate all parallel edges 
by parallel lines, and represent a face orthoscopically only if it is in the frontal plane. It 
indicates that the student has established a Euclidean frame of reference to represent 3-
dimentional spatial relations. In addition to the stage criteria described by Mitchelmore, the 
participant in this stage illustrated a triangular awl with all perspective drawing correctly. 
There were 26.52% of participants in this category. 
 
5. CONCLUSIONS 

The conclusions were drawn as follows. (a). Based on 1,423 elementary students’ 
drawings collected from this study, compared to the sample drawing given by Mitchelmore 
two decades ago, elementary school students in Taiwan seemed to have more representations 
of triangular awl. (b). The overall percentage that the students were assigned to each stage of 
representation of triangular awl, from Stage 1 to Stage 4, were 12.81% (Stage 1), 22.18% 
(Stage 2), 24.31% (Stage 3A), 12.19% (Stage 3B), and 26.52% (Stage 4) respectively. It 
seemed that most of students were assigned to Stage 4, followed by Stage 3A, Stage 2, Stage 
1, and Stage 3B. 

Based on students’ drawings collected from this study, elementary school students in 
Taiwan seemed to have more representations of triangular awl, compared to the sample 
drawing given by Mitchelmore two decades ago. This finding might provide educators a new 
direction of geometry curriculum development, and to plan lessons suitable for students’ 
representation abilities. These finding will be analyzed by grades and gender in the near future, 
in order to study the stages for each grade by majority. 
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APPENDIX 

 
Table 2. Different representations of triangular awl based on Mitchelmore’s stages 

Stage 1 – Plane Schematic Stage: Students used a plane rectangle to represent a cylinder. 
 
 
 
 
 
 
 
 
 
Stage 2 – Space Schematic Stage: Mitchelmore [11] describes the drawing in this stage as three 
visible were shown, but the majority of people might think it is a 2-dimentional figure, rather than a 3-
dimentional figure.  
 
 
 
 
 
 
 
 
 
 
 
Stage 3A –Prerealistic Stage A: According to Mitchelmore, in stage 3A, only 3 visible faces are 
shown, the edge of two adjacent faces is represented by a single line, and the faces are distorted 
from their actual shape to show depth. 
 
 
 
 
 
 
 
 
 
 
Stage 3B –Prerealistic Stage B: Mitchelmore describes students in this stage should meet all three 
criteria in stage 3A. The differences between this stage and stage 4 were whether all parallel edges 
were illustrated by parallel lines. 
 
 
 
 
 
 
 
 
 

 



 

 

 
Stage 4 – Realistic Stage: students in this stage illustrate all parallel edges by parallel lines, and 
represent a face orthoscopically only if it is in the frontal plane. 
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Abstract 
  I believe that empowerment of postgraduate students, through teamwork-based assessment items, greatly enhances their 
core skills which are required and essential in the workplace. This is more critical and indispensable as world of works is 
being more virtual and distant. Being an academic linked to industry through consultancy in business strategy, and having 
worked in three countries: New Zealand, Australia and Sri Lanka, over the last 18 years, I have a passion for improving 
learning and teaching within wider socio-cultural contexts, and incorporating a variety of teaching and assessment strategies 
into my practice. I have found that almost all postgraduate strategy courses at universities are focused more on individual 
assessment and very few have real-world business analysis as a basis for assessment. This led to development of 
teamwork-based assessment for my diverse cohort of students, using a team charter, case study analysis with 
presentations, and group critical essays on research papers with individual assessment component embedded to it. With a 
good sense of how competitive businesses operate, I creatively develop my assessment methods to prepare students to be 
industry ready employees for the complex world of business. In this process, I play a vital role in my students’ core skills 
development, through integrated and holistic assessment strategies and methods to enable active engagement, motivation 
for interactive learning, development of critical thinking and support for their chosen career direction. Assessment of multiple 
modes of learning is extremely challenging and requires an innovative approach. This study has supported and triangulated 
with students and fellow lecturers feedback, course results, and online course surveys feedback, conducted by the 
university.   
Keywords: Teamwork, Integrated assessment, Reflective practices, Multiple modes of learning, Diversity of students 
 
Summary of Particular Contribution and Specific Context 
 

My approaches to assessment, feedback and learning support are illustrated by the development of applied assessment, 
which is specifically targeted to engage a diverse student cohort at my university’s onshore, offshore campuses and distance 
students. These developments have: led to increased student engagement; built teamwork capability; improved 
understanding of internationalisation; and helped student socialisation in the classroom. They have also led to empowering 
of students, by use of an integrated variety of assessment items which support students from different geographical, national, 
ethnic, gender, age and socio-economic backgrounds to participate fully in their learning experience. The process involved in 
assessment of teamwork is more challenging and complex when students are from different parts of the world and have to 
deal with significant time and cultural differences. I developed a variety of assessment and feedback strategies including: 
peer evaluation; sharing with and learning from peers; and applying real world business case-studies with future scenario 
development. I begin every lecture by asking students to talk about their real life experience and encourage discussion on 
how to incorporate this into the required assessment items. I encourage students to critique what they learn and provide 
weekly feedback on assessment items. I maintain regular contact with students to support their learning journey and to 
monitor how they are progressing with the assessment. I encourage independent learning by the inclusion of individual and 
teamwork (Davies 2009) components into assessment criteria, which means my students must learn to work individually as 
well as in a team. The impact of this approach has an exponential effect of meeting the needs of my diverse cohort of 
students by assisting them to develop required core competences for employment in contemporary business and by 
achieving higher completion rates. When developing assessment items I incorporate Chickering & Gamson’s (1987) Seven 
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Principles for Good Practice in Undergraduate Education as these principles underpin the learning and teaching philosophy 
at the University.    

 

Approaches to assessment, feedback and learning support that foster independent learning 
When developing assessment items, I integrate course learning outcomes: to enhance theoretical knowledge (to 

encourage the understanding of many, often conflicting, schools of thought and to facilitate insight into the assumptions, 
possibilities and limitations of each set of theories); to develop critical thinking skills (to develop each student’s ability to 
define strategic issues, critically reflect on existing theories, creatively combine or develop theories where suitable and 
flexibly employ theories where applicable); and to build a challenging attitude (to instil a critical, analytical, flexible and 
creative mindset that challenges organisational, industry and national paradigms and problem solving recipes). The positive 
impact of this approach to assessment continues to receive positive feedback (De Wit & Meyer, 2010).  

   
“…You are the most influential lecturer in my life. I am using lot of what you taught me and things I learned from 
group work and your specific feedback on assessment”. (Dan, MBA student and an Executive Officer, Strategy Dev., 
and Strategic Integration, 2010).  
 
“…thanks for your support, advice and most of all the challenges that you have thrown out to me during my strategy 
studies.  The rich and specific feedback you provided and additional questions you raised…helped me to delve 
deeper and develop a better understanding of strategy.” (Kate, MBA student and Strategic Change Manager, 
Strategy Dev., and Strategic Integration, 2009). 
 

The practical and integrated approach to my assessment items was informed by my real-world experience of strategy from 
industry as a consultant, trainer and from my cutting edge academic practices. I have expertise in developing strategic plans 
for businesses and universities. Industry experience showed me that teamwork, critical thinking and synthesis, innovation, 
strategic leadership and persuasion skills are essential core competencies for an employee in today’s fiercely competitive 
business environment (Davies 2009; Kremer and McGuiness 1998; Ruel et al. 2003). I include these essential core skills as 
part of my course learning and assessment outcomes and developed feedback strategies to ensure my students remained 
engaged with my course (Entwistle & Waterston 1988). For example, each strategy course has three group assignments, 
including an individual component, built into one of the major assessments. For an individual assignment, each student 
needs to provide a feedback report on their group’s performance - including positive and negative experiences while working 
on their group assessment and suggestions to improve group behaviour in future. In addition, students must sit a three hour 
case study-based exam. A variety of assessment items have been developed to build students’ core skills incrementally. To 
alleviate their fear of working in an unknown team, as students are from a variety of cultures, I included the first assignment 
as a team charter. It is evident that teamwork promotes experiential learning (McGraw & Tidwell 2001) and collaborative and 
cooperative learning (Ackermann & Plummer 1994; Lee et al. 1997; Mahenthiran & Rouse 2000; Nance & Mackey-Kallis 
1997). 
 

All team members must be in agreement with the team charter and this ensures that they work collaboratively from the 
start. I learned that teamwork can be justified on the grounds of promoting the construction of knowledge and enhancement 
of problem-based learning among students (Dolmans et al. 2001; Hendry et al. 1999). 

 
I structured assessment of two strategy courses as follows (G=Group work; I=Individual work, P=Presentation). 

 Strategy Development and Initiatives course % Strategic Integration course % 
1 Team Charter (750 words) G 5 Team Charter (750 words) G 5 
2 Strategic Business Report (3500 words) G, I, P 25 Critical Essay based on weekly topic ( 12 papers & 3500 words) G, I, P 25 
3 Business Case Analysis (3500 words) G 35 Business Case Analysis on Implementation (3500 words report) G 25 
4 Feedback report of group performance I 5 Feedback report on group performance I 5 
5 Examination (3 hours/ Case Study) I 30 Examination (3 hour/ Case Study) I 40 

Table 1: Type of assessment items in Strategy courses 
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A key strategy of teamwork is to develop collaborative learning. In the group charter, each team sets their learning goals 
and group ground rules, such as: communication methods; regular meeting times, duration and place; what happens if a 
meeting is missed; selecting a team leader; what happens if someone is late; what does ‘on time’ mean; rules for having 
food/mobile phones/text messages during meetings; dealing with members who don’t participate enough, participate too 
much or distract the team from working; making decisions; ways of keeping records of meetings; what actions to take if a 
team member does not perform the task agreed or meet set standards; and their commitment to the charter. Completing the 
team charter lays the foundation for all other assessment items and addresses issues around working as an effective team in 
a complex environment (Yorke 2003). It is evident from students feedback that teamwork promotes ‘active’ as opposed to 
‘passive’ learning (Kremer and McGuiness 1998; Ruel et al. 2003). 

 
“We effectively shared various experience and diverse thoughts among members as they were from different 
industries and cultures. We learned time management, allocation of tasks based on skills, leadership, and being 
critical on issues (Mele, Postgraduate student, Strategy Dev., 2009)”.  
  
“Experience I gained from teamwork is to lead a team through tasks, goals and deadline settings. I also learnt about 
group dynamics and made friends that I really bonded with (Sios, MBA student and Entrepreneur, Strategy Dev., 
2010).  
 
“Teams for me are a great source of productive energy and great learning synergy. I believe that our ‘team-edit’ – all 
online and through teleconference simultaneously, gave us a good sense of working together...It did become obvious 
though, that not everyone needed the ‘face-to-face’ contact to be a good ‘team’ contributor and meet their 
responsibilities. Teamwork assessment was a good example for us of our different learning styles and varying 
capacities to contribute… (Mark, MBA student and Executive Principal, Strategy Dev., 2010)”.  
 

Competitive businesses seek business graduates with a high level of innovative presentation and convincing skills. Students’ 
performance and feedback show a remarkable success on team work and this is reflected not just in their results, but also in 
networking, effective listening, communication and convincing skills, respect for different perspectives, learning from diverse 
cultures, sharing work and performing as a team. In Assessment 2 and 3, teams have to present their analysis, findings and 
recommendations based on real world business case studies. In these assessments, peer and lecturer evaluation have been 
implemented to foster being critical and provide a fair judgment on group and individual performance. I use communication 
technology, for example the Moodle LMS and audio and video conferencing to facilitate teamwork and students’ 
presentations effectively. Due to the diversity of my students, some of whom are off-shore, and the time and cultural 
differences they may have, I have had to be creative in use of these technologies in order to cater for all students not only 
my face-to-face and domestic distance students. Students are encouraged to be competent in a wide variety of technologies 
as today’s businesses are more globalised and require increasingly creative ways of ensuring business teams continue to 
work in synergy. Interestingly, some groups presented very creatively, for example: a debate; a documentary; an interview; 
or a TV news discussion. Lecturers and students have provided highly positive feedback on my inclusion of these group 
presentations and the way they are effectively managed for groups which may have members within Australia and overseas. 
This nature of teamwork based assessment generates an authentic form of assessment in terms of a student’s later 
employability, as working in groups is an essential part of an individual’s career, and employers often seek students with their 
experience working in group settings (Ackermann and Plummer 1994; Bourner et al. 2001; Maguire & Edmondson 
2001;Mutch 1998; Ravenscroft 1997). A business owner from USA and MBA student provided his learning experience on 
integrated approach to assessment, teamwork and feedback as follows: 

 
“….Your integrated approach to assessment helped me to glue the previous MBA courses. Holistic nature of your 
assessment and feedback was clear and flexible enough to be critical… to each student’s field…Yours was the only 
class that put an emphasis on group projects which not only helped creative presentations and teamwork skills but 
exposed [us] to a wider range of thoughts and cultures...You constantly challenged me from your critical and 
constructive feedback to look beyond my conventional thinking to examine issues of strategy from critical 
perspectives. You empowered and inspired the entire class...You are the most influential teacher I have studied 
[with]...” (Del, MBA student and Entrepreneur, Strategy Dev., and Strategic Integration, 2009/10). 
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Overall, I use case studies, foresights, presentations and scenarios from national and international perspectives to 

stimulate students and inject more internationalisation and localisation into assessment (Melles 2004). My approach to 
inspiring students is to localise business strategy, while providing international perspectives in the assessment items and 
fostering independent learning. Domestic and international students have often praised this approach. 

 
“You are the most outstanding lecturer,…interesting yet challenging whom I had the privilege to learn [from] at the 
University. You have wonderfully aligned strategy theory and practice to your assessments with different dimensions 
and international perspective of issues…usage of case studies was stimulating and relevant to my work…Your 
assessment allow us to adopt an open and affirming attitude towards the ideas and perspectives of diverse group of 
students and gave confidence to ask questions, to argue and contribute to discussions...this course made our 
assessment task unique, creative and critical”. (Ling, MBA student and Deputy Director/Planning, Strategy Dev., 
2010).  
 

My courses attract diverse groups of students who have various learning styles. Trying to develop assessment items that 
are useful to everyone in these diverse groups is a real challenge for an academic. I took the knowledge learned from my 
industry and academic experiences and transformed my methods of learning, teaching and assessment to minimise the 
effects of this issue. I began to explore unique practices in assessment in my discipline area of strategy, as most strategy 
courses at universities are lacking teamwork-based assessment and the incremental building of core skills required for 
industry. I addressed this gap by integrating teamwork with the incremental building of core skills. My sensitivity to context 
and success in implementing this unique approach to foster independent learning through integrative assessment (Brooks et 
al. 2006), is evident in feedback, particularly from international students. 

 
“You understand the challenges of [those] whose first language is not English and struggle to find the balance in a 
course that requires much reading to do research based projects. Innovative use of teamwork governed by team 
charter has enabled us to understand the opportunities and challenges we confront in the globalised world that we 
will be working in when we graduate. Although teamwork was not easy, you were constantly encouraging and 
supportive”. (Mei, MBA student, Deputy Director of an overseas tertiary education institute, Strategy Dev., 2010). 

 
Davies 2009 summarizes more practical advantages of the use of teamwork are as a form of assessment include the 
following: 
• “If used effectively, teamwork is an efficient way of dealing with the increased growth in student numbers in higher 
education, especially in regard to reducing time taken in assignment marking and allowing reduction in class time. In 
addition, it can be a way of dealing with larger numbers of students in the same amount of class time. 
• Teamwork is also one of the most practical ways—along with work placements—of ensuring that students develop 
transferable skills for life-long learning (teamwork, leadership, project management skills, communication skills). This has 
largely been in response to industry demands for more flexible workers. 
• Groupwork aids in fostering social membership in a mass education environment which can be alienating and confusing for 
students (Watkins 2004). 
• Peer groups help students by providing an informal forum in which new ideas can be discussed and assimilated (Brooks 
and Ammons 2003).”  

 
Unsolicited and voluntary feedback I have received from all students, as well as my team of lecturers located across ten 

campuses, including university metropolitan campuses, all attest to my outstanding contribution to the enhancement of 
student performance by aligning development of core skills and assistance for my students to apply them in a context-
sensitive manner. Lecturers who have worked with me during past several years have also commented on my innovative 
and unique approach to assessment, feedback and learning support, and the ways in which it fosters independent learning. I 
have received positive feedback from peers on the holistic effectiveness of course, content and assessment. 

 
“I have been lecturing this course for over 5 years…The course is an essential part of postgraduate study in 
business.  It is well structured and challenges the students in different ways. The assessment and work in teams is 
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innovative and unique…This is a challenge for lecturers/tutors to encourage and coach students in teamwork. 
Support for assessment especially teamwork and other innovative piece of works…is outstanding…Case study 
based assessment motivates teamwork and synergy of working as a team.” (A Lead Lecturer, A Metropolitan 
Campus, Strategy Dev., and Strategic Integration, 2009/10). 
 
“I personally like the case study format for the exam...The practical cases were short and sweet which allow students 
to explore their knowledge and apply it to the situation.  Students…wishing to extend to higher grades will obviously 
provide more critical evaluation with outcomes balanced in discussion which is unique in assessment in this course. 
As a course lecturer and marker, the answers provided by Ananda for exam case [studies] have been the best that I 
have marked to date so perhaps the focus being in each question has allowed students to be more focused in their 
preparation…[these] approaches to assessment, feedback and learning support that encourage independent 
learning and teamwork…sit well in postgraduate level…as they cover [a] wider approach and contemporary 
issues…” (An Assoc. Director & Lead Lecturer, Strategy Dev., and Strategic Integration, 2010).  
 

My passion and commitment to provide timely feedback on assessment items, is greatly appreciated by my students, 
particularly those who study by distance education - they appreciate my timely, content-rich, focused and constructive 
feedback. 

“The group assignments were very testing and challenging also a good experiential learning exercise. This course 
has enriched my skills in group settings especially in communication, listening, negotiating, understanding, goal 
setting, empowerment, participatory strategic planning and time management…Also, thank you Ananda for always 
responding to my emails promptly…it is so helpful for me being an external student” (Olivia, MBA student, Strategy 
Development, 2009). 
 

Overall, some of the critical indicators of success of a course are ‘retention of students’ and ‘course completion rates’. The 
following table shows the contribution my improvements to assessment have made since I took on coordination of these two 
courses in 2009. This table clearly indicates that from 2009, student completion rates have risen to 100% and number 
withdrawn has fallen to zero. This supports the claim that my new approach to assessment with a combination of learning 
and teaching support strategies has positively impacted on my students’ retention and performance. In addition, Overall 
course satisfaction of these two courses has scored over 4.1 from 5 scales in an overall satisfaction score of 3.5 or more for 
Term 1 2011 course evaluations. This means that the course achieved the University’s 2011 Key Performance Indicator 
targets for course evaluations, as set out in the Corporate Plan (University course evaluation results, 2011).    

 

Terms  
Strategy Development and Initiatives Strategic Integration 

Pass % Fail % No attempt % Withdrawn % Pass % Fail % No attempt % Withdrawn % 
T1 2007 77.4 14.1 7.8 0.7     
T2 2007 87.9 7.7 3.3 1.1     
T3 2007 79.2 15.1 3.8 1.9     
T1 2008 75 17.4 5.6 2 75 17.4 5.6 2 
T2 2008 74.7 20.3 3.8 1.2 74.7 20.3 3.8 1.3 
T3 2008 70.3 21.9 6.2 1.6 70.3 21.9 6.2 1.6 
T1 2009 97.3 0.7 2 0 97.3 0.7 2 0 
T2 2009 95.8 1.4 2.8 0 95.8 1.4 2.8 0 
T3 2009 100 0 0 0 100 0 0 0 
T1 2010 100 0 0 0 100 0 0 0 
T1 2011 97.6 1.2 1.2 0 94.6 5.4 0 0 

 

Table 2: History of Improvement for courses: Strategy Development, 2007 to 2011 and,  

Strategic Integration, 2008 to 2011 (Official Results) 

 
Sustainability of Practice 
 

Over past 18 years, I have used my experience to actively engage and motivate students to learn, through practical and 
group-based assessment. The impact of my practice is illustrated in comments I have received from former supervisors. 
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“He made an excellent and outstanding contribution to enhance student learning through innovative assignments 
such as industry based assessment including teamwork and presentation thus motivating and inspiring them to 
engage in learning and application. This has been further verified by industry/employers, who, as graduates of 
Ananda have been proved to be very innovative and capable of thinking and acting critically with a little guidance” 
(Dean of Faculty (2003-2008), A Sri Lankan University).   
  
“…one of your past students told [us] that you were the best lecturer he learnt [from] in his studies at several 
universities as you assessed students using multiple individual and group assessment and provided timely and 
specific feedback” (Head of School, Institute of Technology, New Zealand, 2007/8).  
 
(You are) one of the best University teachers I have encountered in over twenty years of working in the higher 
education sector.” (Dean, School of Commerce and Law, 2010). 
 

In sum, it is critical and important to align assessment with core skills required and provide general and specific feedback 
timely. It is a passion and dedication to enhancing the learning experience of students, by incorporating core competencies 
into assessment and inspiring diverse student cohorts to be authentic and context sensitive learners.  
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This paper describes research from a year-long classroom study that explored 

whether the introduction of Cuisenaire
TM

 Rods to explore fraction ideas in a problem 

solving environment would help fourth-grade, nine and ten year old, students 

transition in their understanding of fraction as operator to fraction as number.  

Several researchers analysed in detail the mathematical behaviour of the students.  

This paper summarizes the findings from the earlier work, documenting the young 

students’ building of fraction ideas and operations and describes how their  

successful understandings of fraction as number led to explorations of rational 

number using a number-line model. 

INTRODUCTION 

Students’ learning of fraction ideas and operations has been a challenge to 

educators worldwide.  Teachers globally have and are struggling with promoting 

student fraction understanding (Brousseau, Brousseau and Warfield, 2007; Moseley, 

Okamoto, and Ishida 2007; Subramaniam 2008).  Fraction and real number 

understandings are important prerequisites for later success in mathematics, 

particularly for the study of algebra.  The National Council of Teachers of 

Mathematics suggests that students develop number sense, learn to solve problems 

and make sense of their findings (NCTM, 2002).  Engaging students in critical 

thinking and problem solving in their early school years provides a strong foundation 

for their later building on those ideas.  This paper traces students’ development and 

extension of fraction ideas over a year-long period.  It summarizes findings from 

analyses of students’ earlier work as they are encouraged to make sense of their 

mathematical activity and support their solutions to problems in an environment 

characterized by collaborating and sharing of ideas.  The students in the study had 

opportunities to revisit, expand and generalize their ideas as they explored a strand of 

fraction problems.  This paper focuses on the transitions in student understanding 

between fraction as operator, fraction as number, equivalent numbers, real numbers 

and number operations.  It describes key findings from the intervention and addresses 

the following research questions: (1) What evidence, if any, is there that students’ 

transition in their understanding of fraction as number is durable?  (2) How, if at all, 

do the students extend their understanding to other numbers? 
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THEORETICAL FRAMEWORK 

As students have opportunity to engage in thoughtful, challenging, problem 

solving, opportunities for new learning can occur (Maher, 2010).  Approximately 

designed investigations serve to encourage students in the building and restructuring 

of their existing knowledge and the inventing of new ideas.  According to Davis 

(1984) and Davis and Maher (1997), the process of making sense of a problematic 

situation calls for the restructuring of knowledge.  Learners bring to a problem-

solving activity their previous experiences, which can serve as assimilation 

paradigms (Davis, 1984) for the new activity.  As they view those experiences as 

alike or similar to the ideas involved in the problem at hand, they either solve the new 

problem or, if the match is inaccurate, restructure their existing knowledge.  Making 

use of personal representations that can be further refined and/or modified as 

experience suggests, provides a starting point in exploring new ideas that are called 

for in the task at hand. 

According to Davis and Maher (1997), teachers can provide carefully designed 

experiences for promoting students’ learning.  Davis (1984) referred to the activities 

as Paradigm Teaching Strategies.  Examples are given in the year-long study 

described in this paper.  For example, Steencken and Maher (2003) describe a Candy 

Bar Sharing paradigm to help students build an understanding of the importance of 

keeping a unit constant when making fraction comparisons.  They give examples of 

Cuisenaire
TM

 rod models that students build to communicate their understandings to 

each other.  Davis offers a Pebbles-in-the-Bag activity to promote students’ 

understanding of integer addition (Davis, 1984).   

Our view is that certain conditions that are essential in promoting thoughtful 

learning. Students must be given the freedom to explore and make sense of their 

ideas.  Engaging students in communication and sharing their ways of working shifts 

the responsibility to them, thereby making them owners of the ideas.  Urging students 

to justify solutions and share them with each other requires that they listen to and 

learn from each other as they, together, contribute to building new knowledge. 

Opportunities to share, discuss, question and revisit problems, with sufficient time to 

explore, are essential conditions for successful student thinking, engagement and 

learning. 

STUDY CONTEXT 

The setting for the research was fourth-grade classroom of 24 fourth-grade 

students from a rural/suburban community.  The year long intervention was designed 

around problem solving strands.  The students took part in the intervention before 
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formal introduction of fraction as number in the curriculum.  Students usually worked 

in pars or small groups.   

DATA AND METHODOLOGY 

Data were collected from multiple sources, over a school year in a fourth-grade 

classroom.  For most sessions, three video cameras with a videographer at each 

camera were used to capture student work, researcher interventions, and students’ 

sharing of solutions on an overhead projector.  Sessions ranged from one hour to one 

hour and fifteen minutes in duration. Student work consisted of written inscriptions 

and student overhead transparencies.  All video sessions were transcribed and coded 

for critical events (Maher & Martino, 1996). The videos and transcripts were 

digitized and are being stored in a Repository
2
 as a component of the Video Mosaic 

Collaborative to be made available worldwide.  

BACKGROUND: BUILDING UNDERSTANDING FRACTION IDEAS 

We begin by reporting on some of the key activities that preceded the events 

that are the focus of this paper. In earlier sessions, the students were engaged in 

building an understanding of fraction ideas such as equivalence and ordering. In 

supporting their solutions to problems, the students invented rules for operating with   

This work is described in detail elsewhere (Steencken, 2001; Bulgar, 2002; Reynolds, 

2005). Here we provide some brief descriptions. 

During the first seven sessions, children demonstrated an understanding of 

fraction as operator and were challenged to think about fraction as number 

(Steencken and Maher, 1998; 2003). In their problem solving, the students identified 

a unit for comparing fractions and made use of several assimilation paradigms such 

as comparing fractional pieces from candy bars of different sizes, creating equivalent 

fractions and comparing fractions.  Steencken (2001) examined in detail how the 

students built their basic fraction ideas, including a description of their verbal 

representations, drawings, written work, and physical rod models. She traced the flow 

of fraction ideas throughout the classroom and reported that the students’ expressions 

of fractional ideas became increasingly more precise.  

In the next six sessions, Reynolds (2005) attended to students’ reasoning in 

comparing fractions. She identified their conjectures and traced the strategies and 

arguments used to support or reject ideas. She found that certain categories of 

conjectures triggered new conjectures and that students tended to build on each 

other’s ideas. She documented the their use of increasingly more precise language, 

similar to Steencken’s (2001) study, illustrating children’s growing competence.  

In the earlier sessions, students supported and justified their ideas by building 

models using Cuisenaire
TM

 rods; they correctly found ways to add and subtract 
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fractions. As they became more comfortable with the idea of equivalence, they 

informally made use of multiplication in supporting claims. In later sessions, Bulgar 

(2002) detailed the students’ invention of the idea of division of fractions.  

Yankelewitz (2009) studied in detail the forms of reasoning used by the 

students to support their solutions to the fraction problems over seventeen sessions. 

She found students made use of generic reasoning, reasoning by cases, contradiction, 

recursive reasoning, and reasoning by upper and lower bounds.  Further analyses 

indicated that particular tasks tended to elicit certain forms of reasoning 

(Yankelewitz, 2009; Yankelewitz, Muller and Maher, 2010).   

Earlier work has shown how, through problem solving, students’ build fraction 

ideas and justify their reasoning (Bulgar, S., Schorr, R. Y., and Maher, 2002; 

Steencken, E.S. and Maher, 1998; Maher, Martino and Davis, 1994).  For example, 

Alan argued that between two fractions there would always be another fraction, 

making use of an imagined magnified number line to support his claim (RBDIL 

1993a).  Also, David used an upper/lower bound argument to show that there could 

be no rod that had number name one half, if the blue rod was given the number name, 

one (RBDIL 1993c).  Another example video shows fourth grader, Meredith, 

inventing equivalent fractions and justifying her reasoning (RBDIL 1993e).   

We report here on how students’ earlier understandings remained durable over 

months with respect to understanding fraction as number. We show, also, how they 

extended their understanding to rational number ideas and integers. By focusing on 

their growing understanding of the idea of equivalence and ordering fractions, we 

show how they extended their understanding from rod models to number line models.  

RESULTS: EXTENSION TO RATIONAL NUMBER IDEAS 

Schmeelk (2010) examined the students’ growing understanding of rational number 

ideas over four sessions. Of particular interest is whether the students’ earlier 

understanding of fraction as number was durable and whether the students used this 

knowledge to extend their understanding of number. Building on their earlier 

problem solving, multiple opportunities were available to fold back and revisit earlier 

ideas. These later sessions show the durability and extension of the students’ 

understanding. Because of limitations in space, we are unable to provide detail. 

However, the reader is invited to visit the Repository website 

(http://www.videomosaic.org/) and view the following video clips with 

accompanying descriptions and transcripts. These are samples of the engagement of 

the class in extending their understanding of fraction as number. 

The first data, see in clip 3 of 5, Comparing Unit Fractions,(RBDIL 1993b) 

shows students using rods to assist placing fractions one-half, one-third, one-fourth 
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and one-fifth on the number line.  David, assisted briefly by Meredith, draws the five 

ordered-rods on the overhead.  The researcher draws a line under the rod-model and 

the students place the numbers on the number line.  Michael, Erik, Andrew and Brian 

accurately place the number on the number line.  Brian B, then, places accurately 

places one-tenth on the number line.  The students discuss the placement of the 

numbers. 

The second data, seen in clip 4 of 5, Jessica and Andrew’s Number Line 

(RBDIL 1993d) shows the students Jessica and Andrew working in a small group to 

place the numbers one-half to one-tenth on the number line between the interval zero 

and one.  They, also, accurately place the numbers one-one-hundredth and one-one-

thousandth.  Jessica discusses that placing the number one-ten-thousandth on the line 

would be really close to the number line.  Andrew explains that you would need 

something like a stopwatch to show where the number one-ten-thousandth would be 

placed. 

The third data, see in clip 5 of 5 Placing Fractions on the Number Line 

(RBDIL 1993f) shows the students placing fractions in the interval between zero and 

two.  The researcher draws an unmarked line on the projector and places the numbers 

zero and one, and then asks the students to place numbers between whole numbers.  

Alan shows the class his work in which he accurately placed the fractions one-half, 

one-third, one-fourth, one-fifth, one-tenth, one-one-hundredth, and one-one-

thousandth between the numbers zero and one.  The students discuss their ideas.  

Alan leads a discussion about the difference between number as operator and number 

as fraction for the fraction one-third.  Alan shows that there are three-thirds of equal 

length on the line.  Andrew discusses how the thirds should be numbered.  The clips 

ends with the facilitator asking the students to place fractions between the interval 

zero and two. 

CONCLUSIONS AND IMPLICATIONS 

The movement from rod and drawing representations to number line 

representation shows a natural transition to representing and ordering fractions on a 

number line. The children made use of the idea of equivalent fractions to make sense 

of their decisions in ordering the fractions; their number line building shows a 

durable understanding of fraction as number. Their understanding of equivalent 

fractions was a key factor in deciding where to place fractions and supports earlier 

findings (Schmeelk & Alston, 2010). Students negotiated the idea of having multiple 

names for a fraction and also of whole number.  As they transitioned in their 

understanding of fraction as operator, to fraction as number, they made use of their 

understanding of the idea of fraction equivalence. This understanding was central to 

their negotiations in ordering the fractions on the number line.  The results suggest 

that young students, even nine and ten year olds, when participating in collaborative 
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problem solving can successfully understand and build number ideas, an important 

prerequisite for later study of mathematics.  These results are in sharp contrast to 

those reported earlier (Davis, R. B., Alston, A. S., and C. A. Maher, 1991) in which 

students, when asked to place, one-half, one-third, one-fourth, one-fifth on the 

number line, attended to the denominator and incorrectly ordered the fractions. 

The study supports the importance of providing instruction that includes 

opportunities for learners to build meaning of the ideas that are introduced. Prior to 

introducing rules and procedures, learners need the opportunity to make sense of the 

ideas that are called for in applying the rules.  

Endnotes 

1. The researcher was directed by Robert B. Davis and Maher. It was funded in part by 

grant MDR 9053597 from the National Science Foundation and by grant 93-992022-8001 

from the NJ Department of Higher Education, directed by Robert B. Davis and Maher. Any 

opinions, findings, conclusions or recommendations expressed in this work are those of the 

author and do not necessarily reflect the views of the National Science Foundation or the NJ 

Department of Higher Education. 

2. The video data episodes can be found on the Rutgers Video Mosaic website located at 

http://www.video-mosaic.org/  The repository is supported by the National Science 

Foundation grant DRL-0822204, directed by Maher with G. Agnew, C. E. Hmelo-Silver, 

and M. F. Palius. The views expressed in this paper are those of the authors and not 

necessarily those of the National Science Foundation. 
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INTROTUDCTION 
 

The application of Pasteur’s Quadrant is not limited to science research; rather, the effort to bridge the gap 

between theory and practice has also been attempted in social science. In research on education, educational leadership is 

deserving of its own theory and it concurrently plays a central role in determining either the success or failure of school 

reform in practice. Since the emergence of the public school system, educational leadership has always been an important 

research topic. This has been reflected in recent studies, which have gone beyond looking at leadership as just a topic of 

research, but have examined the trend and impact of research on leadership (Campbell, 1979; Murphy, Vriesenga, & 

Storey, 2007; Owens, 2009). 

Taking into account the nature of leadership studies as a pure and applied research, it is clearly evident that 

research on leadership has changed in accordance with social interests and needs. Leadership has promoted the 

transformation of schools, but political contexts, such as changes in public opinion, balance of organized political forces 

and change in government, can also affect research on leadership (Kingdon, 2003). Nevertheless, previous research on 

leadership trends usually focused on a certain leadership theory and case at a given point in time. As such, they exhibit an 

inherent limitation by only highlighting the longitudinal sphere of leadership studies and not considering social context 

outside schools. This pattern of research is also reflected in the case of South Korea, where complicated politics and 

varied policies are being experimented, despite the relatively short history of the public school system. 

In this context, this study purses the investigation in more comprehensive aspects of educational leadership 

research. Specifically, authors focuses on school principals’ leadership and finds to answers about the following 

questions: 1) how researchers have dealt with types, topics, and methods, 2) what trends exist in educational leadership 

research. 

 
 

PREVIOUS STUDIES 
 

There are a number of studies on educational leadership trends analysis that are relevant to the school principals’ 

leadership. Distinguished scholars have contributed to contriving the criteria for the trends of school leadership research. 

As Table 1 indicates, Leithwood & Duke (1999) analyzed the trends of leadership studies based on leadership types and 

indicated six (6) types of leadership. Hallinger & Heck(1996) and Hartley & Hinksman (2003) used topics and method to 

analyze the research trends. In the case of Korea, document studies were conducted to indicate the trends of educational 

leadership research. Lee (2002) and Kim (2007) analyzed the peer-review articles by leadership types. Park (2007) has 

recently chosen types, topics, and method to provide an analysis of articles in Korean Journals. 



 

Based on earlier studies, the noticeable indicators are summarized in types, topics, and methods (Lee, 2002; Kim, 

2007; Park, 2009; Leithwood & Duke, 1999; Hallinger & Heck, 1996; Yukl, 2006; Hartley & Hinksman, 2003). 

 
Table 1 Overview of previous research 

 Lee (2002) Kim (2007) Park (2009) 
Leithwood & Duke 

(1999) 
Hallinger & Heck 

(1996) 
Yukl (2006) 

Hartley & Hinksman 
(2003) 

Types O O O O    

Topics   O  O  O 

Method   O  O O O 

 
 

POLICY CONTEXT 
 

Politics and educational policy cannot be separated because the influence of political power on the educational 

policy process is irrefutable. This influence can overwhelm the importance of culture in national-level policy making 

(Fowler, 2004, p.99). An interesting fact is that in the general policymaking process, the process of policymaking is not 

controlled solely by government officials in a rational manner (Cohen, March, & Olsen, 1972). Unofficial actors and their 

participation in the policy process are not explicitly mentioned in the public process, but their power to lead and support 

policy change cannot be ignored. 

For this perspective, the role of unofficial actors, especially scholars, is one of the most robust areas for research. 

A behavioral view of the relationship between knowledge and policy was central to political science during most of the 

20th century (Easton, 1969). It is because that effective policy requires a solid foundation that is based on knowledge of 

education and how it develops and changes. As a leader within their respective environment, scholars have a significant 

role in defining, developing, and implementing education policy.  

South Korea and the United States experienced a change of government in 1993, and since then, four presidents in 

South Korea and three presidents in the United States have served in office.  During their terms, each president addressed 

and/or implemented highly influential and meaningful school reform policies. More specific information regarding each 

policy is described Table 2.  

 

Table 2 Policy trends in South Korea and United States 
South Korea 

President Kim, Y. S. (1993~1998) Kim, D. J. (1998~2003) Roh, M. H. (2003~2008) Lee, M. B. (2008-present) 

Party 
(Color) 

Republican (R) Democratic (L) Democratic (L) Republican (R) 

Main idea  Open Education 
 Site based management 
 Openness 

 Human resource development
 School evaluation 
 Site-based budget 
 Information & 

Communication  Technology 
 Excellence 

 Public wealth & good, 
participant 

 Teacher evaluation 
 Equity 

 Autonomy/Accountability 
 School choice 
 Change of educational 

administrator recruiting 
policy 

 Efficiency 

United States    

President Clinton, Bill (1993-2001) Bush, George W. (2001-2009) Obama, Barak (2009-present) 

Party 
(Color) 

Democratic (L) Republican (R) Democratic (L) 



 

Main idea Goals 2000 
 Standards based reform 
 Student academic achievement 
 Competition and state award 
 Partnership between federal, state and 

local 

No Child Left Behind  
 Test scores and AYP 
 School choice 
 Accountability 

Race to the Top 
 Teacher merit-based pay 
 Standard and assessment 
 School choice 
 Turning around low performing schools 

 
 

METHOD 
 

To overview and examine the comprehensive review of educational leadership research, a yardstick for 

measurement is needed. This study uses the analytic criteria that have been employed to explore the trends of educational 

leadership research. Table 3 shows the analytical frame of this study 

 

Table 3 Analytical frame 
              Categories 

Criteria Presidents (from1993 to present) 

Types , Topics, Method 
Peer-reviewed educational leadership articles in U.S. and Korean: focusing on school principals’ 

leadership 

 

The data we collected for the analysis are confined to peer-reviewed journal articles from 1993 to present. We 

analyzed the South Korean journals The Journal of Educational Administration, The Journal of Elementary Education, 

The Journal of Korean education, The Journal of Yeolin Education, and The Journal of Korean Teacher Education, and 

the U.S. journals American Educational Research Journal and Educational Administration Quarterly. Among over 1,000 

articles, we limited the search keywords to “leadership,” “school,” and “principal”; as a result, 112 articles from the U.S. 

and 84 articles from Korea were selected. 

 
 

FINDINGS 
 

According to the analysis, three trends from both countries are worth noting. One trend has to do with 

foundational concepts. As Table 4 indicates, researches in both countries are strongly engaging in constructing a general 

and common sense leadership theory. Researchers are attempting to build the foundation of principals’ leadership as an 

essential component of this theory. Second, it appears that both countries have covered a wide variety of types and topics. 

Since principals hold a critical position in reforming a school unit and mediating conflicts between the government and 

members of a school organization, there is a common theme in leadership studies, regardless of time and location. Third, 

articles tend to be on diverse research methods. However, minor differences between the American and Korean studies are 

found in research approach and methods. While most studies in South Korea are primarily based on empirical analysis, 

such as using surveys and complicated statistical methods, research in the U.S. has mainly developed through reflection 

and review. Specifically, while South Korea has focused on investigating the effectiveness of leadership, the U.S. has 

tried to build the related discourse and dialogue to better understanding leadership. 

 

 



 

Table 4 Summary of findings 
South Korea     

President Kim, Y. S. (1993~1998) Kim, D. J. (1998~2003) Roh, M. H. (2003~2008) Lee, M. B. (2008-present) 
Types  General  

 Transformative 3 
 General  
 Transformative 4 
 Ethical & Moral 2 
 Instructional 3 

 General  
 Transformative 8 
 Ethical & Moral 4 
 Instructional 5 
 Emotional 2 
 Competent 3 

 General  
 Transformative 2 
 Ethical & Moral 1 
 Instructional 1 
 Emotional 3 
 Shared 1  
 Gender 3 

Topics  Leadership instrument 2 
 Theory 1 
 Principal behaviors 3 

 

 Leadership Instrument 1 
 Theory 5 
 Climate & culture 5 
 Leadership development 1 
 Supervision & Instructional 

leadership 2 

 Leadership Instrument 1 
 Theory 3 
 Teacher motivation & morale 14 
 School effectiveness 5 
 Academic achievement 2 
 Competencies 3 

 Teacher motivation & morale 5 
 Theory 1 
 Gender 3 
 School effectiveness 4 

Method  Qualitative 0 
 Quantitative 4 
 Mixed & review 2 

 Qualitative 1 
 Quantitative 9 
 Mixed & review 3 

 Qualitative 4 
 Quantitative 21 
 Mixed & review 3 

 Qualitative 2 
 Quantitative 9 
 Mixed & review 0 

United States    
President Clinton, Bill (1993-2001) Bush, George W. (2001-2009) Obama, Barak (2009-present) 
Types  General  

 Instructional 3  
 Transformative 3 
 Shared 1  

 General  
 Instructional 3 
 Transformative 6 
 Distributed 5 
 Servant 1 
 Supportive 1 
 Ethical & moral 4 
 Participative 2 
 Shared 3 
 Technology 1 
 Visionary 1 

 General  
 Instructional 2 
 Transformative 1 
 Distributed 1 

Topics  Academic achievement 4 
 Leadership development 8 
 Organizational behavior 9 
 Professional development 2 
 Race / SES / gender 5 
 Climate & culture 3 
 Organizational learning 4 
 Politics 2 
 School reform 4 
 Student engagement 1 
 Theory 16 

 Academic achievement 8 
 Leadership development 14 
 Organizational behavior 13 
 Professional development 4 
 Race / SES / gender 12 
 Climate & culture 2 
 Accountability 4 
 Community 3 
 Policy response 5 
 Politics 3 
 School reform 2 
 Social justice 7 
 Technology 1 
 Theory 7 

 Academic achievement 3 
 Leadership development 1 
 Organizational behavior 1 
 Professional development 1 
 Race / SES / gender 1 
 Leadership instrument 2 
 Policy response 1 
 Research trend 1  
 Social justice 1 

Method  Qualitative 13  
 Quantitative 11 
 Mixed & review 18 

 Qualitative 18  
 Quantitative 17 
 Mixed & review 26 

 Qualitative 0 
 Quantitative 2 
 Mixed & review 9 

Note: Numbers refer to the frequency of content presented in articles, and leadership types and topics can be counted as duplicated content. 
          Underlines refer to the same item of each president. 

 
 

CONCLUSION & IMPLICATIONS 
 

School principals today have a different role than they did in the past. As one of the potential policy makers, they 

have a major role in the development of rules and regulations. In addition, as implementers of policy or followers of 

policy issues, school principals have a significant role in the actual implementation process. This is due to the fact that 

school principals are considerably involved with local and state policy. More so than other research field, research on 

educational leadership of school principals reflects this political reality. 



 

Since the Kim administration (1993-1998) in South Korea, concerns about educational leadership has 

dramatically increased, thus promoting research on school principals’ leadership. Comparing each period, it was 

discovered that research topics have reflected political concerns. For example, educational policies under the Roh 

administration emphasized a more individual aspect, such as teachers’ motivation and principal competencies, whereas 

research under the current Lee administration tends to be more focused toward enhancing effectiveness. It also appears 

that the research focus on educational leadership have changed from school principals to school organizations, and from 

leadership behavior to school effectiveness. 

During the Clinton administration in the U.S., research focus on leadership shifted toward constructing a 

leadership theory. Although the discussion over restructuring schools and school reform appeared at that time, the 

frequency and extent of its application was weak in comparison to other periods. With the Bush administration, education 

policy headed sharply towards stressing standards and test scores. As a result of these policy changes, studies during this 

period focused on examining the effectiveness of leadership on student academic achievement in the 1990s and this trend 

has continued to the present. Moreover, the effort to decrease the academic achievement gap for marginalized and 

disadvantaged students led to new research on methods to developing teachers’ and principals’ leadership and how to take 

into account social justice, considering race and ethnicity, gender and socio-economic status. 

This study investigates the trends of educational leadership in more comprehensive manner than previous studies 

did. Given the evidence, the conclusion has the potential to be significantly interesting. Articles have been highlighting 

the issues of school reform throughout the past 20 years at policies and politics. Although most research examines the 

core values of school leadership, how these values apply to real school leadership and its research is, to some extent, 

determined by the political context of each country; in effect, it is dependent on the administration and politics of each 

country.
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Abstract 
The objective of this presentation is to demonstrate the relevance of mathematics in helping to reduce 
the adverse impact of tsunamis. A tsunami is a series of large waves that can be destructive when they 
reach shallow areas such as a beach or a harbour. In the span of ten years in this 21st century, 
humanities have witnessed numerous large and destructive earthquakes and tsunamis. A mega 
tsunami struck the Indian Ocean on 26 December 2004, inflicting tremendous damage to coastal 
communities along the Indian and Andaman Sea, causing the deaths of a quarter million people 
worldwide. Several large earthquakes and tsunamis had occurred every year since then. The most 
recent earthquake and tsunami that occurred on 11 March 2011 in Japan has resulted in untold human 
suffering and physical destruction, including severe radiation leaks and contamination of nuclear 
power plants in Fukushima. These series of mega tsunamis serve as potent reminders to society to 
remain vigilant and resilient and to develop capacity to respond effectively for disaster reduction. This 
capacity development towards disaster reduction would require much resource, such as the 
availability of models to predict the generation and propagation of tsunami waves across the ocean 
and the set-up of early warning systems in order to allow adequate time for orderly evacuation. For 
this purpose, we have developed a tsunami simulation model TUNA with a user-friendly interface to 
facilitate the experience and experiment on tsunami simulation. Despite the inherent intellectual 
challenge to perform tsunami simulation, TUNA allows students at various levels of mathematical 
sophistication to experiment with tsunami simulations as part of their mathematics and science 
education. TUNA serves a primary purpose of imparting relevance to contemporary mathematics and 
science education.  
 
Keywords: Tsunami simulation, TUNA, disaster reduction, relevance of education. 
 
 
1.  Introduction 
 
Contemporary mathematics education at various levels faces a critical challenge concerning its 
relevance to the need of society. Ideally, education should prepare students adequately to face the job 
market and the demand of life in general. The beauty of pure and pristine mathematics as a source of 
inspiration is beyond criticism. Beauty in itself is desirable. However, in the context of population 
explosion within a world facing declining resources, pure and pristine beauty must not be the only 
goal of mathematics education, to the exclusion of relevance. In this short presentation we intend to 
demonstrate how mathematics is relevant and how it may be used to impart a sense of purpose for 
students in mathematics. We choose an area of application that is immediately relevant. With the 
recognition that we need to reduce the risk posed by tsunamis for coastal communities fringing the 
Asian Pacific Ring of fire, we develop a suite of simulation tools known as TUNA to permit 
prediction of potential tsunami propagation and inundation for the development of tsunami inundation 
risk maps. 

 
 

2. TUNA 
 
Right after the 26 December 2004 Andaman tsunami, we developed an in-house tsunami simulation 
model codenamed TUNA for assessing the risks of tsunami along the affected Malaysian coasts. 
TUNA is capable of simulating tsunami waves from its generation at the source to propagation across 
the deep ocean up to the runup onto the beaches. TUNA has been successfully used to simulate the 
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2004 tsunami in Andaman Sea (Koh et al., 2009) and the potential mega tsunami in South China Sea 
generated by earthquakes along the Manila Trench (Teh and Koh, 2011; Teh et al., 2011). Since then, 
TUNA has been continuously enhanced to increase its robustness and to widen its applicability (Teh 
et al., 2009; Koh and Teh, 2011). TUNA is developed based upon the depth averaged two-
dimensional shallow water equations (SWE) that are written in flux form as Equations (1) to (3) 
(Ippen, 1966; IOC, 1997; Hérbert et al., 2005).  
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Here, discharge fluxes (M, N) in the x- and y- directions are related to velocities u and v by the 
expressions M = u(h + η) = uD and N = v(h + η) = vD, where h is the sea depth, η is the water 
elevation above mean sea level and D is the total water depth given by h+η. Explicit finite difference 
method is employed in solving the SWE in the tsunami model (Koh, 2004). 
 
A windows-based version of the tsunami simulation model has been developed to facilitate teaching 
and learning of tsunami modelling among students in universities. Figure 1 (left) shows the interface 
window of TUNA that appears when the model is executed. The input parameters needed for tsunami 
simulations and the default parameter values are listed on the input window of TUNA as shown in 
Figure 1 (right). Other simulation options in TUNA include the use of external bathymetry file and 
Gaussian or Okada source. Various simulations can be performed by changing the values of the 
parameters listed on this input window. The model is also suitable for the non-mathematician decision 
makers who are interested and involved in assessing the impact of tsunamis along the Malaysian 
coasts. The authors have used this TUNA to conduct workshops on tsunami modeling for decision 
makers in Malaysia. Within half a day of training, the workshop participants have demonstrated their 
capability of using TUNA correctly and independently for simple case studies. By the end of the one-
day workshop, the workshop participants are able to make scientifically-sound and correct analyses of 
the simulation results.  

 

  
Figure 1: The introductory (left panel) and input data control windows (right panel) 

 
 
3. Four selected simulation scenarios 
 
We choose four simulation scenarios, referred to as Scenarios 1 to 4 respectively, to demonstrate how 
TUNA may be beneficially used. The initial tsunami cross section profile along the line y = 5 km (top) 
and surface contour for each of these four selected scenarios are shown in Figure 2. Different tsunami 
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sources, boundary conditions and bathymetry can be adopted in the four scenarios to illustrate the 
choice of input parameters in tsunami simulation and the resulting characteristics of tsunami 
generation and propagation. TUNA model could simulate two source components such as Gaussian 
hump 

22 -( / )-( / )  yx
yxa e e     (Yoon, 2002) and Okada model (Okada, 1985). The simulation results 

are displayed graphically as surface contours and time series plots to facilitate model interpretation 
and analysis. A computational domain with dimensions of 10 km by 10 km is employed in the four 
simulation scenarios. Constant depth of 100 m is used for all simulation scenarios except for Scenario 
4. To ensure numerical stability, a time step Δt is set at 1.0 s for the Scenarios 1-3 as defined by 
Courant criterion which states that 2t x gh   . An initial source displacement of 10 m is considered 

in all scenarios. A total of four observation points (A, B, C and D) are placed in the computational 
domain to record the tsunami wave heights and arrival times for comparison and discussion. 
 

 

 
Figure 2: Initial tsunami surface contour (bottom) and cross section profile along y = 5 km (top)  

for all four scenarios. 
 
Scenario 1 is selected to illustrate the propagation of waves in a computational domain with open 
boundary condition imposed at all four boundaries. In Scenario 2, solid boundary condition is 
imposed at the west boundary of the computational domain while the other boundaries remain opened 
to show the impact of solid boundary condition. To allow comparison of the simulation results from 
Scenarios 1 and 2, the same tsunami source modeled by an elliptical Gaussian hump with width of 
2000 m and length of 4000 m is used in both Scenarios 1 and 2. The shape, size and orientation of this 
tsunami source can be altered conveniently by changing the length, width and strike angle in the 
TUNA input window. For example, a circular Gaussian hump can be generated if the length of the 
source is changed to 2000 m, equivalent to the width of the source, as in the case of Scenario 4. For 
simulating tsunamis generated by submarine earthquakes, the Okada model is typically used to 
generate the initial tsunami source based upon the fault rupture parameters. Scenario 3 uses the Okada 
module in TUNA to generate the initial tsunami source. The dip, rake and strike angles used are 15°, 
90° and 0° respectively, while the focal depth is assumed as 500 m. Open boundaries are imposed on 
all four sides of the domain. Finally, varying water depths are used for the simulation in Scenario 4. 
The water depths in Scenario 4 are assumed to increase linearly from 50 m at the west boundary of the 
computational domain to 100m at the east boundary of the computational domain (Figure 3). Here, the 
time step of Δt = 0.3 s is used for numerical stability. The source used in this scenario is a circular 
Gaussian hump of equivalent width and length of 2000 m. Scenario 4 is selected to demonstrate the 
effect of bathymetry on tsunami wave propagation speed and arrival times.  
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Figure 3: Bathymetry for Scenario 4 

 

 
(a) Scenario 1 

 
(b) Scenario 2 

 
(c) Scenario 3 

 
(d) Scenario 4 

Figure 4: Snapshots of the wave propagations for the four scenarios  
 
 
4. Results and Discussions 
 
Figure 4 shows the snapshots of the simulated tsunami wave propagation for each of the four 
scenarios. The time series at the four observation points (A, B, C and D) for each scenario are 
illustrated in Figure 5. The frames at the top row of Figures 4a and 4b are identical since the same 
tsunami source and bathymetry are used in both Scenarios 1 and 2. The elliptical tsunami source 
initiates two main waves propagating perpendicular to the main axis, with one propagating towards 
the west boundary and another towards the east boundary. The waves travel at celerity of 

9.81 100 31.32 m/sgh    , reaching the boundary at about 160 s after travelling 5000 m. The 

propagation of the waves remains the same in both Scenarios 1 and 2 until they reach the boundaries. 
Recall that a closed boundary is imposed at the west end of the computational domain in Scenario 2. 
The open boundary condition used at all four boundaries of the computational domain in Scenario 1 
allow waves to propagate freely out of the computational domain (Figure 4a, bottom row). In Scenario 
2, the waves are reflected by the presence of a closed boundary at the western end of the 
computational domain (Figure 4b, bottom row). The reflected waves then proceed to propagate across 
the computational domain to exit at the open east boundary. In Scenario 3, the initial tsunami source 
generated by the Okada module forms an elevation on the left and a depression on the right, resulting 
in a propagating leading elevation wave when observed at Point D and in a propagating leading 
depression wave when observed at Point B (Figure 4c). The simulation results for Scenario 4 (Figure 

4d) illustrate the effect of water depth on arrival times, governed by the wave celerity c gh . In 
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deeper waters at the east end of the computational domain, the waves travel faster, reaching the east 
boundary after about 60 s. In the shallower region at the west end of the computational domain, the 
waves travel at slower speed, reaching the west boundary after 90 s.  

 

(a) Scenario 1 

(b) Scenario 2 

(c) Scenario 3 

(d) Scenario 4 
Figure 5: Time series plots at points A, B, C and D for all scenarios (top to bottom) 

 
Having learned the basics of tsunami simulations, a modeler may proceed to simulate tsunamis that 
occurred in the past or potential tsunamis that might happen in the future. Recently tsunami scientists 
have identified a source of submarine landslide that may generate huge tsunami in the sea off the 
coast of Sabah, Malaysia. Figure 6 shows snapshots of submarine landslide generated tsunami at 
intervals of 600 s, after their generation simulated by TUNA. 
 
 
5. Conclusion 

 
The windows-based TUNA model is developed to simplify the input procedure to facilitate teaching 
and learning process. The simplicity and clarity would allow students to quickly simulate various 
scenarios to improve their understanding on the fundamentals of tsunami propagation characteristics 
and various contributing factors that critically affect tsunami behaviour. Four scenarios are selected 
for simulations in this paper to illustrate some fundamental characteristics of tsunami wave 
propagation. The simulation results presented graphically as contours and time series enable students 
to relate, interpret and analyse the effects of the choice of input parameters on the resulting simulation 
results. User-friendly models should be used in teaching and learning for more productive and 
interesting classroom experience.  
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Figure 6: Snapshots of submarine landslide generated tsunami at intervals of 600 s. 
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Abstract 

Instructional technology has been integrated into teaching activities for a long time. The 
purpose of the study was to compare University students’ performance in using an e-Book as 
an effective pedagogical tool (experimental group) versus traditional handout instruction 
(control group) in an TOEIC-based after-school English remedial program. The study was 
also to investigate the impacts of student learning motivation by integrating e-Book tools. 
The researchers employed a quantitative and questionnaire methodology design. The study 
participants were 24 sophomore English underachievers students between 19 and 21 years of 
age and enrolled in a technical university in Northern Taiwan. The result showed that 
students obtained higher performance in using an e-Book tool than in traditional handout 
instruction. The results also showed that learners expressed positive viewpoints toward the 
usage of the e-Book in the after-school English remedial program and the experience of 
media integrated learning. Therefore, by means of the integration of instructional technology 
and media attributes in low-achieving English students, this study made suggestions 
regarding the adoption of technology for the English remedial program.  

Keywords: After-School English Remedial Program, Traditional Handouts, E-Book, 
Motivation, Performance 

Introduction 

Technical university students experience some obstacles to learning excellent English. 
Most students who enroll in a four-year technology college in Taiwan are often regarded as 
students of low-academic performance. With the rapid expansion of colleges and institutions, 
as well as the development of English education in many countries, English reading and 
writing are of ever greater importance. However, the Administration of Education, and more 
industrial incorporations in Taiwan, use the General English Proficiency Test (GEPT) or other 
equivalent tests such as the Test of English for International Communication (TOEIC) to 
measure an applicant’s qualification for employment and promotion (LTTC, 2007 & ETS, 
2010). More and more schools require students to pass the elementary level of GEPT or 
above 400 points of TOEIC before graduation. The learning motivation was proposed and 
verified with field testimony by American Psychologist Mihaly Csikszentmihalyi, who 
believed that with specific, instance responses, people can devote themselves to a challenging 
situation without distraction; thus he or she can achieve his or her goal and ultimately achieve 
happiness and satisfaction. Csikszentmihalyi (2006) also suggested that when people satisfy 
enjoyment and pleasure at the same time, he or she can reach his/her optimal experience. 



 

 

Consequently, Lin and Tsai (2007) revealed that it was critical to design adequate learning 
activities with advanced technology teaching tools so learners become more devoted. Hence, 
English teachers should keep increasing their teaching quality and teaching effect, especially 
for students with lower motivation, by designing a proper learning curriculum and turning 
these target students into more devoted learners. Therefore, critical tasks for researchers 
include determining how English instructors should assist low-achieving English students and 
how English teachers can motivate those students to learn English better than before. The 
purpose of the study was to compare University students’ performance in using an e-Book as 
an effective pedagogical tool versus traditional handout instruction in the after-school English 
remedial program. The purpose of this study also attempted to explore the impacts of student 
learning motivation by integrating an e-Book tool in the after-school English remedial 
program. However, English is a pivotal vocational skill for all technology college students in 
Taiwan (Chen, 2001). Thus, this study hoped to explore the learners’ motivation about an 
e-Book usage in English and consequently enable students to enhance their English reading 
performance. English learners in Taiwan are a group of students who spend much time and 
energy in learning and trying to use English in their poorly integrated learning environment, 
but often attain little achievement and progress. It is hoped that the results of this study will 
enable Taiwanese teachers of English to update their pedagogy and integrate such a new 
teaching technology in their classes in the future. 

 
Literature Review 

 
Low-achieving English students are one kind of underachievers. There are three 

definitions of underachievers. First, a student has average intelligence but performs lower in 
general subjects. Second, a student performs below the average scores of the entire class. 
Third, the student performs lower and scores lower, in all subjects, than other classmates 
(Csikszentmihalyi, 2006). Therefore, there are more and more after-school remedial 
programs that need to be built up in order to assist underachievers in performing better. 

TOEIC is the global standard for assessing English proficiency for business. The 
TOEIC test is an English language proficiency test for people whose native language is not 
English. TOEIC test scores indicate how well people communicate in English with others in 
the global workplace. The test does not require specialized knowledge or vocabulary; it only 
measures the kind of English used in everyday activities. Today TOEIC test scores are used 
by over 10,000 companies, government agencies and English language learning programs in 
120 countries, and more than 6 million TOEIC tests were administered in the year 2010 
(ETS, 2010). Therefore, setting up the TOEIC-based after-school remedial English program 
for assisting underachievers to perform better in this study is an important credibility issue. 

Cooperative learning has been discussed by many researchers since 1960. Due to the 
fast-changing teaching media arena, cooperative learning has been applied from traditional 
classroom to computer-assisted instruction, and furthermore, into Internet cooperative 
learning. Cooperative learning is a systematic teaching strategy. It is mainly used in a 
planning activity in order to seduce the efficient interaction between group members. This 
can assist group members to help each other and increase learning effects (Sachs, Candlin, 
Rose, & Shum, 2003). Engstrom and Jewett (2005) suggested that the key points of learning 
should include the interaction between students and the interaction between teachers and 
students. Bento and Bento (2000) discovered that in the distance learning environment, 
cooperative learning does contribute to the discussion between students.  

Traditional education with a technology assistant is the trend of education. Emerging 
technologies provide opportunities for not only instructor-student, but also student-student, 



 

 

real-time, and/or time-delayed collaboration. The e-Book has multiple features with 
collaboration learning characteristics. Learning through e-Book devices is one of the newest 
methodologies to aid the next generation’s learning (Chen, 2009). The learning content of the 
e-Book is comprised of either audio or video MP3/MP4 recordings that can be downloaded 
directly to the desktop computer, as well as to various mobile devices. Video or audio can be 
a useful tool to supplement practical exercises such as business simulations (Lonn, 2009). 
Therefore, the purpose of this study was to set up the TOEIC-based after-school remedial 
English program with two different teaching media - traditional handouts and e-Book - to 
investigate how those two media affect students’ learning performance. 

 
Motivation is defined as “the inner pulse, emotion, or desire that drives a person to a 

particular action” (Brown, 1994; Chu & Huang, 2007). In terms of a language-learning 
situation, “Integrative motivation is understood by some theorists as the kind of motivation 
that leads to students’ high language proficiency, but others hold opposing views and argue 
that instrumental motivation plays a more significant role in the EFL setting” (Makarchuk, 
2005; Warden & Lin, 2000). Motivation is one factor that contributes to success in learning 
English (Lin & Tsai, 2007); therefore, teachers should develop techniques to enhance 
learners’ motivation, and maintain that motivation to help low-achieving English students 
with their English performance (Cheng & Dornyei, 2005). The researchers decided to use two 
different teaching media - traditional handouts and the e-Book - in order to investigate how 
these two media affect the learning motivation of low-achieving English students in an 
after-school remedial English program. 
 

Methods 
 

The researchers employed a quantitative methodology design in this study to compare 
students’ learning performance in using an e-Book as an effective pedagogical tool to a 
comparative sample of students’ learning performance who received traditional handout 
instruction. Twenty-four English underachievers in their sophomore year were divided into 
two groups and used as subjects. Those study subjects were non-English major students 
enrolled in Sophomore English classes as a required foreign language course. The 24 students 
were randomly assigned to either the control or experimental group by using a table of 
random numbers to select students randomly according to their student ID number. Each 
group consisted of exactly 12 students in a class. All subjects participating in this study were 
male students between 19 and 21 years of age. All subjects participated in the two different 
teaching media, learning the same topics they would be studying in an after-school English 
remedial program. Most of the students (96%) had prior computer experience; however, very 
few of these students had used the e-Book in the past. The researcher, selected English 
instructor was assigned to teach both the control and experimental groups. The experimental 
group was administered e-Book tool while the control group received traditional handout 
instruction on the required English reading articles. Reading was done after class. The 
TOEIC’s official website demonstration sample tests constituted the articles to be read in this 
program. The English reading score was administered to the two groups before and after the 
treatment and the scores were analyzed for significance. Moreover, The researchers 
employed a questionnaire methodology design to investigate the impacts of student learning 
motivation by integrating an e-Book tool in an TOEIC-based after-school English remedial 
program. The researchers administered all of the student tests. To determine the learning 
motivation of the students, the researchers distributed a 5-point scale self-assessing survey 
form to the two different group students before and after the treatment. To ensure the 
respondents’ understanding of the survey questions, the researchers provided Chinese and 



 

 

English versions of the questionnaires for the participants. The questionnaire contained two 
parts: part I asked for personal background information and part II asked for measurements of 
motivation in a 5-point scale (5-point Liker-type items) of self-assessment to categorize 
responses. Respondents could pick one of 5 alternative response ratings from (1) strongly 
disagree to (5) strongly agree. The questionnaire consisted of 15 questions, using the sample 
rating scale approach and targeted at understanding the motivation of after-school English 
remedial program students relation to these two different teaching media. The content of the 
questionnaires were reviewed by five experts and pilot study was carried out. The internal 
consistency reliability coefficient, Cronbach’s  was reported as .93 for the test questions. 
The content validity ratio, CVR, was reported as .87 for the test questions.  

 

Results 

The means and standard deviations are presented for the pretest and posttest scores for 
the two different groups. The result indicated that the e-Book group showed a considerable 
increase in the means of the scores between the pretest and posttest (M =34.37, SD = 8.69; M 
= 67.28, SD = 3.12). Moreover, the results show that the e-Book group performed 
significantly better on the posttest than on the pretest, t(11) = -12.183, p < .05. This was an 
indication that the e-Book instruction had improved students’ performance. Additionally, the 
traditional instruction group, which received traditional handout instruction, showed little 
increase in the means of the scores between the pretest and posttest (M = 36.32, SD = 3.97; M 
= 49.37, SD = 7.52). The results also show that the traditional instruction group performed 
significantly better on the posttest than on the pretest, t(11) = -2.83, p < .05. This was an 
indication that traditional handout instruction had improved students’ performance. 

The differences between the control and experimental groups’ pre-test score means 
were examined by an independent t test. The result showed no significant difference between 
the means, t (22) = -0.78, p > .05. This indicated that the experimental group pre-test score 
mean was not significantly different from the control group pre-test score mean. The 
differences between the control and experimental groups’ post-test scores were examined by 
an independent t test that produced a statistically significant difference, t(22) = -12.24, p 
< .05. This indicated that the experimental group post-test score mean was significantly 
higher than the control group post-test score mean. These results showed that the students 
using an e-Book instruction showed a significantly better performance than students using 
traditional handout instruction.  

Additionally, a dependent t test was used for comparing the pretest and posttest 
responses of these two groups on the motivation questionnaire scale. The mean of the score 
for the posttest (M = 38.28, SD = 3.12) for the traditional handout instruction group was 
almost the same as the pretest (M = 37.52, SD = 4.69), t(11) = -1.38, p > .05. Thus, for the 
traditional handout instruction group, students’ motivation rarely changed after completing a 
series of traditional handout instructions. The posttest mean (M = 57.37, SD = 9.02) for the 
e-Book group was greater than that for the pretest mean (M = 37.86, SD = 9.27). The result 
indicate that the e-Book group motivation performed significantly better on the posttest than 
on the pretest, t(11) = -8.25, p < .05.  

 
Conclusions 

 
A significant difference was found in the results of the performance pretest and posttest 

scores for the traditional handout group, and e-Book group. These indicated that 
low-achieving English students’ learning performance changed after completing a series of 
after-school English remedial programs for these two groups. Furthermore, the results 



 

 

showed that the e-Book English reading score means were significantly higher than the 
scores for traditional handout instruction. The findings indicated that students using an 
e-Book as an effective pedagogical tool had significantly improved students’ learning 
performance in a TOEIC-based after-school English remedial program compared to 
traditional English instruction. Therefore, these findings implied that low-achieving English 
students who used the e-Book made progress on their test scores better than students who 
used traditional handout. Moreover, for the traditional handout instruction group, students’ 
motivation rarely changed, and the motivation of e-Book group performed significantly better 
on the posttest than on the pretest after completing a series of after-school English remedial 
program classes. The reason might be that students have higher self-esteem, and catch more 
people’s attention, when they use the high technology like the e-Book. Since the design of the 
interface provides a clear, consistent, and attractive communication because the quality of the 
interface contributes to the ability of the user to perform well (Levin, 1997). The visual 
design of the interface affects the impression that the user has of the interface, the 
understanding of the interface, and the desire to use it (Mayer, 1992). But others hold 
opposing views and argue that instrumental motivation plays a more significant role in 
language setting (Makarchuk, 2005; Warden & Lin, 2000).  

 
E-Book tools have shaken every field also including education one. By using Internet 

and multimedia to transform the content and text into e-Book, e-Book allowed readers to read, 
download, and access anytime and anywhere they want. The reading content with 
combination of text, sounds, and pictures has more multiple features for users to learn in 
linguistic language (Liu, 2006). To sum up the points of views of Amazon (2011), the 
promoter of e-Book, there are three advantages of e-Book: (a) It is marketed as more suitable 
for displaying newspaper and textbook content; (b) Through a service called "Whispersync", 
teachers or students can synchronize reading progress, bookmarks and other information 
across e-Book hardware devices; (c) Last, but not least, it has significant function of reading 
pronunciation through e-Book hardware devices. Based on the findings of this study, e-Book 
had improved students’ learning motivation in a TOEIC-based after-school English remedial 
program. This finding implies that graphics, or a combination of graphics and English texts, 
can attract students. E-Book usage can offer students to communicate with their classmates 
and teacher more easily. Lastly, the e-Book can be beneficial to students’ learning 
performance, as long as the technology does not become distracting. Learners who studied 
the e-Book reinforced and made progress in English test scores. Moreover, learners expressed 
positive motivation toward the usage of an e-Book in an after-school English remedial 
program and the experience of media integrated learning. Therefore, through the integration 
of instructional technology and media attributes in low-achieving English students, this study 
makes suggestions regarding the adoption of technology for an English remedial program. 

 
Research is a valuable process. Educators should adopt the most efficient means for 

students to benefit from instruction. The following recommendations are made for further 
study. 
1. This study should be replicated using a longer period of time for using e-Book in other 

English courses. 
2. This study should be replicated using other English education programs to determine 

whether e-Book usage is effective for different types of English education. 
3. Periodic follow-up studies should be conducted on the effects of gender, age, hours 

spent on e-Book per week, and other demographic variables to performance on English 
education when using the e-Book tool. 

4. This study should be repeated across other college schools to determine whether the 



 

 

significant results found in this study remain constant over other locations.  
5. It would have been significant to discover to what extent the tool improved 

participants’ learning in the future. 
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A Proposed Paradigm for the Development of an English 
Language Teaching Evaluation and Mentoring Program 

 
BY: DENNIS INFANTE, ASST. DEAN, COLLEGE OF EDUCATION 

   

One of  the major  thrusts of  the Department of Education  is  to  improve  the quality of 

instruction in the country in order to promote literacy, recognizing that language is the medium 

in  learning  other  subjects.  The  Philippine  Education  for  All  (EFA)  2015 National  Action  Plan 

embarks on the vision of functionally literate Filipinos leading to an educated nation (2006) as 

the  World  Declaration  on  EFA  prescribes  that  basic  learning  needs  (BLNs)  shall  be  made 

available  to  all  by  various  means;  BLNs  comprise  both  essential  learning  tools  (literacy, 

numeracy, oral expression, and problem solving) and the basic  learning contents  (knowledge, 

skills, values, and attitudes) required by human beings to be able to survive, to develop their 

full capacities, to  live and work  in dignity, to participate  fully  in development, to  improve the 

quality  of  their  lives,  to  make  informed  decisions  to  continue  learning  (2006,  Social 

Development Committee, NEDA, paragraph 3).  

 

  Language is taught as a basic subject because various curricula recognize the important 

role  it plays  in  the holistic development of  the  learner. The Philippine education  system has 

long been confronted with challenges: “According  to  the 2003 Functional Literacy, Education 

and Mass Media Survey (FLEMMS), the country’s population of 57.6 million 10 to 64 year‐old 

Filipinos included some 3.8 million Filipinos 10 years old and above who are unable to read and 

write and a  total of 9.2 million who are not “functionally  literate” or unable  to compute and 

lacked  certain  numeracy  skills  (NEC,  2006  p.8).  Further, Gonzales  (1988)  claims  that  a  new 

generation of Filipinos, even after six years of study of English in a bilingual education scheme, 

is growing up conversant  in Filipino, yet  lacks basic communication skills  in English (NEC, 2006 

p.9).  Literacy  and  proficiency  in  English  comprise  the  severe  education  disadvantage  in  the 

country, making  Filipinos  unable  to  participate  in  nation  building  since  English  is  the  official 

language of trade, business, and government. 



 

  To address the challenges, the country is moving toward efficient delivery of instruction. 

The Bilingual Education Policy of 1987 (DECS Order No. 52, s. 1987) allowed the use of the eight 

major  languages as auxiliary  language rather than all the vernaculars, specifically as the  initial 

languages of  literacy; further, major studies on the use of the mother tongue as a medium of 

instruction  point  out  that  the  use  of  the  vernacular  as MOI  in  the  early  grades  and  as  an 

auxiliary medium  is  recommended when needed, but never as a  substitute  for  instruction  in 

English and Filipino  (Swanson, 1960) since there exists the disadvantage of sustaining mother 

tongue  instruction because Science and Mathematics were meant to be taught  in English  (De 

Guzman, 1988) (Castillo at http://www.pssc.org.ph/Downloads/nssc/MotherTongue.pdf).  

 

The decline of English, Math and Science proficiency among Filipinos brought about the 

issuance of EO2010 to strengthen the use of the English language as a medium of instruction in 

the  Philippine  educational  system  (“Mother  Tongue,”  2008).  The  Philippines,  a multilingual 

country  with  over  120  distinct  languages  spoken  in  various  parts  of  the  archipelago 

(MacFarland, 1993 cited in 2006, NEC), faces the challenge of providing excellent instruction in 

the different major  languages of  the country. This greatly affects  the  teaching of English as a 

second language; it also affects the acquisition of study skills in English in learning content‐area 

subjects especially Math and Science.  

 

If  studies  can  prove  that  Science  and Math  can  better  be  taught  in  the  vernacular 

languages, there should not be any qualms or debates regarding the matter; however, English 

language  teachers will  face  the burden of developing English communication  skills  for higher 

learning  as  in  high  school  and  college  courses. Whether  English will  be  the  sole medium  of 

instruction, or with mother tongue or the vernacular as the language of instruction in the first 

grades in the elementary, the demand for excellent and effective language teaching instruction 

in a bilingual or multilingual society is greater; therefore, teachers are given the task to improve 

the teaching of English as a second  language to better equip students for communication and 



learning content‐area subjects, hoping that better English language instruction can help address 

the literacy problems of the country. 

 

  According  to  a  study  conducted  by  the  European  Chamber  of  Commerce  of  the 

Philippines, 75 percent of the more than 400,000 Filipino students that graduate from college 

each year have  ''substandard English  skills”  (Conde, 2006). The  lack of  standard English  skills 

implies that English language teachers have faced difficulties in helping their students develop 

standard  English  skills.  The  question  how  to make  language  teaching  practices  deliver  the 

results  –  Filipinos  posses  the  communicative  competence  –  lingers  and  calls  for  effective 

teacher  training  programs  to  equip  teachers  with  effective  English  language  skills,  and 

methodologies  for teaching English as a second  language. The results of studies and the poor 

comprehension  and  communication  skills  of  students  suggest  that  teachers  lack  either  the 

standard English competencies, or the ability to teach English as a second language.  

 

  This research proposed a systematic paradigm for mentoring English language teachers 

which sought  to address  their specific needs  to enhance  their communicative competence  in 

order to provide quality English language instruction in their respective ESL classes.  

 

Canale  and  Swain  (1980)  identify  grammatical  competence  (words  and  rules), 

sociolinguistic competence (appropriateness), discourse competence (cohesion and coherence) 

and  strategic  competence  (appropriate  use  of  communication  strategies)  as  the  major 

components  of  communicative  competence;  likewise,  Bachman  defined  communicative 

competence  into  two  broader  concepts  of  broad  headings  of  "organizational  competence," 

which  includes  both  grammatical  and  discourse  (or  textual)  competence,  and  "pragmatic 

competence,"  which  includes  both  sociolinguistic  and  "illocutionary"  competence.  Indeed, 

communicative  competence  is  the  target  of  language  teaching.  Communicative  competence 

empowers  the  learners  to comprehend,  to  learn and  to acquire skills  for general and specific 

communication tasks, whether inside or outside the language classroom. 



This  research  asserts  that  in  order  to  improve  literacy  and  communication  skills  of 

students, teachers should demonstrate communicative competence and ESL teaching skills as it 

banks  on  the  premise  that  teachers  provide  the  language  teaching  input  for  intake  and 

opportunities  for  language acquisition  inside  the ESL classroom: an assumption  supported by 

Stephen Krashen’s Monitor Model. 

 

Research Objectives 

1. To design an informal language teaching evaluation program. 

2. To map out the process of a mentoring program with specific emphasis on describing 

the communicative competence and language teaching skills of English language 

teachers. 

3. To describe the initial implementation of the drafted mentoring program in terms of: 

a. identifying the indicators of the teachers’ communicative competence 

b. presenting the language teaching practices of teachers 

c. reflecting on the needs of teachers to improve their communicative competence 

and language teaching practices 

4. To specify the challenges and opportunities of using the proposed mentoring program  

for a needs‐based faculty development program in the basic education curriculum and 

the university 

 

Research Procedure 

  This research utilized the following important qualitative data gathering tools 

 Observation and interview. The teachers were observed and videotaped in their 

language classes. 

 Documentary analysis. The videotaped classroom demonstrations of teachers were 

analyzed using specific guide questions to highlight the strengths and needs  

 



The Paradigm for an Informal Language Teaching Evaluation Program 

Input  Process  Output 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

  This paradigm follows  an integrated, and interactive evaluation of the language teaching competencies of language teachers. It seeks to 

evaluate the meaningfulness of language learning lessons conducted by teachers through an analysis of the actual delivery of classroom 

instruction that focuses on improving the communicative competence and language teaching skills of teachers. These video‐taped language 

teaching demonstrations of teachers are to be analyzed by the teachers, their peers, and their mentor or supervisor. The analysis is 

developmental, and progressive as it utilizes dialogues and conferences to verify important insights that cannot be ascertained through 

classroom observations. The output of the conferences becomes the basis of the development and implementation of a needs‐based faculty 

development program. 

 

Actual Delivery 

of Classroom 

Instruction 

Communicative 

Competence 

Language 

Teaching Skills 

Analysis and 
Appraisal: 
Self, Peer 
and Mentor/ 
Supervisor 

Mentoring and Interview 

 

Indicators of Communicative 

Competence and Language 

Teaching Skills of Teachers 

Development and 

Implementation of a Needs‐

Based Faculty Development 

Program 



Results and Discussion 

The Mentoring Program Process 

Phase  Activities  Specifics 

Collecting and 
Recording Data 
for Analysis 

Video‐taping of language 
teaching classes: Grammar 
and literature lessons 

Teachers will demonstrate language 
teaching lessons: grammar and literature. 
The classroom demonstration will be 
video‐taped for documentary analysis, 
reflection, and appraisal of communicative 
competence and language teaching skills 

Appraisal of 
documented 
language 
teaching classes 
with emphasis 
on 
communicative 
competence and 
language 
teaching skills of 
teachers 

Mentor evaluation: 
Department Chair analyzes the 
documented teaching 
demonstration 
 
Self‐appraisal and reflection: 
Teacher reflects and evaluates 
performance and skills based 
on the documented teaching 
demonstration 
 
Peer appraisal and reflection: 
Peer describes and identifies 
indicators of teacher’s 
communicative competence 
and language teaching skills 

The appraisal and analysis of the teacher’s 
communicative competence and language 
teaching skills will be based on the 
following guide questions; the process will 
not utilize highly structured rating scales 
and rubrics to promote an atmosphere of 
openness, cooperation and self‐reflection. 

Mentoring and 
Interview 

Discussion of insights by 
mentor, peer and self on the 
specific language teaching 
demonstration. 

The activity focuses on insights by the 
mentor and the mentee as they discuss 
the reflections of the mentor, the mentee, 
and the peer on the language teaching 
demonstration. 

Identifying and 
drafting a faculty 
development 
program that 
targets specific 
needs of 
teachers 

Focus group discussion to 
draft a needs‐based faculty 
development program 

During the focus group discussion, the 
mentor, and the teachers will identify 
support systems that highlight strengths 
and competencies of teachers and how 
these strengths and competencies can 
address specific needs and demands of 
other teachers for improvement 

Implementation  Mentoring, and faculty 
development activities to 
improve communicative 
competence and language 
teaching skills 

Department will implement the needs‐
based faculty development plan; 
specifically, the plan will target 
improvement of communicative 
competence and language teaching skills. 



Evaluation and 
follow‐up 

Second round of language 
teaching demonstration 

During or after the implementation of the 
faculty development program, the process 
of mentoring will be renewed. 

 

Guide questions for the analysis of language teaching practices 

Grammatical Competence: 

 How do you describe the teacher’s use of English? How do you describe the language 

input (oral and written) provided by the teacher? 

 How do you describe the teacher’s accent (pronunciation, liaison, and intonation)? 

Sociolinguistic Competence and Pragmatics 

 How do you describe the strategies used by the teacher to convey messages?  

 How do you describe the strategies used by the teacher when asking for specific 

information? 

Discourse Competence 

 How do you describe the teacher’s explanations and the coherence of the teacher’s 

thoughts? 

 How do you describe the teacher’s strategies to convey holistic and meaningful 

instruction? 

Strategic Competence 

 How do you describe the teacher’s strategies to introduce concepts, explain ideas, give 

feedback, repair communication problems of students, cohere thoughts, contextualize 

ideas? 

Language Teaching Skills 

 How do you describe the teacher’s method and strategies used to teach 

grammar/literature? 

 What are the language teaching practices of the teacher that I am very happy about? 

 What are the language teaching practices that the teacher has to develop to improve 

his/her classroom instruction? 

 What are specific aspects of the use of English that the teacher has to develop to better 

achieve effective delivery of instruction? 

Description of the initial implementation of the drafted mentoring program 



 The Department Chair presented the plan; teachers accepted the plan with forward‐

looking attitudes. 

Identifying the indicators of the teachers’ communicative competence 

 Guide questions had to be elaborated to target specific objectives of questions. 

 Teachers’ reflections and analyses of competence and skills of peers focused on their 

general impressions; specific indicators given to illustrate their general impressions 

were identified by citing specific examples. 

 Much of the indicators were identified by the teachers themselves during their 

scheduled mentoring and interview. 

Presenting the language teaching practices of teachers 

 Teachers gave suggestions on how to improve their and their peers’ conduct of lessons; 

insights were spontaneously given during their scheduled mentoring and interviews. 

 Teachers’ reflections and insights on language teaching practices were identified in 

relation to achieving goals of syllabi, class size, and logistics. 

 Teachers’ consideration of the effectiveness of the language teaching strategy and 

promoting communicative competence in the class is not a significant factor in 

determining the language teaching approach or method of instruction. 

 Teachers signified the need to revisit opportunities for meaningful language teaching 

and learning in ESL classes. 

 Teachers agreed that there is a need to revisit specific language teaching strategies and 

approaches to promote language acquisition in the classroom: communicative language 

teaching, task‐based language teaching, and ESP. 

Reflecting on the needs of teachers to improve their communicative competence and 

language teaching practices 

 Teachers demonstrated awareness of what strategies, skills and knowledge related to 

communicative competence and language teaching they have to improve 

 Teachers signified the need to improve on certain aspects of communicative 

competence. 

 Teachers specifically identified the need to revisit language teaching principles and 

creating meaningful opportunities for second language acquisition 

The challenges and opportunities of using the paradigm for a needs‐based faculty 

development program in the basic education curriculum and the university 

The Challenges 



 Time factor: The mentoring program demands long‐term implementation to establish its 

effectiveness. Insights on the implementation of the faculty development program are 

yet to be identified 

 Teacher‐openness factor: The success highly depends on the cooperation of the 

teachers 

 Evaluation: The evaluation of program is highly qualitative and data acquired from 

interviews and focus group discussions are basically statements presented in raw form. 

Reflections and analyses may be validated through triangulation. 

 Logistics: The process of documentation and analysis is tedious; it requires time, effort 

and resources 

The Opportunities 

 Longitudinal research and development of a language teaching inventory: The 

mentoring program opens doors for longitudinal researches and development of 

language teaching inventory that seeks to identify specific needs of teachers to improve 

communicative competence and language teaching practices. 

 Addressing needs to improve literacy in the basic education system through 

comprehensive needs‐based faculty development program: The Department of 

Education may consider improving teacher’s competencies through a comprehensive 

faculty development program developed through a systematic mentoring program. 
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Abstract 

Textbooks, play a crucial role in educational systems, consist of essential 

teaching materials and represent the organization of systematic knowledge and the 

bringing together of curriculum and teaching. We need to carry out more research on 

textbooks for improving the quality of textbooks. In recent years, the students of 

Taiwan, Finland and Singapore got excellent mathematics performance in some 

international assessment (TIMSS, PISA). Therefore, we chose their elementary 

mathematics textbook as our subjects to analyze and tried to find the similarities and 

differences among three countries. Through different textbooks comparison, we 

could more understand our textbook and find a way to improve its quality. 

The purpose of this study was to compare and analyze the problems types of 

fraction in three most popular textbooks used in three countries: ‘Kang-Hsuan 

mathematics’ in Taiwan, ‘LASKUTAITO in English’ in Finland, and ‘My Pals are 

here! Maths’ in Singapore. Content analysis was used as method and mathematics 

problem was as unit to analyze the type of problem that according to the 

classification of Stein, Remilliard and Smith (2007) classified problems base on 

cognitive demand when problem solving. The problems will be classified into one of 

the type of memorization, procedure without connections, procedure with 

connections, or doing mathematics. The results of problems calculation indicated that 

there were 510, 1388 and 614 fraction problems in the textbook of Taiwan, Finland 

and Singapore respectively. Sixty-eight (13.33%) problems were classified as the 

type of memorization, 386 (75.69%) problems as the type of procedure without 

connections, 55 (10.78%) problems as the type of procedure with connections, and 



only one (0.2%) problem as doing mathematics in Taiwan textbook. In Finland 

textbook, there were 240 (17.29%) problems were classified as memorization, 1022 

(73.63%) problems as procedure without connections, 126 (9.08%) problems as 

procedure with connections and there is no any problems belonged the type of doing 

mathematics. In Singapore textbook, there are 21 (3.42%) problems were classified 

as memorization, 529 (86.16%) problems as procedure without connections, 63 

(10.26%) problems as  procedure with connections, and only one (0.16%) problem  

as doing mathematics. According to the percentage that every different type of 

problem occupied in each country, we found three countries all emphasized on the 

type of procedure without connection in fraction learning. And there were almost 

90% of problems were belonged as low-level cognitive problems. It indicated that the 

mastering on arithmetical skills and procedures were main learning focus in fraction 

curriculum in three countries. 

Using chi-square to compare difference on the numbers of fraction problems 

among three countries, we found there were significant difference among three 

countries (χ2=75.268, p=0.00), there were more fraction problems in Finland 

textbook than Taiwan and Singapore. Compare the percentage of each problem type 

among three countries through chi-square test, we also found there were not 

significant different in the type arrangement of memorization, procedure without or 

with connection, doing mathematics. It showed there was similar arrangement in each 

type of fraction problem among three countries. But when we used country as unit to 

compare the percentage of each problem type, the results indicated there was 

significant difference in each country. Three countries all arranged more problems 

that belonged procedure without connection in their fraction curriculum (the value of 

χ2=718.596, p=0.000 in Taiwan; χ2=1028.34, p=0.000 in Finland; χ2=1237.805, 

p=0.000 in Singapore).  

Finally, regarding the contents of fraction learning presented in the textbook, 

three versions of textbook all included the topics of fractional basic meaning, 

fractional addition and subtraction, and fractional multiplication and division. But 

Singapore presented the fraction content at grade 2, earlier than Taiwan and Finland 

that presented at grade 3. 
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Private Returns to Education in Malaysia 

Introduction 

 The Malaysian government has been the primary financier of education in Malaysia. It 

has allocated a substantial amount of its resources to the education sector. Previous studies 

conducted in Malaysia indicate that rates of return to education are high at the secondary, upper 

secondary and university levels (Chung, 2003). However, World Bank statistics indicate that the 

Malaysian gross enrollment rates for secondary and tertiary education are still at 68 and 32 

percent, respectively, in 2007 which are far behind developed nations’ rates.  

 

Additionally, studies show that rates of return to education for women in Malaysia are 

generally higher than rates of return for men (Chung, 2003; Psacharopoulos & Patrinos, 2004). 

However, it is important to understand that most of the women in developing nations are not 

involved in waged-work. In fact, the percentage of women who are involved in labor force 

participation in Malaysia is only 47.3 percent (MWFC, 2007). The majority of women are 

working at home, indicating higher implicit value placed on housework. Thus, adjustment needs 

to be made to the rates of return to education to take into consideration the non-randomness of 

the sample. Prior studies on rates of return to education have not addressed selectivity bias 

adjustment. Thus, in this study, the selectivity-bias adjustments help to provide precise estimates 

on rates of return to education, in light of which the Malaysian government, international 

agencies, and households make fully informed decisions about educational investments. 

This research will address the following questions: What are the private returns to education for 

male and female labor force in Malaysia?    

 

 



Theoretical Framework 

Human Capital Theory  

Human capital theory holds that schooling directly increases individual productivity 

(Mincer, 1974; Becker, 1975).  In other words, according to human capital theory, investment in 

education is not simply for the purpose of consumption; it is investment in an individual’s human 

capital (Schultz, 1961). Education is therefore an investment that changes a person’s future 

income potential, because variations in labor income arise, in part due to differences in labor 

quality that result from the amount of human capital acquired by the workers (Cohn & Geske, 

1990).  

  

Human capital analysis starts with the assumption that a rational investor (either a student 

or his/her family) will weigh the costs and benefits of education and will invest in additional 

schooling when the private benefits are greater than private costs. The private benefits of 

investing in another year of education are the gains in earnings (after taxes) for the rest of a 

person’s working life (Psacharopoulos, 1995; Levin & McEwan, 2001; Jimenez & Patrinos, 

2008).The private costs include any fees or direct costs that the individual pays plus the 

opportunity costs in terms of forgone earnings. These values occur over time and therefore must 

be discounted to be comparable (Tsang, 1994; Psacharopoulos, 1995; Jimenez & Patrinos, 2008). 

Because resources are scarce, most households have to prioritize the allocation of resources to 

those investments that yield the highest returns (Cohn & Geske, 1990). 

 

 

 



 

Data and Methodology 

The 2007 Malaysian Household Income Survey (HIS) was conducted by the Malaysian 

Economic Planning Unit (EPU).The 2007 HIS collected data from 38,083 households composed 

of 68,221 individuals between ages 0 and 99. The HIS is a nationally representative data set and 

one of the most comprehensive measures of an individual’s earnings in Malaysia, making it an 

ideal data source for this research.   

 

The empirical analyses in this study use a human capital earnings function to estimate the 

private rate of return to education in Malaysia. The Mincer-type earnings function has been 

widely used in the literature (Mincer, 1974).  

 

ln Wi= α +β1Si+λ1Expi+λ2Expi
2+ γXi +  ε1 

 

In this equation, ln Wi is log earnings, Si is years of schooling, Expi is the potential 

experience of individuali, Xi is set of other variables assumed to affect earnings and ε1 is an error 

term.. Due to the absence of complete data on experience, Mincer (1974) proposed the 

alternative of “potential experience,” i.e. the number of years individual A could have worked 

after completing schooling. Assuming that a child starts schooling at 7 years of age and begins 

working immediately after Si years of schooling, Expi is equal to A–S–7 (Age – Years of 

schooling – 7). In this semi-log specification, the coefficient for years of schooling (β) can be 

interpreted as the average private rate of return to one additional year of schooling, regardless of 



the educational level to which this year of schooling refers. Dummy variables are included for 

each educational level to calculate RORE by level. 

 

In most applied work, the two- stage Heckman procedure (Heckman, 1979) is used to 

correct for the bias that results from using nonrandom samples. The first stage of the procedure is 

to estimate the waged-work participation probit from which a sample selectivity correction term, 

lambda, is computed. Then, the earnings function is estimated with the selection correction term 

included in the list of regressors as an extra variable. In my analysis, the Heckman estimation of 

wage regression for a female sample is obtained using two identifying variables: marital status 

and unearned income (such as rent, transfers, royalties, interest received, etc). Marital status and 

unearned income are used as excluded identifying variables since both being married and having 

high levels of unearned income reduce the probability of female participation in waged work. 

 

Results 

Overall, these findings suggest that average returns to education are lower at the primary 

and lower secondary education levels. In other words, completion of primary and lower 

secondary schooling does not result in higher returns to education in the market. This may be 

because the current job market demands a more educated workforce and thus, it is important to 

pursue education until the secondary level – and further to the university level – in order to 

capture higher returns to education.  Thus, it is important for individuals to invest in education 

until higher levels in order to reap higher returns from their investment in education. In this case, 

policy makers should subsidize the education of those who are in need so that these children can 

have the same opportunities to pursue education. 
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Equity is one of the most important goals in the mathematical education, many 

studies pointed out that the students of minority were disadvantage on mathematics 

learning, and  researchers argued  teachers need  to  integrated students’ culture  into 

mathematics  teaching  for  improving  their  learning  performance.  Therefore,  case 

study was  used  as methodology  to  explore  the mathematical  problems  types  and 

implemented way when an aboriginal teacher tried to  integrate Paiwan culture  into 

her  mathematics  teaching.  Meanwhile,  we  also  to  explore  the  feasibility  of 

integrating  culture  into  mathematics  instruction  by  this  study  conducting,  and 

provided more  learning  opportunities  for minority  students  on  their mathematic 

learning. 

Teaching observation, video  recording and  interview were  the main  source of 

data  collected  that  conducted  in  2010  school  year.  Totally,  there were  31  lessons 

were  videoed. Mathematical  problems  were  as  unit  to  be  analyzed  its  type  and 

implemented  way  for  understanding  the  teaching  practice  of  the  teacher 

implemented culture‐integrated mathematics teaching. According the analytic results 

from  176  problems  that  used  by  the  teacher, we  found  the  type  of mathematical 

problem  could  be  distinguished  into  two  different  types:  cultural  context  problem 

and  non‐cultural  context  problem.  There  were  37%  (64/176)  of  all  mathematical 

problems were classified as cultural context problems, 63% (112/176) were belonged 

as non‐cultural. When  the  teacher  implemented  the cultural problem, she adopted 

small group discussion to implement them, but asked students to solve problem with 

individual in non‐culture mathematical problem. 

On  the  problem  implementation,  the  teacher  presented  a  stable model  and 

procedures.  First  of  all,  she  described  the  problem  and  explained  its meaning  for 

students.  Second,  she  usually  showed  the method  and  procedure  about  problem 

solving.  Third,  students would  be  asked  to  solve  the problem with  small  group or 

individual. Finally,  she would demonstrate how  to  solve  the problem  step by  step. 

During  her  demonstration  on  problem  solving,  she  always  liked  to  interact  with 



students  in  dialogic  way.  On  all  mathematical  problems  she  implemented,  76% 

(133/176) of problems were  interacted with close ended dialogue, 20% of problems 

with  open  ended  dialogue. Other  2%  of  problems were  solved  by  teacher,  2%  of 

problem by students, there were not any interaction during their solving. In the close 

ended dialogue, the questions the teacher asked usually had a simple and fix answer 

(example: How many days in a week?), students did not need to think seriously to get 

the  answer.  In  the  open  ended  dialogue,  the  teacher  usually  asked  students  to 

explain the meaning of mathematical sentences they wrote or explained about their 

thinking processes. 

Cummins  (2001)  declared  that  the mathematics  teaching  for  the  student  of 

minority teachers should empower to the students, provide more open  interaction. 

This kind of mathematics teaching would make students have more opportunities to 

participate,  think,  explore,  discuss  and  share  their  ideas  about  problem  solving 

through cooperative  learning. According  the argument  from Cummins  to check  the 

teacher’s teaching, we discovered that the cultural‐integrated mathematics teaching 

of she implemented was not match the theoretical perspective. Because the teacher 

implemented  almost  80% of mathematical problems with  close  ended  interaction. 

She used highly guided way to show the solving processes and method for students, 

even  though  the  problem  was  implemented  in  small  group  discussion.  In  this 

situation, students had  little chance  to participate actively and  thinking  the solving 

method.  Therefore,  the  teacher  only  integrated  Paiwan  cultural  elements  and 

ingredients  into the problem context, but she  implemented the problems  in a more 

traditional way. Actually, she did not empower to her students on their mathematics 

learning. 

Finally, we found the teacher had three different ways to  integrate culture  into 

her mathematics teaching. One of them was using a whole story to contain all of the 

problems  in  one  mathematical  chapter.  All  of  the  mathematical  problems  were 

involved  in a  serial of story events. Another way was designed a cultural  topic  (Ex: 

special  ceremony)  into  a  chapter.  Every  problem  would  be  assigned  a  cultural 

situation, and  there was direct  connection among different  situations. Third,  some 

culture materials like sculpture were integrated into the problem context. The key of 

the  decision making  on  the  integrated way was whether  the  teacher  could  find  a 

whole story to contain all problems  in one chapter.  If she could, she would use the 

first way  to design and  implement her mathematics  teaching.  If she could not, she 

would use the second or third way to integrate cultural elements into her teaching. 

 

Keywords: aboriginal students, cultural integration, mathematical problem, 

mathematics teaching 
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ABSTRACT 

A Shift in Musical Identity: Challenging Student Learning in Music Education 
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This paper investigates the shift of musical identity for undergraduate music education 

students after a fieldwork experience in Bali, Indonesia. It reports on research objectives: 

the students’ formation and perception of non-western music education and how this 

affects their own musical identity after a period of study of Balinese music and dance in 

Bali. Student responses position cultural difference as a site of personal development and 

self-realisation as the students’ report a movement from familiar territory in many facets 

of their lives - musical, pedagogical, social, and cultural. The research is multi-faceted in 

its application of challenging learning styles in music education and investigating the 

ideology of cultural diversity in music education. It analyses the role of learning styles, 

musical skills and social cognition as a factor in the development of musical identity. As 

students move from their current identities as music students towards emergent identities 

as music educators with a better understanding of cultural diversity they reported a 

greater affinity with diverse music learning and teaching. 

 

Researchers in this project used the following research methodology: observation of the 

students during their Balinese music and dance lessons; the taking of field notes on their 

reactions and comments before, during and after the formal teaching and the filming of 

the learning. Students were interviewed on their return to Australia and were asked to 

reflect on their reactions to learning Balinese music and dance to gauge how they saw the 

experience as influential in the development of their own musical identity. The filmed 

material made by students during the fieldwork was analysed by researchers and students 

for its potential to show students' emerging diversity as music educators. The discussion 



reported in this paper is that students' voices have the potential to influence future music 

learning and teaching as students considered the concept of their undergraduate training 

as a period of a diverse musical identity formation. 
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The Kafkaesque in Browne and Tan 

 This paper traces allusions to the work of Franz Kafka in two children's picture books: 

Anthony Browne's Changes and Shaun Tan's The Lost Thing. These are both direct allusions and 

those that belong to the rather contested category of the "Kafkaesque": a term which means 

having to do, as the Concise Oxford English Dictionary suggests, with Kafka or "his nightmarish 

fictional world" (Concise OED).   

 Children's literature has never been averse to nightmare: consider the folktales that result 

in being rolled naked inside a nail-studded cask (Grimm "The Goose Girl" 25) or unknowingly 

eating your own son (Grimm "The Almond Tree" 89). Of course, folktales have been largely the 

province of adults for most of their history (Zipes 2), though children embrace them, nightmare 

and all. David L. Russell argues for folktale violence as a means for children to let off steam 

(200); indeed, kids generally prefer versions of tales that offer violent ends to evil-doers (201), as 

children have "a desire to see evil punished and eradicated from the world…" (201). I mention 

folktales here because Patrick Bridgwater notes that Kafka grew up on them and in fact 

structures his texts like such tales: "events in Kafka's work have something of the force of the 

bewildering signs and challenges issuing from the threatening 'otherworld' of legend" (88). The 

"burden" a Kafka protagonist bears—"of guilt or self-knowledge; the feeling of 

worthlessness…"—is like a fairytale curse (88) that benights the hero in his struggle to attain a 

goal (88). However, where folktales "Rarely…end unhappily" (Zipes 4), Kafka's texts never end 

happily. Joseph K., the protagonist of The Trial, is executed at the end of the novel, still 

mystified by the nature of his crime. Gregor Samsa, who turns into a big cockroach at the 

beginning of "The Metamorphosis," expires of neglect.  The fairytale goal, in Kafka, is never 

achieved:"The folk fairytale depicts an ordered world, Kafka a disordered one. He uses the style, 



structure and motifs of the folk fairytale to deny the positive aspect or ultimate meaning of the 

genre" (89). Bridgwater sees Kafka's novels as "fairytales without the fairytale resolution" (89). 

 Nightmare, then, may not be uncommon in children's literature, but the Kafkaesque, the 

failure to resolve the nightmare, is. Just as nightmares are idiosyncratic events, so, as Christine 

Kiebuzinska points out, is the Kafkaesque. Kiebuzinska notes that Kafka and his works are used 

by literary critics and artists to their own ideological ends (261): for one thing, "…Kafka is often 

appropriated to make individual experience seem more exaggerated and complex" (261). Others 

see ideological commentary in Kafka: Kiebuzinska suggests that "Among the characteristics 

assigned to the Kafkaesque are shifts towards a progressive concentration of power, the 

bureaucratization of social activity that turns all institutions into boundless labyrinths, and the 

depersonalization of the individual" (266). Both the personal and the political Kafka can be 

found in Browne’s and Tan’s texts. 

 Kiebuzinska disparages the use of Kafka to intensify personal experience with a light-

hearted anecdote about her own burial alive under volumes of Kafka criticism (26); Anthony 

Browne's picturebook Changes, however, alludes to Kafka's works "Metamorphosis" and The 

Trial in order to shed light on a complex personal experience that children may feel intensely but 

which may not be recognized by adults as the complex and possibly anguished phenomenon it 

may be: the birth of a sibling. Indeed, the "changes" of book's title are as momentous and far-

reaching as Gregor Samsa's transformation into an insect: young Joseph Kaye wakes up one 

morning meditating on his father's ominous suggestion as he leaves to retrieve Joseph's mother 

"that things were going to change" and soon witnesses the toaster turn into a cat, a slipper sprout 

a black wing, and the bathroom sink develop a face and a man's trousered leg: the slipper, now 

fully transformed into a jackdaw or a crow, flies past the vanity mirror. "Kafka" means 



"jackdaw" or “crow” in Czech (Koelb 21); Kafka's own father used the bird as a business logo 

(Koelb 128). The book's title and Kafka's own family emblem indicate clearly that we are in the 

realm of the Kafkaesque in this text.  The disturbing metamorphoses—couch into alligator, 

armchair into gorilla, the toaster cat into snake, bicycle tire into apple, among other frightening 

transformations—drive Joseph into his room, where he shuts the door, turns out the light, and 

waits for his parents to return. The boy's response suggests that such an event can turn an older 

child's world topsy turvy. Indeed, Joseph Kaye's name recalls that of Kafka protagonist Joseph 

K. of The Trial, the man who also receives news of a life-changing sort one morning—news that 

he has been accused of a crime whose nature is never revealed throughout the novel, but for 

which he is eventually executed.  The birth of a sibling may well be an incomprehensible trial for 

an older child; the fact that Joseph is not brought to the hospital to pick up mother and baby but 

left to brood anxiously at home suggests that he's been left out of the event and, certainly, ill- or 

under-informed about the birth. However, he knows something about what's going to happen; 

among the book's images are scenes of parenthood, including a painting of a madonna and Christ 

child, a television sequence of bird's nest with eggs followed by a young bird plucking 

nourishment from its parent's mouth, a clothespin that changes into a birthday candle, and a stork 

that hatches from a former soccer ball. The apple and serpent suggest the preliminaries to 

parenthood. The cycle of birth wends towards death, too: socks on the clothesline mutate into a 

skull, and predators lurk—cat stalks crow, alligator menaces snake before itself turning into a 

banana and, thereby, food for the gorilla: we see the spent peel later hanging on the clothesline 

beside the skull. This circuit of images and impressions panicks Joseph, prompting his retreat to 

the safety of his room: the room has been pictured earlier in the book as a replica of van Gogh's 

painting of his bedroom in Arles. Van Gogh wrote to his brother Theo that he meant the painting 



to be a peaceful scene, “suggestive here of rest or of sleep in general. In short, looking at the 

painting should rest the mind, or rather, the imagination (van Gogh; emphasis in original). 

Joseph seeks sanctuary—and perhaps, a rest for his imagination. However, the ominous black 

doorway behind which the boy shelters brings to mind Kafkan doorways like the one in "Before 

the Law," whose doorkeeper stymies "a man from the country" (197) until the poor peasant, 

having sacrificed his life and worldly goods trying to gain admittance, dies on the threshold 

(198). The Law remains a mystery in Kafka, but illumination arrives for Joseph: "When the door 

opened, light came in and Joseph saw his father, his mother, and a baby."  

Nonetheless, it is not at all clear that the arrival of a lovely baby girl ends Joseph Kaye's 

troubles in Changes.  One of the book's metamorphoses involves a family photograph of Joseph 

and his parents that alters in the course of the narrative to show the father holding a pink pig. The 

pink-swaddled baby Joseph himself holds in the text's closing scene, flanked by his parents on 

the couch, reprises the altered photograph. The baby's arrival  seems akin to daylight's dispelling 

of a nightmare; she may, on the other hand, turn out to be as bestial a presence as her 

photographic avatar predicts, and Joseph's problems will, perhaps, remain legion.  

 The nightmare has, perhaps, been resolved, but perhaps not. Similarly, Shaun Tan 

suggests of his book The Lost Thing that while the thing—a "hybrid" creature (Dudek “Desiring” 

61) that looks like a combination of red tea kettle and giant crab (see Tan "Picture Books")—

finds "what appears to be an appropriate home" at the end of the book, "no particular conclusion 

is put forward" (Tan "Picture Books"). Despite urging readers to find their own meanings in the 

text, Tan has some rather pointed advice about the book: "It could be read as a critique of 

economic rationalism, for instance, or the transition from childhood to adulthood; about the 

value of whimsy, our obsession with categories and bureaucracy, about alienation, 



claustrophobia, altruism, disability, entropy and the possibility of joy in places where this has 

been extinguished" (Tan “Picture Books”). This list teeters with something of the  burden carried 

by the term "Kafkaesque"; certainly alienation and bureaucracy are familiar from Kiebuzinska's 

definition of the Kafkaesque as turning "institutions into boundless labyrinths" and depicting "the 

depersonalization of the individual" (266). Labyrinthine is, indeed, the world in which the lost 

thing, ahem, finds itself; the landscape is, as Tan puts it succinctly, "a treeless industrial 

metropolis full of excessive plumbing, mysterious and dehumanising architecture, green skies 

and cheerless citizens" (Tan “Picture Books”). The skies are indeed green with pollution; rust 

smears many of the buildings. The plumbing is indeed "excessive": ducts protrude from nearly 

every surface. The thing--and the boy who notices it--need the heroic help of the renegade 

plumber of Terry Gilliam's movie Brazil to circumvent the tubery and an accompanying 

bureaucracy which includes federal departments like "Odds & Ends" ("sweepus underam 

carpetae" is the motto) and Information ("ignorare regulatum"). However, instead of a rogue 

plumber we have a lifeguard atop an impossibly high ladder—made, apppropriately, from rust-

coloured ducts—overlooking a beach where the young narrator first sees the "thing"; the guard is 

remote indeed from his ant-sized charges and unlikely, given his distance from them, to offer any 

real assistance. He certainly ignores the narrator, who is "baffled" and concerned for the large red 

creature sitting alone and ignored—despite its anomalous size, proportions, and colour--on the 

beach. "Too busy doing beach stuff, I guess," the boy speculates of the people who fail to notice 

the thing. The young narrator investigates the thing on the beach, but "It just sat there, looking 

out of place" until the boy addresses it: "It was quite friendly…, once I started talking to it." Such 

address is also how the book opens, when the young narrator directly engages the reader's 

attention: "So you want to hear a story?" he asks, on the first page of the book. The reader is put 



in the position of lost thing, similarly interpellated by the protagonist. Indeed, Tan explains that 

the book is on one level "about reading itself." Those who can only recognize the familiar, 

suggest Tan, will not be able to see the unfamiliar: "alternatives [are] invisible, and anything 

unfamiliar is dismissed as foreign, useless and unwelcome" (Tan “Picture Books”). Thus, Tan 

continues, "The lost thing resists classification and passive recognition, to the extent that it 

moves through the city unnoticed, unable to be ‘read’ by those with 'more important things to 

do'" (Tan “Picture Books”).  Indeed, when the boy brings the creature home for want of 

anywhere else to put it, his parents don't "really notice" the monstrous creature that fills half the 

house: "Too busy discussing current events, I guess." When the boy finally points out the 

presence of the thing, his parents answer in clichés: "'It's feet are filthy!'" (it has no feet, and 

they're not); "'It could have all kinds of strange diseases….'" The boy explains that the creature is 

lost, but his parents themselves have lost interest and are "already…talking about something 

else." The parents lack not only the perceptive skills to be able to discern the creature, but 

language with which to talk about the thing. Certainly the designation "thing" doesn't do this 

animated creature justice; the word "thing" itself is a temporary label where no label can be 

found. Not simply reading, but language itself has failed this society. 

The boy eventually tries to return the thing to the department of Odds & Ends, housed in 

a "tall grey building with no windows"—a place fittingly bedecked with rust and steaming ducts. 

A receptionist gives the boy a stack of forms nearly as tall as himself. Paper certainly signifies in 

Kafka's work. Marjanne E. Goozé notes that paper means power in The Castle: "The possession 

of mountains of papers" gives "importance" to  the "minor officials" who guard entry to the 

castle bureaucracy (340). Paper poses legal obfuscation in The Trial; when the accused K. waves 

his identification papers at the arresting policemen, one protests that "We are humble 



subordinates who can scarcely find our way through a legal document…" (6). They aren't the 

only ones: K.'s fellow-accused Block recounts the futility of the "'various petitions'" (193) 

involved in his case: the documents are "’very learned’" but quite useless, "Crammed with 

Latin…., and then whole pages of general appeals to the Court, then flattering references to 

particular officials, …then self-praise of the lawyer himself,…at`any rate,…I couldn't see that 

my case was making any progress'" (194). Block, though he doubts his ability to fully understand 

the document, grasps its nature as obfuscation very well. Similarly,  K., entering the deserted 

Court one Sunday, finds only pornography on the tables: a crude drawing and a novel called 

“How Grete Was Plagued by Her Husband Hans” (56). "'These are the law books that are studied 

here,' said K. 'These are the men who are supposed to sit in judgment on me'" (56). 

Speech, interpellation, again intervenes, short-circuiting bureaucracy in Tan’s book. "'If 

you really care about that thing, you shouldn't leave it here,' said a tiny voice. 'This is a place for 

forgetting, leaving behind, smoothing over. Here, take this.'" The voice belongs to a custodian 

with mop and bucket, a creature with tentacle hands, a duct-like tail, and a cassette recorder 

lodged in its back. The janitor is another organic machine or machined organism, a hybrid 

sibling to the lost thing. "This" is a card with an arrow on it. Boy and thing leave the big building 

in search of the arrow sign pictured on the card. "It wasn't an easy job," of course, as signs and 

arrows abound in this over-semioticized world. Reading again comes to the fore; the book's 

readers are as likely as the narrator and thing to be lost in the plethora of text Tan offers. Pages 

from Tan's "Dad's old engineering+physics textbooks" comprise much of the background to the 

illustrations; these pages are replete with their own diagrams and illustrations and with arcane 

engineering terminology. What stands out are anomalies, bits cut and dissociated from their 

original context in the textbook, or cuttings from other texts (newspaper clippings or other 



typewritten words)—much as the thing stood out to the protagonist because of its difference. For 

example, a routine technical phrase like "Normal and Other Distributions" becomes suggestive—

hence, readable—when matched with a picture of relentlessly identical suburban houses, one of 

which is topped by the trio of thing, narrator and narrator's friend, Pete, all perched on the roof. 

The boys and their thing clearly offer alternatives—"other distributions”—to suburb sameness. 

Moreover, a snippet of text--"A Matter of Opinion"-- is glued inconspicuously at the bottom of 

the page's dialogue, suggesting that normalcy is, indeed, a matter of opinion, that alternative 

"distributions," configurations, hybridities are also possible and that we may have to look in out-

of-the-way places—the bottom margins of a page, for instance-- to find such answers.   

Fittingly, boy and thing find the counterpart of the card's sign in a very out-of-the-way 

locale, "a dark little gap off some anonymous little street. The sort of place you'd never know 

existed unless you were actually looking for it." The dark little gap opens on to a "Utopia"—the 

word appears as graffiti on a wall—of blue skies and translucent moon, fed by clean snowmelt 

and populated with numerous hybrid creatures.  As Tan comments, "This can be read as the 

world of imagination and open-ended meaning..." ("Picture Books"). There is a disturbing echo 

of Giorgio de Chirico's Mystery and Melancholy of a Street in the combination of play and 

archways in the picture, but Tan's illustration lacks the menace of solitude and shadow present in 

de Chirico's painting; indeed, "the lost thing made an approving sort of noise," and narrator and 

boy separate. "Admit One," aptly states a ticket stub glued over the engineering text near the 

bottom of the page. 

"Well, that's it. That's the story," explains the narrator. He gestures towards readers from 

inside a tram, placing us outside the streetcar, somewhere on the street: in the position, indeed, of 

a bewildered creature—part chicken, part angler fish, replete with wheels—the boy spies in the 



text's next opening, a view of the street from the narrator's perspective within the tram. "I still 

think about that lost thing from time to time. Especially when I see something out of the corner 

of my eye that doesn't quite fit." Readers, by virtue of our positioning in receipt of the boy's 

gesture, are graciously invited to join the ranks of creatures who don't fit and who thus will be at 

home in the "world of imagination and open-ended meaning" the lost thing ends up in. This is 

not simply an invitation but perhaps a throwing of the torch from failing hands--an instruction to 

remain open-ended and open-minded, to keep reading. The narrator, as he hurtles homeward, 

presumably, towards "Greater Suburbia" (his address is on a postcard on the book's back cover), 

notes that he is losing his reading acumen, his perceptive powers. ""I see that sort of thing less 

and less these days though," he suggests. The pictured tram becomes accordingly smaller as the 

boy discusses his diminishing interest in lost things and languishing powers to perceive them: 

"Maybe there aren't many lost things around anymore." The illuminated tram shrinks into place 

beside other trams in a grid of rectangles. "Or maybe I've just stopped noticing them." The tram 

becomes, finally, an unrecognizable yellow rectangle among many others—reminiscent in shape 

of a rectanglar name tag the boy's father wears on his work shirt. Indeed, the narrator's last words 

point, ominously, to the boy's immersion into his parents' suburban world: "Too busy doing other 

stuff, I guess." This statement echoes the failures of both the beachgoers and his parents to notice 

the lost thing. Indeed, Dudek suggests that the book “is the child narrator’s recollection of a time 

when he could still see and identify difference and not reject someone on the basis of this 

difference” (Dudek “Dogboys” 13). 

It is up to readers to notice things. As Debra Dudek indicates, "Only the reader is 

positioned as watcher" (“Desiring” 62).The streetcar the boy rides home bears the placard "The 

Road Ahead is PAVED IN GOLD," an echo of the misconceptions of early immigrants to 



western nations about their prospective homeland. (Indeed, Dudek connects the lost thing’s 

initial position on the beach to that of migrants arriving via ocean to Australia [“Dogboys” 

12]).The road ahead here is suburbia, a place, like the department of Odds & Ends, "for 

forgetting, leaving behind, smoothing over." The illuminated tram car and its steadily 

diminishing fellows organize themselves in a pattern of rectangles that resembles gold bricks: 

paving here is really paving "over," losing sensitivity to difference and notice of the "other" in 

favour of conformity and ignorance: an immigrant's nightmare, surely, wherein the promised 

land doesn't promise to honour culture differences. (Dudek notes the rectangularly shaped 

beachgoers—again, in that initial beach scene in which the thing appears—describe a conformity 

that the bulging thing does not match [“Dogboys” 12]). However, the numeral five—"5"—

enclosed in a circle and pasted on to the textbook collage above the boy's final speculation that 

he's "Too busy" to pay attention to lost things suggests there's gold—and promise—in reading. 

The numeral, washed in the gold of yellowing newsprint, recalls Charles Demuth's painting The 

Figure 5 in Gold, which nods, in turn, to William Carlos Williams's poem "The Great Figure" 

(see above): 

Among the rain 

and lights 

I saw the figure 5 

in gold 

on a red 

firetruck 

moving 



with weight and urgency 

tense 

unheeded 

to gong clangs 

siren howls 

and wheels rumbling 

through the dark city.  (Williams 291) 

 

Henry M. Sayre suggests the poem poses the "clarity of its vision" against the "confusing" 

background of alarm and darkness (Sayre). Reading, suggests, Tan, demands such clarity. As 

Dudek notes, "the most transgressive act that is being advocated within the pages of the text is 

also the act in which readers themselves are urged to participate: the very act of transgressive 

reading, of reading outside the narrative, of reading beyond reading" (62). Appropriately, the 

book's last page offers a clear view of the custodian, gently illumined in a dark, cavernous space 

without discernable walls or ceiling, quietly mopping but not, certainly, as Dudek notes, 

"'forgetting, leaving behind, or smoothing over'" (65). Indeed, Dudek notes that the tape reels 

protruding from its body connect the janitor "to memory"; its creaturely body links it to the 

utopian space where the lost thing finds refuge. The custodian, as "guide," is a "transgressive 

agent for change" (64). 

 K., the protagonist of Kafka's The Castle, never breaches the complex of the elusive 

"Count West-West." Though he attempts to enter the mysterious, castle-dominated world of the 

village below the battlements by seeking employment as a Land Surveyor and by pursuing his 

prospects with the mistress of a castle bureaucrat—"…I'm going to marry her and become a 



member of the community…'" (199)—he remains a lost thing. Indeed, Kenneth Burke suggests 

K.'s situation resembles that of Jews during the rise of Nazism in Europe (234): "The Jew in 

liberal, pre-Hitlerite Austria was never quite blackballed, never quite admitted. Where much 

liberalism prevailed even while the movement twoards Nazism was taking form, the Jew's social 

status was unsettled" (234). The Castle remains an obscure and impenetrable monolith to the 

newcomer K., difficult even to accurately perceive: "The Castle, whose contours were already 

beginning to dissolve, lay silent as ever; never yet had K. seen there the slightest sign of life—

perhaps it was quite impossible to recognise anything at that distance, and yet the eye demanded 

it and could not endure that stillness" (100). There is no clarity of vision for K.: "the longer he 

looked, the less he could make out and the deeper everything was lost in the twilight" (101). 

 Though the narrator of Tan's text disappears into the twilight of suburbia,  the custodian's 

endurance sounds an optimistic, un-Kafkaesque note. However, the presence of an agent for 

change means change is needed. Similarly, the wee pig that appears in the photo of Joseph 

Kaye’s family indicates that changes—unpredictable ones—are still forthcoming in the young 

protagonist’s life. Uncertainty, disorder, and even nightmare have their place in children’s 

literature. 
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6. Abstract 

It seems that second or foreign language learners frequently face the 

problem of speech fluency and language teachers try to raise not only the 

accuracy of their students’ L2 speech but also the fluency.  Previous studies 

show that some phonetic aspects are highly influenced on the fluency rating.  

Fillmore (1979) revealed that the ability to talk with minimum pauses and/or to 

talk without filled pauses exert a great impact on judgments of the fluency. 

In Hirai & Ikuma (2011), in order to examine the comprehension and 

articulation of the prosodic and phonetic features of English sentences by EFL 

learners, Japanese EFL learners and native speakers of English produced a variety 

of sentences.  In comparison with the native speakers’ articulations, we found 

that some of the prosodic features of the Japanese might lead to foreign 

accentedness or non-fluency.  Japanese students took much longer time to 

articulate English sentences and did so in a narrower pitch range than the native 

speakers. The speed is one of the measurements in fluency (e.g. Kormos, 2006; 

Riggenbach, 2000, etc.) and this might lead to foreign accents or non-fluency.  

In this study, we investigate what are major components which influence 

the fluency rating. We asked two teachers who teach English at universities to 



Hawaii International Conference on Education 2012 Proceedings: Yuko IKUMA & Ai HIRAI 

~ 2 ~ 
 

evaluate the articulations by Japanese EFL learners. These teachers are asked to 

judge the fluency in three aspects; 1) pronunciation 2) intonation and stress and 

3) overall fluency. 

We found it seemed to be easy to reach a consensus over pronunciation 

evaluation between two raters while the other aspects (2; intonation and stress, 

and 3; overall fluency) were larger gaps in scores. That is, there is left little room 

for personal preference on the judgment of the individual sound than that of the 

supra-segmental factors. Rater B tended to place more importance on the 

intelligibility than Rater A. Rater B marked higher scores when learners tried to 

enhance their speech performance by inserting the pause by every word, however, 

such effort ended in failure for Rater A; those got lower marks especially in terms 

of “intonation and stress” and “overall fluency.” Rater B also considered the 

importance of the pronunciation accuracy at the same time, and the scores on 

“pronunciation” had a correlation with that on “overall fluency.” On the other 

hand, Rater A tended to put high value on the naturalness as a spontaneous speech. 

In terms of the frequency of pauses and the position and duration of each pause, 

the utterances got rather low marks when it included pauses inserted by every 

word because they were considered “halting” speeches. However, the utterances 

got relatively high marks when it contained a pause at the early part of the 

sentence and the rest of the sentence was pronounced in one breath. It might be 

because the pause at the beginning was considered some hesitation due to retrieve 

or search what to say during speaking, and such phenomena are often observed in 

natural speech. 

These results derived through speech rating suggest that we should take 

into account the teachers’ attitudes toward the naturalness of speech, teaching 

pronunciation, learners’ speech and so on especially on the evaluation for the 

sentence intonation and stress, furthermore, the overall fluency. In addition to 

certain temporal phenomena presented in Kormos (2006), there are various 

factors that influence the fluency impression, that is, the frequency of pauses and 

the position and duration of each pause; some teacher might accept a slight pause 

as seen in natural speech hesitation whereas other teacher might assess such 

utterance as low. For applications for teaching field, rating criteria requires much 

closer investigation, and further research will be needed on the relation among 

pronunciation accuracy and supra-segmental fluency. 

Keywords: evaluation of speech, fluency, intonation and stress, pronunciation, 

articulation by EFL learners 
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1. Introduction 

 

It seems that second or foreign language learners frequently face the problem of 

speech fluency and language teachers try to raise not only the accuracy of their students’ 

L2 speech but also the fluency.  Previous studies show that some phonetic aspects are 

highly influenced on the fluency rating.  Fillmore (1979) revealed that the ability to 

talk with minimum pauses and/or to talk without filled pauses exert a great impact on 

judgments of the fluency. 

In Hirai & Ikuma (2011), in order to examine the comprehension and articulation 

of the prosodic and phonetic features of English sentences by EFL learners, Japanese 

EFL learners and native speakers of English produced a variety of sentences.  In 

comparison with the native speakers’ articulations, we found that some of the prosodic 

features of the Japanese might lead to foreign accentedness or non-fluency.  Japanese 

students took much longer time to articulate English sentences and did so in a narrower 

pitch range than the native speakers. The speed is one of the measurements in fluency 

(e.g. Kormos, 2006; Riggenbach, 2000, etc.) and this might lead to foreign accents or 

non-fluency. 

     Kormos (2006) proposed ten variables which influences on fluency; speech rate 

(syllables per a minute), articulation rate, phonation-time ratio (percentage ratio), mean 

length of runs (number of syllables), silent pauses per minute (number of silent pauses/ 

minute), mean length of pauses (seconds), filled pauses per minute (filled pauses/ 

minute), dysfluencies per minute (dysfluencies/minute), space (stressed words/minute), 

and pace (ration of stressed words/ total words). Our research question lies here; which 

components are more critical than others? 



Hawaii International Conference on Education 2012 Proceedings: Yuko IKUMA & Ai HIRAI 

~ 4 ~ 
 

 

 

2. Purpose of the Present Study and Research Questions 

 

The purpose of the current study is to examine what are major components which 

influence the fluency rating. We asked two teachers who teach English at universities to 

evaluate the articulations obtained in the former experiment (Hirai & Ikuma, 2011) by 

Japanese EFL learners. These teachers are asked to judge the fluency in three aspects; 1) 

pronunciation 2) intonation and stress and 3) overall fluency. 

 

 

3. Methods 

 

3-1. Materials 

The sentences recorded in Hirai & Ikuma (2011) were utilized for this experiment. 

Each sentence was made to be composed of almost equal number of the words, and 

even the number of the syllables as well. The overall average of the number constituting 

a sentence was 9.20 words (ranging from 7 to 12), and 12.0 syllables (ranging from 11 

to 15). Every sentence included in the analyses had two clauses; it was a complex 

sentence consisting of one subordinate clause and one main clause as seen in Table 1. 

For details, refer to Hirai & Ikuma (2011). 

 

Table 1 

Stimulus Conditions and Example Sentences 

 Conditions Examples 

(a) Subordinate + Main clause 

with an intransitive verb  

(early closure) 

Whenever his aunt sings, the songs are beautiful. 

(b) Subordinate + Main clause 

with a transitive verb 

(late closure) 

Whenever his aunt sings the songs, they are 

beautiful. 

(c) Main + Subordinate clause 

with an intransitive verb 

His aunt's songs are beautiful whenever she sings. 

(d) Main + Subordinate clause 

with a transitive verb 

His aunt's songs are beautiful whenever she sings 

them. 

* This is a part of the table shown in Hirai & Ikuma (2011). 
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3-2. Participants 

 

3-2-1. Recordings 

    The Japanese students were undergraduate students or graduate students majoring 

in various areas such as English education, educational psychology, cultural studies, and 

so on. All of them were attending a lecture offered as one of the teacher training course 

for English education. Each was asked to answer a questionnaire on foreign language 

learning experiences, proficiency on English language, experiences living abroad, and 

so on. 

 

3-2-2. Raters 

    Two Japanese EFL teachers were involved in this experiment as raters. Both 

teachers are native Japanese who speak English as a second language and teach at 

universities. Teacher A has a longer teaching experience and has also worked for the 

language schools and so on. Teacher B teaches not only at universities but also at high 

schools for her recent years. Both of them have finished their MAs in TESOL. 

 

 

3-3. Procedure 

 

We made four lists, and the order of total sentences randomized in each list. One 

student reads one of the four lists. Recordings were made in a quiet room individually, 

and utterances were digitized at 16-bit resolution and 44.1 kHz sampling frequency and 

acoustically analyzed using SUGI Speech Analyzer. 

Two Japanese EFL teachers individually evaluated the recordings in terms of three 

different aspects of fluency; 1) pronunciation 2) intonation and stress and 3) overall 

fluency.  They listened to these recordings at home with their computers repeatedly. 

The evaluation criteria was mostly replicated from the TOEIC Speaking and 

Writing Tests criteria, but altered in some details in order to suit our research needs. 

Criteria detailed are in Table 2. 
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Table 2 

Evaluation Criteria for Each Aspect 

PRONUNCIATION 

3 Pronunciation is highly intelligible, though the response may include minor 

lapses and/or other language influence. 

2 Pronunciation is generally intelligible, though it includes some lapses and/or 

other language influence. 

1 Pronunciation may be intelligible at times, but significant other language 

influence interferes with appropriate delivery of the text. 

INTONATION & STRESS 

3 Use of emphases, pauses, and rising and falling pitch is appropriate to the text. 

2 Use of emphases, pauses, and rising and falling pitch is generally appropriate to 

the text, though the response includes some lapses and/or moderate other 

language influence. 

1 Use of emphases, pauses, and rising and falling pitch is not appropriate, and the 

response includes significant other language influence. 

OVERALL FLUENCY 

3 Utterances are characterized by an evenness and flow hindered very 

occasionally. 

2 Although utterances are gaining an evenness, flow hindered occasionally. 

1 Utterances often halt. 

 

 

4. Results and Discussion 

 

The files in a full agreement on all of three aspects assessed by two teachers were 

11 out of 192 files. The single sound file was evaluated on a scale of 1 to 3, therefore the 

score varied from 3 (the lowest mark) to 9 (the highest mark). Out of 11 files, there was 

1 file that was score 3 (it earned 1 point on all of the three aspects), 6 files for score 5, 5 

files for score 6, 1 file for score 7, 2 files for score 8, and 5 files for score 9 (they earned 

full point on all of the three aspects). 

The same score assessed by both of teachers on Aspect 1, 2, and 3 were 125 

(64.1 %), 44 (22.6 %), 41 (21.0 %), respectively. On Aspect 1, the assessment for 

pronunciation, it revealed that the difference between two teachers was also small (See 

Table 3; left). There was no sound file that was scored the opposite evaluation between 

the two teachers. On the other hand, on Aspect 2 and 3 (Table 3; center and right), there 
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were 29 and 22 files respectively that earned the opposite judgment by teachers; one 

teacher scored 1 point whereas the other teacher scored full point. This was not tiny 

variation (15.1 % and 11.5 % respectively).  

It seemed to be highly reflected by teachers’ attitudes toward the naturalness of 

speech, teaching pronunciation, learners’ speech, and so on for the aspect on intonation 

and stress, furthermore, the overall fluency of utterance of English sentences. That is, 

there is left little room for personal preference on the judgment of the individual sound 

than that of the supra-segmental factors. 

 

Table 3 

Scores Evaluated by Teacher A and B for Aspect 1, 2, and 3 

Aspect 1: Pronunciation    Aspect 2: Intonation &    Aspect 3: Overall 

        Stress       Fluency 

 

 

For example, Rater B seemed to tend to place more importance on the 

intelligibility than Rater A. Rater B marked higher scores when learners tried to enhance 

their speech performance by inserting the pause by every word, however, such effort 

ended in failure for Rater A; those got lower marks especially in terms of “intonation 

and stress” and “overall fluency.” Rater B also considered the importance of the 

pronunciation accuracy at the same time, and the scores on “pronunciation” had a 

correlation with that on “overall fluency.” On the other hand, Rater A tended to put high 

value on the naturalness as a spontaneous speech. In terms of the frequency of pauses 

and the position and duration of each pause, the utterances got rather low marks when it 

included pauses inserted by every word. It would be because they were considered 

“halting” speeches for Rater A. However, on the contrary, the utterances got relatively 

high marks when it contained a pause at the early part of the sentence and the rest of the 

sentence was pronounced in one breath. It might be because the pause at the beginning 

was considered some hesitation due to retrieve or search what to say during speaking, 

and such phenomena are often observed in natural speech. 

    A 

B 
1 2 3 

1 2 40 0 

2 4 109 18 

3 0 5 14 

    A 

B 
1 2 3

1 12 82 29

2 4 26 32

3 0 1 6

    A 

B 
1 2 3 

1 5 16 21 

2 11 20 101 

3 1 1 16 
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     Next, in order to examine the feature that is assessed as plausible production, let 

us consider an example that earned full score on every aspect by both of evaluators.  

 

 

 

 

 

 

 

 

 

 

 

 

 

   Those  base-ball  ti- ckets  can be  fr-  ee         if   Ro- bert   buys. 

 

Figure 1. Speech waveform (top), wideband spectrogram (middle), and transcription 

(bottom). This sound file earned full score (Score 9). 

 

 

 

 

 

 

 

 

 

 

 

 

 

   His   a u n t  songs   are beautiful             whenever she s i n g s. 

 

Figure 2. Speech waveform (top), wideband spectrogram (middle), and transcription 

(bottom). This sound file earned the lowest score (Score 3). 
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Figure 1 shows one of the speech waveform, wideband spectrogram and 

transcription that got score 9 (the highest score) from both of the raters, and Figure 2 is 

the one scored 3 (the lowest score). 

     The sound of Figure 1 shows the smooth flow of the speech with accurate 

phonemic (high pronunciation accuracy), without any redundant pauses. 

     The sound of Figure 2, which is rated the lowest by both evaluators, includes 

frequent word-by-word pauses with the wrong pronunciation in articulating ‘beautiful’ 

and ‘she’. From these examples, it is presumed that the accurate pronunciation is a 

highly emphasized clue to the fluency of L2 speech. 

 

 

5. Conclusions and Pedagogical Implications 

 

In this study, to examine what are major components which influence the fluency 

rating, we asked two teachers who teach English at universities to evaluate the 

articulations uttered by Japanese EFL learners. 

The results derived through speech rating suggest that we should take into 

account the teachers’ attitudes toward the naturalness of speech, teaching pronunciation, 

learners’ speech and so on especially on the evaluation for the sentence intonation and 

stress, furthermore, the overall fluency. In addition to certain temporal phenomena 

presented in Kormos (2006), there are various factors that influence the fluency 

impression, that is, the frequency of pauses and the position and duration of each pause; 

some teacher might accept a slight pause as seen in natural speech hesitation whereas 

other teacher might assess such utterance as stammering speech.  

For applications for teaching field, rating criteria requires much closer 

investigation, and further research will be needed on the relation among pronunciation 

accuracy and supra-segmental fluency. 
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Abstract 
The purpose of this paper was to analyze the triangular awl illustrated by elementary 

school students in Taiwan, and to compute the distributions of students’ drawing results with 
Mitchelmore’s stages of representation of triangular awl. 

The participants were 1,423 elementary school students across grades 1 to 6, 708 males 
and 715 females. The numbers of students for each grade, from 1st to 6th, were 241, 242, 244, 
240, 225, and 231, respectively. 

The conclusions were drawn as follows. (a). Based on 1,423 elementary students’ 
drawings collected from this study, compared to the sample drawing given by Mitchelmore 
two decades ago, elementary school students in Taiwan seemed to have more representations 
of a triangular awl. (b). The overall percentage that the students were assigned to each stage 
of representation of a triangular awl, from Stage 1 to Stage 4, were 12.81% (Stage 1), 22.18% 
(Stage 2), 24.31% (Stage 3A), 12.19% (Stage 3B), and 26.52% (Stage 4) respectively. It 
seemed that most of students were assigned to Stage 4, followed by Stage 3A, and Stage 2. 
 
Keywords 
triangular awl, developmental stages, Mitchelmore, representation, concept, geometry 
 
1. INTRODUCTION 

Mathematics is a powerful tool for solving practical problems and a highly creative field 
of study. One of the reasons is that ideas can be expressed with symbols, charts, graphs, and 
diagrams. Symbols, graphs, and charts, as well as physical representations such as counters, 
fraction bars, and Cuisenaire rods are also powerful learning tools (Van de Walle, 2004). 
According to Kaput (1985), representations, in the broadest sense, is something that indicates 
something else, and so must essentially involve some kind of relationship between symbol 
and referent, although each may itself be a complex entity. Moving from one representation to 
another is an important way to add understanding to an idea. In addition, different 
representations of mathematics ideas could be transformed with each others (Van de Walle, 
2004). See Figure 1.
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As one of the focuses of the mathematics education, representation is one of five 
procedure standards in “Principles and Standards for School Mathematics” (NTCM, 2000). 
Representation refers to “the act of capturing a mathematical concept or relationship in some 
form and to form itself” (p. 67). Students should be able to “create and use representations to 
organize, record, and communicate mathematical ideas” (p. 67), “select, apply, and translate 
among mathematical representations to solve problems” (p. 69), and “use representations to 

model and interpret physical, social, and mathematical phenomena” (p. 70). It helps people to 
understand mathematical ideas, and to use these ideas. When students develop flexibility with 
a variety of representations for mathematical ideas, not only do they add to their own 
understanding, but also obtain skill in applying mathematical ideas to new areas and 
communicating ideas to others (Van de Walle, 2004). 

 
Representation has also been one of the research interests (Goldin, 1998, 2000, 2003; 

Goldin & Kaput, 1996; Lesh, Post, & Behr, 1987; Mitchelmore, 1973, 1974, 1975, 1978, 
1980, Monk, 2003; Wu & Chen, 2004; Wu, Ma, & Chen, 2006; Wu, Ma, & Li, 2007; Wu & 
Ma, 2008, 2009a, 2009b). Among these research studies, Mitchelmore (1978, 1980) 
investigated 80 Jamaican elementary and middle school children regarding their 3D 
representations. According to Mitchelmore, children’s representation of regular solid figures 
includes four stages: plane schematic, space schematic, prerealistic, and realistic stages. 
During the plane schematic, the child draws the solid figure as a single face, or by a general 
outline. In the space schematic stage, more than one orthoscopical faces are shown, or hidden 
faces are included. The drawings in the prerealistic stage attempt to represent the view from a 
single viewpoint and illustrate depth. During the last stages, parallel edges in spaces are 
represented by near-parallel lines. 

Mitchelmore’s set of development stages (Mitchelmore, 1978, 1980) has been the focus 
of researchers interested in students’ 3D drawings. However, this set of stages was developed 
based on Jamaican students’ responses more than 20 years ago. Since then, the environment 

Figure 1. Five different representations of mathematical ideas (Van De Walle, 2004, 
p. 30) 

Written 
symbols 

Manipulative 
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language 



 

 

has been changed dramatically, and students today have many different ways to acquire 
information. It would be interesting to conduct a new investigation on students’ drawings of 
solid figures. 
 
2. PURPOSE OF THE STUDY 

The purpose of this paper was to analyze the triangular awl illustrated by elementary 
school students in Taiwan, and to discuss the distributions of students’ drawing results with 
Mitchelmore’s stages (Mitchelmore, 1978, 1980) of representation of triangular awl. 
 
3. METHODS AND PROCEDURES 
 
3.1. Participants 

This study was conducted during spring semester, 2004. The participants were 1,423 
elementary school students across grades 1 to 6, 708 males and 715 females. The numbers of 
students for each grade, from 1st to 6th, were 241, 242, 244, 240, 225, and 231, respectively. 
The distributions of the participants are listed in Table 1. 
 
Table 1. The distributions of the participants based on grade and gender 

    Grade 
Gender 1 2 3 4 5 6 Total 

Girl 126 106 118 133 126 106 715 
Boy 115 136 126 107 99 125 708 
Total 241 242 244 240 225 231 1,423 

 
3.2. Instrument 

During an art class, students were assigned into 6 groups, sitting in a line. Each group 
was given a triangular awl, placing it on their left front side. (See Figures 2 and 3.) All 
students could observe three planes of the triangular awl, and each student would have a 
similar view of the triangular awl as in Figure 3. Students were asked to draw that figure on 
paper. Students were also instructed not to copy others’ images, or to discuss their thinking 
with others. 
 

 

 

 

 

 

 

 

 

 

 

 

triangular awl Student 

Figure 2.  Seat arrangement 

Figure 3. triangular 
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view 



 

 

4. RESULTS AND DISSCUSIONS 
The distributions of each stage are shown in Table 3 and corresponding bar chat 

displayed in Figure 4. The drawing results were arranged according to Mitchelmore’s theory. 
The examples of each stage are illustrated in Table 2 (See Appendix).  
 
Table 3. The distributions of each stage 

Stage 
 

1 2 3A 3B 4 Total 

Frequency 186 322 353 177 385 1423 
Percent 12.81% 22.18% 24.31% 12.19% 26.52% 100% 
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Figure 4. Distributions of each stage 

 
4.1 Stage 1 – Plane Schematic Stage 

The results of this study indicate that there were 12.81% of participants in this category. 
Elements in the plane schematic stage remained the same. Students used a plane rectangle to 
represent a triangular awl. 
 
4.2 Stage 2 – Space Schematic Stage 

Mitchelmore (1978, 1980) describes the drawing in this stage as three visible were 
shown, but the majority of people might think it is a 2-dimentional figure, rather than a 3-
dimentional figure. There were 22.18% of participants in this category.  
 
4.3 Stage 3A –Prerealistic Stage A 

According to Mitchelmore, in stage 3A, only 3 visible faces are shown, the edge of two 
adjacent faces is represented by a single line, and the faces are distorted from their actual 
shape to show depth. However, during stage 3A, not all elements will be shown. The students 
had incomplete spatial perceptions. There were 24.31% of participants in this category.  



 

 

 

4.4 Stage 3B –Prerealistic Stage B 
Mitchelmore describes students in this stage should meet all three criteria in stage 3A. 

The differences between this stage and stage 4 were whether all parallel edges were illustrated 
by parallel lines. There were 12.19% of participants in this category.  
 
4.5 Stage 4 – Realistic Stage 

According to Mitchelmore (1978, 1980), students in this stage illustrate all parallel edges 
by parallel lines, and represent a face orthoscopically only if it is in the frontal plane. It 
indicates that the student has established a Euclidean frame of reference to represent 3-
dimentional spatial relations. In addition to the stage criteria described by Mitchelmore, the 
participant in this stage illustrated a triangular awl with all perspective drawing correctly. 
There were 26.52% of participants in this category. 
 
5. CONCLUSIONS 

The conclusions were drawn as follows. (a). Based on 1,423 elementary students’ 
drawings collected from this study, compared to the sample drawing given by Mitchelmore 
two decades ago, elementary school students in Taiwan seemed to have more representations 
of triangular awl. (b). The overall percentage that the students were assigned to each stage of 
representation of triangular awl, from Stage 1 to Stage 4, were 12.81% (Stage 1), 22.18% 
(Stage 2), 24.31% (Stage 3A), 12.19% (Stage 3B), and 26.52% (Stage 4) respectively. It 
seemed that most of students were assigned to Stage 4, followed by Stage 3A, Stage 2, Stage 
1, and Stage 3B. 

Based on students’ drawings collected from this study, elementary school students in 
Taiwan seemed to have more representations of triangular awl, compared to the sample 
drawing given by Mitchelmore two decades ago. This finding might provide educators a new 
direction of geometry curriculum development, and to plan lessons suitable for students’ 
representation abilities. These finding will be analyzed by grades and gender in the near future, 
in order to study the stages for each grade by majority. 
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APPENDIX 

 
Table 2. Different representations of triangular awl based on Mitchelmore’s stages 

Stage 1 – Plane Schematic Stage: Students used a plane rectangle to represent a cylinder. 
 
 
 
 
 
 
 
 
 
Stage 2 – Space Schematic Stage: Mitchelmore [11] describes the drawing in this stage as three 
visible were shown, but the majority of people might think it is a 2-dimentional figure, rather than a 3-
dimentional figure.  
 
 
 
 
 
 
 
 
 
 
 
Stage 3A –Prerealistic Stage A: According to Mitchelmore, in stage 3A, only 3 visible faces are 
shown, the edge of two adjacent faces is represented by a single line, and the faces are distorted 
from their actual shape to show depth. 
 
 
 
 
 
 
 
 
 
 
Stage 3B –Prerealistic Stage B: Mitchelmore describes students in this stage should meet all three 
criteria in stage 3A. The differences between this stage and stage 4 were whether all parallel edges 
were illustrated by parallel lines. 
 
 
 
 
 
 
 
 
 

 



 

 

 
Stage 4 – Realistic Stage: students in this stage illustrate all parallel edges by parallel lines, and 
represent a face orthoscopically only if it is in the frontal plane. 
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Equity is one of the most important goals in the mathematical education, many 

studies pointed out that the students of minority were disadvantage on mathematics 

learning, and  researchers argued  teachers need  to  integrated students’ culture  into 

mathematics  teaching  for  improving  their  learning  performance.  Therefore,  case 

study was  used  as methodology  to  explore  the mathematical  problems  types  and 

implemented way when an aboriginal teacher tried to  integrate Paiwan culture  into 

her  mathematics  teaching.  Meanwhile,  we  also  to  explore  the  feasibility  of 

integrating  culture  into  mathematics  instruction  by  this  study  conducting,  and 

provided more  learning  opportunities  for minority  students  on  their mathematic 

learning. 

Teaching observation, video  recording and  interview were  the main  source of 

data  collected  that  conducted  in  2010  school  year.  Totally,  there were  31  lessons 

were  videoed. Mathematical  problems  were  as  unit  to  be  analyzed  its  type  and 

implemented  way  for  understanding  the  teaching  practice  of  the  teacher 

implemented culture‐integrated mathematics teaching. According the analytic results 

from  176  problems  that  used  by  the  teacher, we  found  the  type  of mathematical 

problem  could  be  distinguished  into  two  different  types:  cultural  context  problem 

and  non‐cultural  context  problem.  There  were  37%  (64/176)  of  all  mathematical 

problems were classified as cultural context problems, 63% (112/176) were belonged 

as non‐cultural. When  the  teacher  implemented  the cultural problem, she adopted 

small group discussion to implement them, but asked students to solve problem with 

individual in non‐culture mathematical problem. 

On  the  problem  implementation,  the  teacher  presented  a  stable model  and 

procedures.  First  of  all,  she  described  the  problem  and  explained  its meaning  for 

students.  Second,  she  usually  showed  the method  and  procedure  about  problem 

solving.  Third,  students would  be  asked  to  solve  the problem with  small  group or 

individual. Finally,  she would demonstrate how  to  solve  the problem  step by  step. 

During  her  demonstration  on  problem  solving,  she  always  liked  to  interact  with 



students  in  dialogic  way.  On  all  mathematical  problems  she  implemented,  76% 

(133/176) of problems were  interacted with close ended dialogue, 20% of problems 

with  open  ended  dialogue. Other  2%  of  problems were  solved  by  teacher,  2%  of 

problem by students, there were not any interaction during their solving. In the close 

ended dialogue, the questions the teacher asked usually had a simple and fix answer 

(example: How many days in a week?), students did not need to think seriously to get 

the  answer.  In  the  open  ended  dialogue,  the  teacher  usually  asked  students  to 

explain the meaning of mathematical sentences they wrote or explained about their 

thinking processes. 

Cummins  (2001)  declared  that  the mathematics  teaching  for  the  student  of 

minority teachers should empower to the students, provide more open  interaction. 

This kind of mathematics teaching would make students have more opportunities to 

participate,  think,  explore,  discuss  and  share  their  ideas  about  problem  solving 

through cooperative  learning. According  the argument  from Cummins  to check  the 

teacher’s teaching, we discovered that the cultural‐integrated mathematics teaching 

of she implemented was not match the theoretical perspective. Because the teacher 

implemented  almost  80% of mathematical problems with  close  ended  interaction. 

She used highly guided way to show the solving processes and method for students, 

even  though  the  problem  was  implemented  in  small  group  discussion.  In  this 

situation, students had  little chance  to participate actively and  thinking  the solving 

method.  Therefore,  the  teacher  only  integrated  Paiwan  cultural  elements  and 

ingredients  into the problem context, but she  implemented the problems  in a more 

traditional way. Actually, she did not empower to her students on their mathematics 

learning. 

Finally, we found the teacher had three different ways to  integrate culture  into 

her mathematics teaching. One of them was using a whole story to contain all of the 

problems  in  one  mathematical  chapter.  All  of  the  mathematical  problems  were 

involved  in a  serial of story events. Another way was designed a cultural  topic  (Ex: 

special  ceremony)  into  a  chapter.  Every  problem  would  be  assigned  a  cultural 

situation, and  there was direct  connection among different  situations. Third,  some 

culture materials like sculpture were integrated into the problem context. The key of 

the  decision making  on  the  integrated way was whether  the  teacher  could  find  a 

whole story to contain all problems  in one chapter.  If she could, she would use the 

first way  to design and  implement her mathematics  teaching.  If she could not, she 

would use the second or third way to integrate cultural elements into her teaching. 

 

Keywords: aboriginal students, cultural integration, mathematical problem, 

mathematics teaching 
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Abstract 

Department of Architecture has a young ambience and ready to accept any kind of new and 
modern movements and changes in its academic life. We are 21 faculty members, working 
together as Department of Architecture and Maintenance. Other members of the Faculty are 
artists from painters to industrial designers who are agree with us towards changing the ambience 
to a more dynamic one. Normally traditional design studios are focused on “2 Dimension 
Design”; it does not have the exact meaning of 2D, it means designing to present on paper or on 
PC, not to practice as an architectural work. In our department we have another program, a kind 
of designing future based on practical education; we let students to build what they designed.  

In Iran, there is an “Enter Testing” for students to the public universities, which are at the high 
level of national and international ranking. In this process, the universities which are located in 
non-capital cities, normally will approve students who are in lower level in comparison with who 
will enter to the universities of capital cities such as Tehran, Isfahan, Mashhad, Tabriz and 
Shiraz. Semnan is ranked at “good” level universities in IRAN. Each year our approved students 
are exactly interested in Architecture and the problem is the non-comprehensive enter testing 
which did not let them enter to the mother universities. Some of them tries to transfer from 
Semnan to Tehran obtaining highest GPA in the first semester.  

I have been head of the Dept. of Architecture since last year, in this year, we tried to attract 
professional and more experiented Persian professors and architects to the department, 
furthermore, as a professor, I tried to manage a new program which titled: “observation and 
participation to rebuild our school”. This program encouraged students to continue gaining more 
experiences and facing a practical architectural program. At the first level, we invited juniors and 
freshmen to participate in the preliminary studies of a project which focused on reorganization of 
open spaces around the central building of the school. It was a comprehensive study on “desert 
plants” which will be used in the landscape design of surrounding context of the university of 
Arts. At the second level, this semester, there will be a competition to manage, design and 
organize the inner spaces of “Design Studios”; After the end of the judement process, winners 
should be directors of a practical experiment which will encourage the whole students to build 
the interior space of their own studios based on the winner design concept. In the universities of 
capital cities, this kind of opportunities will not be available easily; but in the School of 
Architecture of Semnan, which faces comprehensive spatial development in near future, there is 



a possibility to invite freshmen to practice to be an architect and feel the difficulties of real 
architectural works in real world. It means an invitation to be what should be. 

 

Keywords: Design Studio, Semi-arid climate, Solar Energy, Wind Towers, Climate Limitations. 



Title 
Enterprise Education in Social Entrepreneurship: A Case Study  
 
Topic Area 
Higher Education 
 
Presentation Format 
Paper Session 
 
Paper Authors 

1. Dr Afreen Huq 
School of Management, College of Business 
RMIT University. Melbourne, Australia 
afreen.huq@rmit.edu.au 
 

2. Associate Professor David Gilbert 
School of Management, College of Business 
RMIT University. Melbourne, Australia 
david.gilbert@rmit.edu.au 

 
 
 
 
 
 

 
 



  

Introduction 

 

Several reasons including Government policy, employer demand, shortage of skills in the 

Australian labour market, and the needs of students dictate that employability is high on the 

agendas of Australian Higher Education Institutions (Hager and Holland, 2006). In response 

to these demands the Bachelor of Business Entrepreneurship (BBE) program at RMIT 

University in Australia introduced a series of Work Integrated Learning (WIL) courses in 

2009 with the aim of providing its graduates with appropriate knowledge, skills and 

capabilities to deal with the complexities of the new economic era arising out of the 2007-

2008 financial crisis and the subsequent global recession (Krugman, 2008; Cable, 2010; Rae, 

2010). Another timely and compelling reason guiding the renewal of the program was to 

develop a curriculum that supports the notion of ‘responsible’ entrepreneurship in 

entrepreneurship education and learning (Rae, 2010; Blundel and Spence, 2009; Chell, 2007), 

which business schools worldwide are criticised for generally failing to provide (Giacalone 

and Thompson, 2006; Swanson, 2004).  

 

The aim of this case study is to present a critical evaluation of an enhanced WIL based 

curriculum informed by ‘Social Entrepreneurship’ – one of the core courses in the program, 

towards enhancing graduate employability and responsible entrepreneurship. - as opposed to 

the purely ‘chalk and talk’ approach with which the course had been taught prior to 2009. It 

also examines the particular challenges and benefits of work integrated learning within the 

context of the not-for-profit sector for its stakeholders i.e., the students, the higher education 

providers, the employers and the wider community.  

 

Skills Development and Graduate Employability 

 

Over the past 20 years a dramatic shift has taken place in the way policy makers and students 

view higher education and the role of universities. The idea that one goes to a university to 

become “intellectually enlightened” has been rapidly substituted with the notion that the 

primary purpose of higher education is to service the industry (Reeve and Gallacher, 2005; 

Yorke 2006; Gunn et al. 2008; Rae, 2010). In keeping with this view, employment and skill 

development are seen as central to the role of universities (Murdoch, 2004; Evans, 2008). For 

example, the intent of RMIT Work Integrated Learning (WIL) policy (2007) is to make a 

significant contribution to all of RMIT graduates’ work and industry-readiness, specifically 

their development of the core skills and capabilities of practice. The policy focuses on student 



  

“learning by doing in context and with feedback” with the expectation that the experience of 

the workplace will also improve the employability of the graduates (RMIT WIL Policy 2007). 

This vision of higher education’s role in workplace preparation seems to include creative 

elements that call upon students to engage with material presented to them in order to develop 

their own thinking, apply this to real world situations and manage their own learning (Gunn et 

al. 2008; Moreland 2006; Candy 1990).  

 

In response to the changing role of higher education various pedagogical constructs 

in the field of learning and teaching have emerged. One view is that our teaching 

philosophy and instructional practices should integrate more democratic and egalitarian 

views of education that open the possibility of different kinds of learning, which in turn 

would have dramatic effects on student motivation and engagement (Brookfield 1995; 

Weimer 2002). Students should be taught to not only be competitive but also cooperative in 

their approach to learning. At the core of our teaching philosophy should be constructivism, 

which emphasizes learners' actively constructing their own knowledge rather than 

passively receiving information transmitted to them from teachers and textbooks (Biggs 

2003). Constructivism prescribes a whole new level of student involvement with content 

where content becomes the means to knowledge rather than the end. Constructivism 

requires higher level involvement of students in the process of acquiring and retaining 

information, which naturally poses challenges for less knowledgeable and experienced 

learners. In this process, the role of the teacher/educator should cease to be the exclusive 

content expert, but rather the learning facilitator making the essential contributions to the 

students' learning process by being much more around the classroom than in front of it 

(Weimer 2002). Teachers should facilitate and inspire students to take responsibility for 

their own learning, be self-directed and life-long learners during their formal educational 

experience and use these skills throughout their professional and personal lives.  

 

The principles of experiential and work integrated learning are also built on these 

tenets and further advances the notions of individuals generating meaning of theory, 

understanding and wisdom from real life experience; and constructs of the adult learner as 

self-directed and managing, competent, reflective and autonomous, able to abstract out and 

articulate their learning from the everyday routines of practice and/or work projects 

(Brookfield 1995; Sobiechowska and Maisch 2007). Studies on the potential of work 

integrated learning to enhance undergraduates’ skills have identified that students 

participating in experiential or work integrated learning have exhibited a number of critical 



  

skills employers demand including maturity, emotional intelligence, team building, 

negotiation, communication and interpersonal skills (Little et al, 2004; Brennan, 2005; 

Anderson and Green, 2006; Nicholls and Walsh, 2007).  

 

Work Integrated Learning (WIL)  

 

Despite noticeable increases in the volume of literature on work integrated learning, a lack 

of clarity around the definition still persists. Amongst the various debates around work 

integrated learning, this case study primarily focuses on its employability aspect, and has 

used the following definition of Brennan (2005, p.4) cited in Nicholls and Walsh (2007, 

p.203): 

“One thing is clear there can be no single or simple definition of what work-based 

learning entails beyond the notion that it is about learning (not teaching) and occurs in the 

workplace (rather than on campus)”.  

 

In addition to the employability issue, this case study also reflects on a number of 

challenges that are recognized around scholarly practice in work integrated learning. 

Scholarly teaching as discussed by Kreber (1999) includes reflection on curriculum, 

instruction and pedagogy at the levels of course rationale, process and content. Hutchings 

and Shulman (1999) view scholarly teaching to be a large task as it involves other aspects 

of scholarships namely, the scholarship of discovery, integration and application.  Since by 

nature, WIL utilizes a wide variety of settings for learning, where much of students’ 

learning can be informal, implicit and shaped by the context in which it occurs (Hager, 

1997), a number of challenges are faced in pursuing scholarly practices in WIL as follows:  

 

 As WIL is marginal and under-resourced, there is an issue of how to make 

scholarly practice cost effective (Reeders, 2000; Reeve and Gallacher, 2005);  

 As workplace learning is implicit, affected by higher degree of unpredictability 

than class-room setting, and bound to the context in which it occurs, it is 

challenging to articulate, assess and evaluate learning. This is an issue of 

control (Hager, 1997; Hughes, 1998); 

 WIL also involves the challenge of aligning goals of a wide range of players 

than class-based learning (Ashworth and Saxton, 1992);  

 There is an issue of capacity: it is challenging to match the educative potential 

of the workplace with the learners’ needs. According to Reeders (2000) 



  

variables include the existing competence and confidence of the students, the 

demands of the tasks they do, the degree of access that they have to 

organizational and professional knowledge, and the facilitative capacity of 

workplace mentors or supervisors. 

 Implied in the issue of capacity is the issue of customising WIL strategies that 

would enable us to respect and draw upon the life experience of students along 

with devising strategies that would best achieve joint goals (Reeders, 2000). 

 

Entrepreneurial Learning and Education in the New Economic Era and how 

Work Integrated Learning Fits In 

 

The literature on entrepreneurial learning and education has advocated in favour of 

experiential or work integrated learning as a way to facilitate learning “for” rather than 

“about” entrepreneurship; and reconceptualising of entrepreneurial curriculum that recognises 

responsibility, ethics and environmentalism (Gibb, 1996, 2002; Gorman, Hanlon, and King, 

1997; Hannon, 2005; Pittaway and Cope, 2005: Cope and Watts, 2000; Rae, 2005, 2008). 

This shift from an “old” to a “new” entrepreneurial learning and education paradigm has been 

further reinforced by the emergence of the new economic era (Rae, 2010) resulting from the 

international financial and economic crisis in 2008 (Krugman, 2008; Cable, 2010). As argued 

by Rae (2010) ‘the challenge is how to regenerate economic activity, new jobs and sources of 

wealth creation, especially for young people, without the easy certainties of either corporate 

or public investment; to which entrepreneurship, and learning to work in the new era are vital 

contributions’ (p.593). In this context, there is also a growing recognition that social 

entrepreneurship can provide a frame of reference for “responsible” entrepreneurship 

education and learning (Chell, 2007; Blundel and Spence, 2009; Frost, 2009) ‘based on the 

principle that entrepreneurial activity can create social good whilst reinvesting financial 

returns in community development’ (Rae, 2010; p.595).   

 

Drawing on the above arguments, this case study reflects on the introduction of an 

enhanced WIL based curriculum in Social Entrepreneurship at RMIT University and critically 

evaluates the potential of the curriculum to enhance student motivation and engagement with 

the course, their approach to “responsible entrepreneurship”, and development of the holistic 

capabilities of practice that are valued by employers and the community at large (Sivan, 

Leung, Woon and Kember 2000).  



  

 The Context/ the Content and Module Delivery 

 

“Social Entrepreneurship” - a core course in the BBE programme is offered in the second 

semester primarily to senior year students. This is a practitioner-oriented course where 

methods and techniques used by social entrepreneurs from various industry sectors around the 

world are examined. The resourcing requirements and orientations of both for-profit and not-

for-profit organisations in the pursuit of “social” opportunity are compared.   

 

In 2007 the program team inherited a two hour lecture and one hour tutorial mode of 

delivery for the course, more so as it was a standard mode of delivery across all courses in the 

School at that point in time. With a view to make the two hour lectures relevant and 

interesting, the course content was organized in three categories; the theoretical underpinnings 

of Social Entrepreneurship, the practicalities, and application of social entrepreneurship in 

different industries. In the tutorials students analysed a number of case studies on social 

entrepreneurs from across the globe in relation to the issues covered in each week’s lecture 

and in the end summarised their learning.  

The students in general appreciated the notion of ‘responsible entrepreneurship’ 

informed by the theoretical constructs and practices of social entrepreneurship, but were not 

able to appreciate the transferability of knowledge and skills developed through the course. 

Their primary focus was to have the opportunity to develop graduate attributes that would 

enhance employability. The Course Experience Survey (CES) in 2007 also generated mixed 

results with students appreciating the knowledge obtained through the course but not feeling 

confident about its application for reasons that the learning did not take place in a relevant 

context. This prompted the course team to review the course content and the delivery mode 

and the possibility of introducing a work integrated learning component through not-for-profit 

industry linkage. This model had been developed in the for-profit sector over several years in 

a program called the Innovation Fastrack Program that has produced successful outcomes 

relating to graduate employability, skill and capability development as well as significant 

impacts on graduate enterprise creation and sustainability (Gilbert, 2011).  

Combining Work Integrated Learning and Problem Based Approach 

 

Between 2008 and 2010, the course team formed collaborations with a total of 7 nationally 

reputed not-for-profit organizations addressing diverse social issues who agreed to act as host 



  

organizations to offer work integrated learning opportunities for the students. The projects 

that the students were involved in included investigating Corporate Social Responsibility 

(CSR) focus of a cross section of the private sector with a view to assisting a host 

organization working for youth development to design their corporate relations strategy; 

developing a marketing plan for a nascent not-for-profit seeking youth empowerment against 

AIDS; organizing a fundraising event for female education in developing countries; 

researching and documenting program participant experiences; monitoring and evaluation of 

projects involving the indigenous community; feasibility analysis of public-private 

partnership in integration of international students; new product development for the visually 

impaired. 

The course adopted an enquiry and problem based approach which requires students 

to….. “move beyond the cognitive understanding to ‘knowledge in use’ (the ability to 

translate their knowledge into practice in real organizations)” (Kloppenborg and Baucus 2004 

cited in Gunn et al. 2008, p.77). Research suggests that such an approach enhances student 

learning in terms of depth of knowledge, and the ability to use the knowledge in real life 

context (Kloppenborg and Baucus 2004) though not necessarily in the breadth of learning 

(Rhem 1998 cited in Gunn et al. 2008, p.77). 

Course Content and Delivery 

The course content was redesigned around three important areas of knowledge/skills 

pertaining to social entrepreneurship, support to which was evident in the CES undertaken 

with students in 2007. These were 1) the knowledge of the theories and processes required to 

effectively set-up and/or work in a not for profit organization, 2) understanding of the scope, 

demands and constraints of the not-for-profit sector in Australia, and 3) application of the 

conceptual knowledge and understanding of the opportunities and challenges within the not-

for-profit sector in real life context. Firstly, students were offered weekly lecture sessions on 

theoretical underpinnings as well as various strategic and operational issues faced by those 

who create and manage not-for–profit organisations. Secondly, guest speakers from various 

not-for-profits and corporations were invited for the dual purpose of getting the speakers to 

share their understanding of and experience in the sector as well as enabling students to build 

social capital. Thirdly, several meetings and workshops were organized with key people of the 

host organizations to enable students to understand their history, vision and the mission, their 

target groups, board of trustees and other strategic and operational issues with a view to 

successfully undertake the project. Detailed project briefs were made available to the students 



  

who were then asked to form groups based on common interests for a particular project and 

complementary skills and aptitudes.  

Students were required to provide expression of interests for any two of the available 

projects which were then jointly reviewed by the course team and the not-for-profit partners 

to decide on the final allocation of projects to student groups.  

Assessment Strategy 

In keeping with the literature on work integrated learning and problem based approaches, the 

course was designed with a focus on “desired outcomes” (Kloppenborg and Baucus 2004, 

p.614). The course team was aware that because students were offered limited formal input 

(such as, written briefings on the projects followed by workshops) to provide focus and 

direction to their investigation, such approach could be less accepted by the students as they 

are used to a more traditional structured learning approach (Kloppenborg and Baucus 2004, 

p.623).  

The course was assessed through three assessment items beginning with a mid-term 

test (30 percent) designed to assess students’ knowledge of the theoretical frameworks, 

strategies and tools required to operate a not-for-profit. Secondly, students were assessed on 

their participation and attendance in tutorials (30 percent) which included a peer to peer 

progress reporting. It was critical for the students to regularly attend the tutorials and meet 

with the team members, report on the progress pertaining to their projects, identify any 

bottlenecks and find solutions in a collaborative learning environment which could later be 

proposed to and/or validated by consultation with the industry partner. Further, it was 

considered necessary for students to undertake a peer to peer progress reporting in relation to 

their projects with a view to assess their maturity, team building, emotional intelligence, 

communication and interpersonal skills. This process could be seen as part of their personal 

development as well as development of the holistic capabilities of practice that are valued by 

employers. Finally, students were required to submit a final project completion report and do 

presentations (40 percent) on their final deliverables to the course team and the senior 

members of the host organizations. This task was designed to assess students’ ability to apply 

their conceptual knowledge and understanding of the scope, opportunities and constraints of 

the non-profit sector into formulating actionable strategic directions in relation to their 

respective deliverables to the not-for-profit organizations. Students were also required to 

define the value proposition of the project to both the host organization and to themselves in 



  

light of their learning outcomes, provide evidence of using the best possible means to collect 

data that may include both primary and secondary sources and systematically report on key 

deliverables. Both the host organization and the course team as two important stakeholders 

jointly evaluated the final assessment.     

Methods of Data Collection on Student Feedback 

 

From 2008 to 2010, pre and post course experience surveys developed in the Innovation 

Fastrack Program were adapted and undertaken with the entire class of Social 

Entrepreneurship, followed by focus group discussions with students at the end of semester 2. 

We sought participant feedback on the positive aspects and challenges of the enhanced WIL 

based curriculum, participating in an industry project, skills and capabilities developed 

through the course, and what impact this may have on their employability. In addition, the 

not-for-profit partners were also interviewed for feedback on the piloted curriculum and an 

initial assessment of the opportunities within the social sector for problem-based learning. 

The qualitative data were analysed through identification of key themes and the case analysis 

method. 

 

Student Evaluation of the Enhanced Curriculum 

Pre-Course Experience Surveys 

In week two of the semester, after students had received adequate information about the 

course and its learning outcomes through the course guide, as well as in the lecture, the course 

team undertook a pre-course experience survey with the students to capture their initial 

response to the redesigned course, in particular to the work integrated learning mode, and the 

skills and capabilities they expected to develop through the course. There was an 

overwhelming support for the work integrated learning mode introduced in the course. Below 

are some of the responses of the students towards the work integrated learning mode: 

I welcome the change and believe it is the best method for teaching the contents of this 

course. A purely face-to-face method would not be as effective as I am finding the work 

integrated learning. Indeed a great way to “apply” what we learn.  

 

I expect the work integrated learning mode to be effective for our learning as it 

appears to be suitable for the nature of this course. 



  

This is a good initiative. The concept of combining face to face with work integrated 

learning in a real life context is excellent. We will be faced with real life problems and be 

required to identify ways to address them in a team. Sounds exciting! 

I feel I will be more engaged in this course through the work integrated learning and 

get more out of it. I am excited about the opportunity to be involved and do research on a real 

life issue commonly faced by not-for-profits. The overall learning environment for the course 

seems more relaxed as opposed to purely face-to-face learning modes. I like the idea of 

spending more out-of-class time in groups towards achieving a final set of goals and learning 

outcomes. 

In response to the question “What skills and capabilities the students hoped to develop 

from completing the course?” the most frequently mentioned skills and capabilities were: 

• Understanding of how a not-for-profit works, with particular emphasis on the strategic 

and operational issues 

• Research skills  

• Networking with knowledgeable and inspiring individuals in the not-for-profit sector 

• Team building skills 

• Interpersonal skills such as, how to liaise with corporate executives 

• Written and/or verbal strategies that is effective in seeking information for clients 

Post course Experience Surveys and Focus Group Discussions 

Because of the specific focus of the course on work integrated learning, we were 

particularly interested in student feedback about a number of issues, such as, the positive 

aspects and challenges of the enhanced curriculum, skills and capabilities developed through 

the course, the overall value of work integrated learning module for a course on “social 

entrepreneurship”. The key findings and the major themes arising out of the analysis are 

presented in Table 1 in the Appendix  

Further support to the effectiveness of this enhanced curriculum on students’ learning 

and satisfaction can be drawn from the incremental improvements in Good Teaching Scale 

(GTS) and the Overall Satisfaction Index (OSI) in the Course Experience Surveys (CES) from 

2008 to 2010. From a GTS of 34.7% and OSI of 39.6% in 2007, the CES results for the 

course indicated incremental improvement from 2008 till the most recent offering of the 



  

course in 2010 with GTSs of 55.3%, 56%, and 84% and OSIs of 50%, 62%, and 100% 

respectively.   

 

Opportunities and Challenges of Implementing Work Integrated Learning 

 

The interviews with the not-for-profit partners provided valuable insight into an initial 

assessment of the opportunities within the social sector for work integrated learning and its 

impact on the students. More importantly, it has provided further support to some of the 

critical challenges of implementing work integrated learning identified in the literature (for 

example, Hager, 1997; Hughes, 1998; Reeders, 2000; Reeve and Gallacher, 2005). The 

participating not for profit partners unanimously agreed that work integrated learning within 

the apparently untapped social sector is applicable and appropriate for almost any career 

pathway and provides excellent opportunity for students to enhance their employability skills. 

Key findings about the value propositions of work integrated learning for both students and 

the host organizations; as well as the challenges the organizations faced in the process are 

presented in Table 2 in the Appendix.  

 

Conclusions and Further Research 

 

The aim of introducing an enhanced WIL based Social Entrepreneurship curriculum at RMIT 

was to facilitate students’ work-readiness, specifically fostering the critical employability 

skills and the university’s graduate attributes. The findings suggest there are clear benefits in 

adopting a work integrated learning approach in a course like Social Entrepreneurship. The 

students achieve understanding of a range of strategic and operational issues faced by those 

who create and manage not-for–profit organisations, recognize the value of responsible 

entrepreneurship, and develop the ability to start a social enterprise or work in the sector. 

Students also develop other notable skills highly in demand among employers such as 

maturity, team building, emotional intelligence, communication and interpersonal skills that 

are required to succeed in today’s globally competitive and volatile business environment. In 

addition, the approach is found to facilitate and inspire students in taking responsibility for 

their own learning, becoming self-directed and motivated to be life-long learners during their 

formal educational experience and use these skills throughout their professional and personal 

lives.  

 



  

The enhancement to the course curriculum has clearly demonstrated opportunities for 

work integrated learning within the apparently untapped not-for-profit/social sector. It has 

also demonstrated how the field of Social Entrepreneurship can inform the WIL model to 

enhance graduate attributes and employability. Furthermore, this paper has developed a case 

for how work integrated learning in the context of the social sector can help produce more 

socially aware graduates capable of adding value to CSR initiatives of organizations across 

private, and public sectors.. The findings further highlights that higher education providers 

like RMIT University could consider work-integrated learning as part of their response to the 

employability agenda; in a climate where employers are increasingly demanding graduates to 

have entrepreneurial skills.  
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APPENDIX 

Table 1: Comparison Matrix: Key findings of Post Course Experience Surveys and Focus Group Discussions from 2008 to 2010. 

Question 

 

Post Course Survey Focus Group Discussion 

1. What (if any) were the positive 

aspects of the WIL based 

curriculum? 

Key Findings 

 Positive and supportive teachers 

 Valuable and rewarding industry experience 

 Insight into expectations of real-world organisations 

 Tests skills in research, communication and teamwork 

 Strengthened resolve to work in SE through realisation that NFP’s 

need people with entrepreneurial skills to be sustainable. 

 Understanding problems and challenges in the NFP sector 

 Developing business relationships 

 The entire class working collaboratively in the tutorials. 

 Autonomy and confidence in meeting and working with CEO’s of 

social enterprises. 

Key findings 

 Learning to negotiate and deal with ‘real people’. 

 The new curriculum generated a great deal of motivation and willingness to 

apply theory into practice. 

 The course reinforces the importance of ‘responsible entrepreneurship’ 

regardless of the sector, and provides real life exposure to the importance of 

social, financial and environmental sustainability.  

 

 

Major Theme 

Opportunity to apply theory, test knowledge/skills and work in a ‘real life’ environment. Support from RMIT facilitators. 

 

Supporting Quotes 

“First hand experience working for a NFP tests the skills in research, communication and teamwork”. 

“The opportunity to apply my academic skills in a real life situation has been really rewarding. Also having strong support from the RMIT lecturers has really helped”. 

“The best part about the course was learning how to deal with a variety of people and their interests”. 

 

2. What (if any) were the 

negative aspects of the WIL 

based curriculum? 

 

Key Findings 

 Not enough feedback from Host Orgs and inadequate 

communication 

 Unclear accountabilities and goals 

 12 weeks not enough time – don’t get to see results of the effort. 

 International students – difficulty in understanding Australian 

Key findings 

 Lack of motivation from the host organizations to capitalize on the students’ 

entrepreneurial skill set. 

 Students commented on the mindset of the Host Orgs: not prepared to be 

socially entrepreneurial, just charities. 

 



   

context and contributing to projects.  

Major Theme 

The majority of respondents were looking for a more structured approach of the host organizations towards the project deliverables. Students also wanted to work with more ‘recognised’ and 

‘entrepreneurial charities’, with understandable ‘worthy causes’. 

 

Supporting Quotes 

“Expectations of the host organizations exceeded agreed deliverables”. 

“In place of a brief, I’d like to see an ‘ideas session’ where we can make the brief together and map out the project’. 

“The course was run well. What needs to be improved is the engagement of Host Orgs and their supervision of the students working on their projects”. 

“Most Host Orgs weren’t ‘socially entrepreneurial”. 

 

3. What employability skills and 

capabilities do you believe you 

have developed from this course 

experience? 

 

Key Findings 

 Project management skills 

 Time management – meeting deadlines 

 Communication 

 Research 

 Goal setting 

 Teamwork and managing team dynamics 

 Networking 

 Negotiation 

 Delegation 

 Professionalism 

 Event management 

Key Findings 

 Applying theory in a practical environment, and to NFP’s 

 Exercising good judgement 

 Working with small budgets 

 Confidence within a business environment 

 Constructive criticism 

 Skills are transferable to all sectors 

 Industry experience is a good addition to the CV 

 

Major Theme 

Almost every respondent had acquired / developed valuable employability skills in the areas of managing / working within teams, project management, negotiation, communication and interpersonal 

skills.The majority of students also a sense of confidence being built through liaising with Host Organisation CEO’s and leaders. 

 

Supporting Quotes 

“Working with the team and client to develop managerial, creative thinking and time management skills”. 

“Project management, communication, budget planning, and leadership skills”. 



   

“Time management skills were key in this course”. 

“Problem solving skills were needed and lots of creativity and motivation deliver some meaningful outcomes”. 

“There’s only so much we can learn from a textbook. I loved being a part of ‘real’ situations to apply my knowledge and skills” 

“It has been eye-opening that skills for both private and NFP sector are mostly the same, just different approaches…” 

 

4. Do you think that the 

integration of work integrated 

learning along with face-to-face 

teaching has improved your 

overall learning outcomes for this 

course? Please provide 

arguments in support of your 

opinion. 

 

Key Findings 

 Most, if not all, Entrepreneurship courses should place students in 

‘live’ problem based learning environments 

 The theoretical framework and guest speakers provided great insight 

and ideas, which were then applied to our Host Organisation’s 

project. 

 The two modes simultaneously is beneficial – seeing application of 

theory instantly. 

 Critical to entrepreneurship – preferred learning method. 

Key Findings 

 The experiential learning was of immense value to us.  

 Provided an excellent opportunity to appreciate TBL principles 

 

 

 

Major Theme 

The majority of respondents stated that the knowledge and skills developed via the course are critically transferable to all sectors, and all career pathways, indicating this valuable experience has 

added value to their employability and developed their confidence in dealing with professionals in live environments. 

 

Supporting Quotes 

“Developing a relationship with people who want outcomes from you – I believe this to be critical in our career” 

“Industry experience is a great addition to a CV, and showing that we contributed directly to the growth of a legitimate organisation certainly contributes to employability”. 

“This course was great for developing both sound conceptual understanding and employability prospects”. 

“I was proud to talk about my contribution to a charity using my business skills when talking to a recruitment agent”. 

“My knowledge of Triple Bottom Line (TBL) and its importance has definitely been enhanced through this practical experience as it gave me an insight of how social entrepreneurs work to better 

society”. 

 

 

 

 

 



   

 

Table 2: Findings and major themes from Interviews with Not-for-Profit Partners from 2008 to 2010 

 What in your opinion are 

the benefits for 

entrepreneurship students 

of participating in work 

integrated learning projects 

facilitated by industry 

partners? 

What (if any) challenges 

have you faced as a host 

organization in this 

exercise? 

What generic business 

skills and capabilities do 

you believe students could 

develop from engaging in 

work integrated learning in 

the social sector? 

What particular benefits 

can students of ‘Social 

Entrepreneurship’ course 

obtain from work 

integrated learning in the 

context of not-for-profit 

sector? 

What are the value propositions 

for not-for-profit organizations 

in engaging with 

entrepreneurship students in 

work integrated learning 

projects? 

 

  The unique opportunity 

to get out of the 

classroom and do it; a 

‘warts and all 

experience’ of what it 

takes to operate within a 

live organization. 

 This is also a training 

ground for skills needed 

in private enterprise. 

 The experience is 

applicable and 

appropriate for almost 

any career pathway. 

 These form as excellent 

case studies for students 

to enhance their 

employability. 

 Expectations, realities, 

milestones and 

outcomes need to be 

clearer to relieve 

uncertainty by all and 

encourage respect and 

trust.  

 Developing and 

following a disciplined 

project schedule. This is 

so the process is 

understood, and the 

milestones set are 

achievable. Process is 

the key. 

 

 How to pitch, produce 

practical outcomes, 

communicate with 

people of different 

mindsets and 

backgrounds, how to 

assert oneself. 

 An appreciation for 

culture and intellect 

aside from commercial / 

business knowledge. 

 Team management, 

ability to put forward 

and build an argument. 

 Skills developed in 

these projects are 

‘transferable’ 

 Students gain exposure 

to a wide variety of 

SE’s, from Sole Trader 

operations to 

International 

Development programs, 

each with their set of 

challenges and 

requirements for 

resourcefulness. 

 Resourcefulness. 

 Understanding of 

‘responsible 

entrepreneurship’  

 Thinking creatively / 

outside the square to 

achieve outcomes. 

 Entrepreneurship students 

provide new perspectives, 

and new parts of the picture. 

They bring specialist 

knowledge and contribution, 

a valuable resource to Social 

Enterprise projects. 

 

 NFP’s get to share their 

work with a wider 

community, bridging their 

networks and resources into 

the business sector. NFP’s 

also have the opportunity to 

build their management 

skills. 

 

 The main benefit is 

connecting with knowledge, 

resources and relationships 

outside of its immediate 



   

industry. 

Theme 

The not for profit partners acknowledged that they needed to provide a better structure for the students from the outset, so that all parties could clearly define the deliverables and expectations.  

Host Organizations needed to engage more actively with the course team to ensure the students are supported along the way to achieve their learning outcomes. 

 

Supporting Quotes 

 

“We should have had an ‘expectations’ meeting with RMIT facilitators and the students to set the tone for the project, and set the scope and milestones together”. 

“As a host organization, we should have negotiated and developed a framework that works for all parties, and sticked to it”. 

“Students were proactive with research, and capable of offering intelligent recommendations in line with the predetermined deliverables. Perhaps we did not engage well enough with the course team 

and the students to ensure that they were supported to achieve their learning outcomes”. 
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Introduction 
 

This paper presents research on an innovative response to pedagogical inertia in the field of 

entrepreneurship and innovation education in Higher Education Institutions. A case will be made 

that it is time we looked beyond the business plan paradigm to approaches that immerse students in 

dynamic and fluid environments dealing with real world problems and opportunities. The 

Innovation Fastrack Program was developed around the concept of rapid prototyping of innovations 

in real-world settings in collaboration with a forward thinking industry partner. The program is 

currently in its fifth year and has produced results beyond our expectations in terms of student 

satisfaction, skill and capability development, impacts on graduate employability and program 

profile outcomes.  

Higher Education approaches to teaching entrepreneurship and innovation continue to depend 

largely upon tried and trusted approaches. Significant frustration with the way entrepreneurship and 

innovation is taught in Higher Education Institutions (HEIs) has been voiced by authors such as 

Smith et al (2006) in the UK, Raelin (2008) in the U.S. and Gilbert (2011) in Australia. This 

frustration is understandable as in broad terms we continue to approach the ‘teaching’ of 

entrepreneurship and innovation in (rather static) ways that are often incompatible with the dynamic 

and fluid nature of the activity itself. Tension exists between “bureaucratic control” approaches to 

enterprise learning predicated upon standardised methods that facilitate tangible and measureable 

outcomes and the movement towards more dynamic approaches underpinned by experiential 

learning that promote “learning for rather than about entrepreneurship” (Rae, 2010:594 – italics 

added). In particular, the use of the business plan as both pedagogical and assessment tool is 

problematic as what we invariably end up achieving is producing ‘pro-forma robots’ who are quite 

skilled in cutting and pasting largely secondary data and/or poor primary data into the ‘required’ 

sections (Executive Summary, Industry Analysis, Production Plan, Operations Plan, Marketing Plan, 

Organisational Plan, Financial Plan etc.). Undeniably by using the business plan approach we can 

achieve a degree of systematic control to assessing student ‘learning’, however this plays straight 

into the hands of the learning about rather than for trap essentially disengaging the learning from 

any semblance of reality.   

Solomon (2005), in a White Paper for the US Association for Small Business and 

Entrepreneurship (USABE) analysed 1600 entrepreneurship courses at American HEIs noting the 

most common tool used by educators in 'teaching' entrepreneurship was 'the ubiquitous business 

plan'. This approach has been utilised for many decades and indeed continues to be a mainstay of 

how entrepreneurship education is delivered in Australia and elsewhere. Yet, Bill Sahlman from the 

Harvard Business School nearly fifteen years ago scathingly voiced his frustration with this 

approach noting; "judging by all the hoopla surrounding business plans, you would think that the 
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only thing standing between a would-be entrepreneur and spectacular success are glossy five-color 

charts, a bundle of meticulous looking spreadsheets, and a decade of month-by-month financial 

projections. Nothing could he further from the truth!" (1997:98). It is time we looked beyond this 

‘standardised for convenience’ approach to enterprise education so we can offer students a learning 

experience underpinned by creativity, uncertainty, volatility, and emotion in addressing real-world 

problems and opportunities. 

Literature Review 

 Pfeffer and Fong (2002:78) in their critical evaluation of Business Schools observed that in very 

few instances “in established business schools is there much clinical training or learning by doing-

experiential learning”. They argue that students essentially learn the talk but not the walk where the 

mastery of concepts and language is stressed offering little in the way of what Leavitt (1989) calls 

‘practice fields’. Pfeffer and Fong lament this ongoing situation to the point that they maintain 

“without a larger clinical or practice component, it is not clear that business schools ever will impart 

much lasting knowledge that affects graduates' performance” (2002:78). 

The notion of experiential and dynamic learning is not new and has been addressed at length in 

for example the Enterprise Education literature and Work-Based Learning (WBL) literature. Gibb 

(1993; 1996; 2002) notes the discord between didactic learning approaches and uncertain and 

volatile environments where entrepreneurial activities tend to flourish. Indeed, he advocates the 

teaching and research of entrepreneurship be broadened beyond the business discipline through 

‘creative destruction of the higher education sector’ so that more widespread diffusion of 

enterprising processes and behaviours can be realised. Gibb notes that the ‘enterprise culture 

banner’ has become one of all things, apparently indispensable to an organisation and nation’s 

response to global competitive pressures. Yet the efficacy of this broad brush approach is 

questionable in terms of academic rigour and pedagogical foundation and hence others have joined 

Gibb in endeavouring to disengage enterprise learning and education from motherhood tokenism to 

provide some degree of clarity, synthesis and development to the ‘individualistic’ versus ‘process’ 

perspectives witnessed in much of entrepreneurship theory. Cope (2005) sought to develop a 

conceptual framework that builds upon these dominant theoretical perspectives presenting a 

‘dynamic learning perspective’. His work answers Deakins (1996) plea to refocus research away 

from winner/loser attribution to closer examination and theoretical development regarding the key 

issues and process of entrepreneurial learning. Cope is particularly interested in the initiation and 

growth of entrepreneurial ventures and the cumulative learning from ‘learning history’ and the 

‘learning task’. He and others (e.g. Chell, 1998; Cope & Watts, 2000) argue the usefulness of 

critical learning events in investigating the life cycle of both personal and organisational growth and 

development. 



 3

Researchers in the Work-Based Learning (WBL) field have noted similar concerns to those in 

the Enterprise Education field and if we carefully examine the definition of WBL, defined as 

‘learning for work, learning at work and learning through work’ (Levy et al, 1989; Brennan & 

Little, 1996) it is epistemologically apparent to educators of entrepreneurship and innovation that 

this definition is strongly bound to the job role, yet innovation and entrepreneurship cannot be 

interpreted or defined as a ‘job’, more a state or way of evolving interaction with an ever-changing 

environment. Part of the conundrum appears to be that prescriptive approaches to WBL are 

inherently problematic and whilst there may be common elements germane to what Bransford et al 

(2000) call ‘the new science of learning’ grounded upon experiential learning (Dewey, 1938; 

Polanyi, 1966; Kolb, 1985), it would seem effective WBL programs are both content and context 

juxtaposed. Boud and Symes (2000:3) note that “work-based learning is still an idea in search of a 

practice, a pedagogy that is undergoing development as it accommodates itself to the exigencies of 

the workplace and the university”. Raelin in developing his ‘Comprehensive Model of Work-Based 

Learning’ reports that in North America, “unfortunately, classroom and real-world development 

experiences are typically provided independently as if there was no need to merge theory with 

practice” (1997:574). Raelin argues the dynamics of WBL extend beyond the experiential learning 

paradigm which he observes adds “a layer of experience onto conceptual knowledge”, to an 

amalgam of theoretical and practical modes of learning underpinned by explicit and tacit forms of 

knowledge. Critically, Raelin highlights that experience is not always an effective teacher; it is not 

the extent of experience but the quality and context of the experience that is important.  

Rae (2010:594) distinguishes between enterprise education including WBL and ‘enterprising 

learning’ noting the former is beholden to “institutional control, order, accountability, and ultimately 

learning which is programmed by prescribed and measurable outcomes”, while the latter addresses 

personal and real-world problems and opportunities and is “led by creativity, informality and 

curiosity”. Furthermore, there has been a concerted call for a practitioner-based approach outside the 

domain of programmed formal education that encompasses experiential learning but also moves 

toward a more micro exposition of the macro level view that we learn by doing, suggesting critical 

issues such as confidence, self belief, social relationships and achievement are worthy of greater 

investigation (Gibb, 1987; Deakins & Freel, 1998; Rae & Carswell, 2001; Rae, 2010). The 

Innovation Fastrack Program (IFP) reported on in this paper is one approach using rapid prototyping 

that embraces learning ‘led by creativity, informality, curiosity (and) emotion’ that 

uncompromisingly immerses entrepreneurship students in ‘real-world problems and opportunities’ 

resulting in a more granular view of important elements of the learning process such as self efficacy, 

achievement, dealing with uncertainty and complexity, social interaction and leadership.          
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Design and Approach 

As previously noted, frustration has been expressed in the UK, US, Australia and elsewhere at how 

entrepreneurship and innovation is taught in HEIs. Moreover, analysts such as Gleeson and Keep 

(2004), Hillier and Rawnsley (2006) and Edmond, Hillier and Price (2007) among others have 

diagnosed shortcomings in current and past approaches to WBL and experiential learning pointing 

to differing stakeholder perspectives regarding learning aims, problems relating to variability of 

student experience, and inadequate levels of employer engagement. Sobiechowska and Maisch 

(2007:183) in consideration of UK government policy aims in “reinforcing the links between 

educational curricula and the world of work” sought to overcome the divide between university-

based curricula and work-based expectations by proposing a model based on ‘continual dialogue’ 

between the stakeholders. Their approach resulted in both educators and students wrestling with 

‘ingrained expectations’ and this tension led to: 

 Students taking an unexpectedly long time to produce their Learning Agreement and 

Portfolio of Evidence; 

 Attendance at peer group meetings being inconsistent;  

 Quality issues regarding work produced and 

 Evolving expectations on the part of tutors overseeing the learning. 

The Innovation Fastrack Program (IFP) was conceived in collaboration with a key industry partner, 

the Accelerated Innovation Group at Deloitte Digital. The IFP in no small part came about due to 

the ‘frustration’ regarding lack of successful outcomes from current and past approaches in building 

entrepreneurial and innovative capacity alluded to by researchers in the field. At the risk of verging 

on the utterance of yet more motherhood statements, educators must be innovative in overcoming 

institutionalised pedagogical inertia if they truly want to design and develop learning environments 

that reflect the nature of entrepreneurial and innovative approaches to business creation and 

sustainability. Credibility is critical in firstly, being able to foster collaborations with industry 

partners that have the resources and capabilities to enable things to happen. Secondly, being able to 

develop a value proposition that benefits students, industry partners and the university and thirdly, 

being able to walk the walk as well as talk the talk. In light of acknowledged shortcomings, the IFP 

was built upon an extensive review that benchmarked approaches to WBL and Enterprise Education 

both nationally and internationally and from direct input from the innovation team at Deloitte 

Digital in terms of ‘ideal’ graduate capabilities. Shortcomings of approaches to WBL and Enterprise 

Education were categorised into three main streams; 1) Differing stakeholder perspectives and 

evolving expectations, 2) Variability in student experience and 3) Level of industry partner 

engagement. This has enabled direct responses to be modelled in formulating a more successful 

approach to facilitating contexts for learning in regard to entrepreneurship and innovation. An 
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overview of the program design is now offered illustrating how constraining issues germane to 

experiential learning programs may be overcome. 

 
Differing stakeholder perspectives and evolving expectations: Prior to the program commencing, a 

workshop involving students, coaches, mentors and academic staff is held (including Ph.D. students 

associated with participating academics). The workshop is opened by the CEO of Deloitte Digital, a 

champion of the program who is an engaging public speaker and acknowledged thought leader on 

entrepreneurship and innovation. It is essential to have support for programs such as the IFP from 

key decision-makers in the organisation of the industry partner moreover it is highly beneficial to 

have such individuals participate in the program as it sends a strong message of validation regarding 

the value of the program to students, fellow industry colleagues and to academic staff. Students are 

walked through the program in terms of the ‘IFP Lifecycle’, a pattern of events and critical incidents 

observed in the program. Encapsulated in this lifecycle are expectations mapped to timelines, ‘war 

stories’ from past offerings that help contextualise the expectations, successful outcomes from 

previous programs and roadblocks and pitfalls to avoid. The CEO of Deloitte Digital is assisted in 

the presentation by graduates of the IFP who in frank terms detail their experiences of the highs (e.g. 

working with highly knowledgeable industry partners in creating innovative responses to problems 

or opportunities) and the lows (e.g. performance pressures and stress in dealing with uncertainty and 

complexity). We have found this peer-to-peer model is profound in terms of increasing motivation 

and reconciling disparate expectations. 

Following presentation from Deloitte, the academic project leader covers expectations 

concerning conduct and representation by students in respect to their peers, others in the degree 

program and the university at large. Clear benchmarks are articulated in reference to; attendance and 

time required on a weekly basis; weekly scheduling with particular attention paid to key milestones; 

assessment and evaluation criteria developed in close consultation with both Deloitte staff and 

graduates of previous programs. These are reviewed and refined following each program with 

innovations such as participant reflection e-journals using digital video uploaded to the IFP 

YouTube channel for the academic project leader to access.  

Variability in student experience: one obvious advantage the IFP has over for example, single 

student placements is the ability to accommodate between 20-30 students in each program offering. 

Students are allowed to self-determine their teams of no more than four with one proviso, there must 

be at least one international student in each group. Limiting the groups to 3-4 means there is 

nowhere to hide and the team must manage work and time expectations collectively (just as we must 

in the majority of workplace settings). Weekly, three hour workshops are held on a nominated day 

and each team presents on progress and roadblocks which are then discussed and action plans 

developed in situ by all members of the IFP. Following this, teams head to Deloitte where dedicated 
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space is afforded the innovation teams. These weekly workshops serve to iron out the creases 

regarding student experience and again peer-to-peer learning is highly useful in both solving 

problems and in illustrating the amount of work each team has undertaken (or not, as the case 

sometimes may be). The peer-to-peer engagement is also supported by digital collaborative 

platforms like Basecamp and Wordpress which enable issues such as student dislocation in self-

directed learning to be overcome. This approach is also highly effective in improving international 

student socialisation and in reducing their stress and as one student put it ‘feeling of helplessness’. 

Level of industry partner engagement: It is obvious that a high level of engagement from an 

industry partner(s) is essential for any program such as the IFP to be successful. It is useful to 

undertake a resource audit of any such program so there are no misconceptions as to what is 

required from all key stakeholders. Likewise, if strong commitment is desirable then this must be 

acknowledged in the work-plans of the industry coaches and mentors. We have also found that 

physical space is important in terms of design-driven innovation and Deloitte provide the teams with 

work-stations and also access to meetings rooms that are booked on demand. Essentially, the teams 

become ‘part of the family’ for the duration of the program and this has significant implications in 

terms of one of the most cited positive outcomes by participants; that they belong!   

Approaches developed and adopted in designing responses to constraints identified by 

researchers, participants and practitioners in the field have been briefly discussed to provide some 

level of prescription to educators wishing to craft and implement their own programs. The 

discussion also illustrates the level of analysis required to enable better outcomes to be realised in 

fostering opportunity recognition and realisation capabilities. Attention is now turned to findings of 

on-going research conducted into the IFP and implications for practice and further research. 

Findings 

Outcomes from the IFP have been longitudinally measured in four ways: 

1. By responses to the pre-test, test quantitative and qualitative surveys.  

2. Via feedback from debriefing workshops following the completion of each IFP. 

3. Through triangulation of Course Experience Surveys of students in the program conducted 

independently by the Survey Centre at the University. 

4. By measuring the impacts of the IFP on the employability of graduates of the program.  

 

Data has been collected over 5 years and aggregated to enable factor analysis in creating a scale or 

typology of variables that provide a framework for others in designing and delivering practitioner-

based learning programs (attached in Appendix). The sample size of n=152 for the proposed scale 

(labelled the Create-Substantiate-Activate or CSA Scale) is relatively small, however responses to 
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the measurement items are quite consistent over the 5 year period and indicate that at an underlying 

level key stakeholders in the IFP place significant value on this approach to learning. In addition, 

the influences of the IFP on graduate employment and the enterprise formation patterns of the 

students post-graduation are significant. The scale essentially groups factors that measure key 

aspects of the IFP into five components that are helpful in enabling us to interpret participant’s 

views regarding learning expectations, critical reflection, capability development and learning 

outcomes. The questionnaire was developed from previous work by Templeton et al (2002), Bailey 

et al (2004), Brody et al (2007) and Freestone et al (2007) and then pilot tested to ensure that data 

collected related directly to testing the efficacy of the IFP model.  

Of the 152 students who have participated over the 5 years of the IFP, 150 indicated the IFP 

‘exceeded their expectations’, whilst the remaining 2 rated the IFP as ‘meeting their expectations’. 

Similarly, in terms of overall level of satisfaction the mean score over 5 years tracks strongly at 4.89 

(on a 5-point Likert scale with 1 = to ‘Very Poor’ and 5 = to ‘Exceptional’). Supporting these results 

regarding overall expectations and satisfaction outcomes, results for the Course Experience Survey 

(independently carried out by the University) continue to trend upwards and remain well above 

university averages. For 2009, a Good Teaching Scale (GTS) of 97.4% was achieved benchmarking 

favourably against School of Management aggregated average of 51.6% and College of Business 

average of 58.7%, whilst 2010 and 2011 results were for both years 100% (GTS) with an Overall 

Satisfaction Index (OSI) of likewise 100%. Given students can at times be our harshest critics these 

solid results are encouraging and support findings from the longitudinal data collection and analysis. 

To emphasise, a consistent theme to emerge from the qualitative analysis is typified by the 

following student responses to the question “What is your overall impression of the program?” 

Student A responded, “I would pay the 16 grand for my entire degree just to do the Fastrack 

Program, it is just the most unbelievable way to learn”, while student B responded, “we all know 

that the program has helped lots of students get jobs with top companies and I hope I can do the 

same, it feels like I’ve just completed an MBA in 12 weeks!!!”. Student B’s response reflects the 

final data presented in this paper relating to the impacts of the IFP on graduate employability.  

Apart from the now twelve students directly offered positions with Deloitte as a result of the 

program, a further two international students were offered positions in Deloitte Singapore.  Most 

pleasingly, graduates from the IFP have been hired across diverse service arms in Deloitte for their 

ability to bring innovation to core service offerings. For example, two graduates were recently hired 

by the Partner for Tax and Global Employer Services even though they have virtually no discipline 

knowledge in tax. Graduates of the IFP are contacted one year after they have completed the 

program and evidence from graduated cohorts (of both domestic and international students) 

indicates there is a strong link between the outcomes of the IFP in terms of skill and capability 

enhancement and greater graduate employability and level of enterprise formation. Just over 96% of 
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students surveyed indicated employers specifically asked about the IFP in job interviews while 77% 

of students indicated employers directly hired them because of the skills and capabilities they 

developed and utilised in the program. Of the just over 35% of graduated students who actually 

launched their own ventures, 100% of respondents indicated the IFP was ‘highly influential’ in both 

their decision to launch their own business and in their belief they had the necessary skills and 

capabilities to establish and grow a successful and sustainable business. 

 

Conclusion and Implications 

This paper has presented research on a dynamic approach to overcoming the ‘robotisation’ of 

approaches to education in entrepreneurship and innovation. Knowledge economies underpinned by 

innovation are reliant upon the ability of key agents to enable knowledge transfers and spill-overs 

and it is essential that supporting linkages are developed in collaborative ways by HEIs and industry 

partners. Creating learning experiences for students that go beyond the static, into a domain 

dynamic and uncertain in nature enable us to move beyond rote researching and writing of business 

plans toward conceiving business opportunities, establishing proof of concept, developing mock-ups 

and prototypes and formulating and testing business models that enable both the students and 

industry partners to see first hand the path an innovation (which can be seen, touched, heard or 

smelt) will take to market. This is powerful learning and as many students have commented, they 

have learnt more from the IFP than from their entire degree. Similarly, industry partners and 

prospective employees are exposed to graduates that are ready to hit the ground running and in an 

environment of skills shortages and ageing populations this becomes significant in terms of new and 

fresh knowledge being infused into organisations and likewise in cost reductions associated with 

training and development. It also enables new venture creation given some 40 graduates of the IFP 

now operate their own viable businesses. These positive outcomes in terms of graduate 

employability and new venture creation skill and confidence support the notion that more 

widespread adoption of the developed approach (at not just the tertiary level) may have positive 

impacts upon entrepreneurial and innovative capacity building in a variety of contexts. 

The paper also provided insights into overcoming challenges relating to designing and 

managing experiential learning programs that have at their heart an unwavering desire to go beyond 

merely providing students with an experience. Specifically, the issues of differing stakeholder 

perspectives and evolving expectations, variability in student experience and level of industry 

partner engagement were examined. The IFP model offers entrepreneurship and innovation 

educators and practitioners an alternative to the class-based business planning paradigm. By using 

rapid prototyping of innovations in a nested industry-partnered model we afford students a greater 

measure of reality regarding product/service conceptualisation, development and commercialisation. 

This reality however is tempered to some degree as we are reducing commercial risk for the student 
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entrepreneurs by leveraging upon the resources of the industry partner. Not withstanding this, we 

have found the benefits from doing so outweigh potential for inappropriate learning outcomes as 

students must substantiate and validate their decisions and actions continually so as to understand 

the implications involved. This raises the possibility for educators to look at business accelerators 

developed in collaboration with industry partners as a long-term vehicle to revolutionise current 

approaches to contextualising entrepreneurial learning.   

Finally, the factors that emerged in empirically investigating key determinants contributing to 

developing entrepreneurial and innovative work-ready skills shift analysis beyond the macro level 

view that we learn by doing. A more granular view of important elements of the learning process 

such as self efficacy, achievement, mentoring and coaching, dealing with uncertainty and 

complexity, social interaction (both in physical and virtual forms), group dynamics and leadership is 

required. Underpinning this lens adjustment we must carefully design learning contexts in 

collaboration with committed industry partners that facilitate creativity, informality, curiosity and 

emotional intelligence by uncompromisingly requiring that we walk the walk through immersion in 

real-world problems and opportunities.  
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Appendix: Key Determinants Significant in Developing Entrepreneurial and Innovative 
Enterprise Skills 

Rotated Component Matrix 

 

 

 

 

 

 

 

 

 

 

 

 

 

Interpretation of Components 

Component 1 is labelled ‘Industry Engagement’. Results point to the compelling need for 

substantial and active engagement by industry partners for any practitioner-based learning program 

to be of value. This is particularly so given the high level of uncertainty involved in creating and 

developing innovations. It also points to a bimodal model being useful in overcoming issues 

concerning level of industry partner engagement and links graduate employability to the approach 

by virtue of graduates of the program being employed by the industry partner then given an active 

role as coaches in subsequent programs. This serves to ease the operational strain on high level 

industry experts and contributes to the sustainability of such programs. Students strongly support the 

value of working with highly skilled and experienced innovators and likewise coaches/mentors 

value the ‘fresh perspectives’ brought to the table by student innovators. The qualitative responses 

collected similarly support the notion that such an approach to applied learning must be of value to 

all stakeholders in the process. Component 2 is labelled ‘Future Foundation’ supporting the 

appropriateness of a capstone unit in an entrepreneurship degree that eschews the chalk and talk 

approach to learning, instead facilitating a learning environment that enables students to be forward 

looking so that opportunities may be recognised and importantly acted on. This result underlines 

that HEI entrepreneurship programs would be well served by looking to build long-term 

Rotated Component Matrixa 

 Component 

 1 2 3 4 5 

Level of coaching .918 .019 -.078 -.043 -.102 

Level of mentoring .861 .000 .069 .079 .334 

Working with industry experts a valuable experience .776 .356 .203 .118 .075 

Appropriate capstone course of degree .182 .876 .067 .013 .073 

Learning will be valuable in future business endeavours .059 .790 .099 .314 -.302 

Ability to deal with uncertainty and complexity .121 .717 .043 .246 .201 

Employability enhanced .114 .016 .896 -.135 .054 

Skills & capability gaps identified -.200 .319 .850 .191 .288 

Greater understanding of product/service commercialisation .155 .321 .832 .281 -.168 

Ability to think in novel and creative ways .213 .112 .798 .103 -.087 

Effective team dynamics -.040 .295 -.021 .862 .168 

Self confidence in skills & abilities increased .440 -.178 .149 .764 .011 

Able to apply directly knowledge & abilities gained in 
degree 

-.135 .368 .302 .760 .124 

Able to develop new skills & abilities .143 -.321 -.054 .122 .843 

More likely to take on a leadership role if required .245 .134 .198 -.210 .811 

New skills in dealing with team dynamics developed .098 .464 .213 .127 .714 

Extraction Method: Principal Component Analysis.  
 Rotation Method: Varimax with Kaiser Normalization. 

a. Rotation converged in 6 iterations. 
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collaborations with, and this is key, industry (or community) partners that recognise the importance 

of developing learning environments for essentially inexperienced undergraduates characterised by 

creativity, informality, curiosity and social interaction. Through immersion in real-world problems 

and opportunities educators, their students and industry partners are afforded greater insights into 

important elements of the learning process such as self efficacy, achievement, dealing with 

uncertainty and complexity, group dynamics and leadership.   

Component 3 is labelled ‘Graduate Employability’ expressing the viewpoint that the dynamic 

framework the IFP provides will enhance graduate employability as a result of critical reflection 

regarding skill and capability gaps. The duality of actively reflecting on shortcomings whilst being 

deterministic in regard to skill/capability development and enhancement, speaks to the efficacy of 

requiring students to think in novel and creative ways in prototyping innovations as part of the new 

product/service commercialisation process, as opposed to a class-based business plan approach. 

Component 4 is labelled ‘Confidence in Skills and Capabilities’ and supports Raelin’s (1997) 

research on the impacts of explicit and implicit knowledge as worthy of attention. By creating a 

learning environment where there is nowhere to hide, that requires students to extend and apply 

their knowledge, skills and capabilities we effectively enable young innovators to discover they 

belong; that they can operate at a level even they did not feel possible, and one of the hallmarks of 

the IFP is that each year we see more creative, innovative and outstanding performances and results. 

The power of self-belief cannot be overstated and a strong component of the lifecycle of the IFP is 

the growth in how students deal with volatility by developing the ability to articulate and validate 

their position on critical decisions and actions. They come to realise it is not essentially about being 

right or wrong but more about the process in reaching a state of action. Critical to this, is the way 

they self-organise and deal with team dynamics understanding that effective social interaction is not 

necessarily about liking everyone or being liked themselves but more about harnessing the diversity 

and power in the collective towards achieving outcomes of common purpose.  

Component 5 is labelled ‘New Knowledge, Skills and Capabilities’. This component explicitly 

groups factors that reflect the approach to learning in the IFP results in students not only being more 

self confident, they also come to develop greater self efficacy by understanding that collectively 

they can perform at a level lauded by even the very best in business. Underlying this increase in 

self-belief students in the qualitative section of the survey instrument consistently point to their 

growth in leadership skills. The following response from a graduate of the 2010 program is 

indicative, “when I started this program I was so nervous, as an international student I never speak 

up or lead a group – I usually sit quietly and hope nobody asks me anything. But I am a new person 

now, I no (sic) I can be a leader because my teacher and my coaches and mentors have encouraged 

me and my team mates to not worry about failing but to focus on being action minded to build up 

what teacher calls the thousand building blocks of experience’. Conversely, students more overt in 
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taking on leadership positions report they find taking on more of a team player role highly 

satisfying, as one student noted “what a blast to not have to worry about making sure everyone does 

their thing it was heaps fun to enjoy achieving stuff I didn’t think possible with people I hardly 

knew”. 
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Abstract 

Instructional technology has been integrated into teaching activities for a long time. The 
purpose of the study was to compare University students’ performance in using an e-Book as 
an effective pedagogical tool (experimental group) versus traditional handout instruction 
(control group) in an TOEIC-based after-school English remedial program. The study was 
also to investigate the impacts of student learning motivation by integrating e-Book tools. 
The researchers employed a quantitative and questionnaire methodology design. The study 
participants were 24 sophomore English underachievers students between 19 and 21 years of 
age and enrolled in a technical university in Northern Taiwan. The result showed that 
students obtained higher performance in using an e-Book tool than in traditional handout 
instruction. The results also showed that learners expressed positive viewpoints toward the 
usage of the e-Book in the after-school English remedial program and the experience of 
media integrated learning. Therefore, by means of the integration of instructional technology 
and media attributes in low-achieving English students, this study made suggestions 
regarding the adoption of technology for the English remedial program.  

Keywords: After-School English Remedial Program, Traditional Handouts, E-Book, 
Motivation, Performance 

Introduction 

Technical university students experience some obstacles to learning excellent English. 
Most students who enroll in a four-year technology college in Taiwan are often regarded as 
students of low-academic performance. With the rapid expansion of colleges and institutions, 
as well as the development of English education in many countries, English reading and 
writing are of ever greater importance. However, the Administration of Education, and more 
industrial incorporations in Taiwan, use the General English Proficiency Test (GEPT) or other 
equivalent tests such as the Test of English for International Communication (TOEIC) to 
measure an applicant’s qualification for employment and promotion (LTTC, 2007 & ETS, 
2010). More and more schools require students to pass the elementary level of GEPT or 
above 400 points of TOEIC before graduation. The learning motivation was proposed and 
verified with field testimony by American Psychologist Mihaly Csikszentmihalyi, who 
believed that with specific, instance responses, people can devote themselves to a challenging 
situation without distraction; thus he or she can achieve his or her goal and ultimately achieve 
happiness and satisfaction. Csikszentmihalyi (2006) also suggested that when people satisfy 
enjoyment and pleasure at the same time, he or she can reach his/her optimal experience. 



 

 

Consequently, Lin and Tsai (2007) revealed that it was critical to design adequate learning 
activities with advanced technology teaching tools so learners become more devoted. Hence, 
English teachers should keep increasing their teaching quality and teaching effect, especially 
for students with lower motivation, by designing a proper learning curriculum and turning 
these target students into more devoted learners. Therefore, critical tasks for researchers 
include determining how English instructors should assist low-achieving English students and 
how English teachers can motivate those students to learn English better than before. The 
purpose of the study was to compare University students’ performance in using an e-Book as 
an effective pedagogical tool versus traditional handout instruction in the after-school English 
remedial program. The purpose of this study also attempted to explore the impacts of student 
learning motivation by integrating an e-Book tool in the after-school English remedial 
program. However, English is a pivotal vocational skill for all technology college students in 
Taiwan (Chen, 2001). Thus, this study hoped to explore the learners’ motivation about an 
e-Book usage in English and consequently enable students to enhance their English reading 
performance. English learners in Taiwan are a group of students who spend much time and 
energy in learning and trying to use English in their poorly integrated learning environment, 
but often attain little achievement and progress. It is hoped that the results of this study will 
enable Taiwanese teachers of English to update their pedagogy and integrate such a new 
teaching technology in their classes in the future. 

 
Literature Review 

 
Low-achieving English students are one kind of underachievers. There are three 

definitions of underachievers. First, a student has average intelligence but performs lower in 
general subjects. Second, a student performs below the average scores of the entire class. 
Third, the student performs lower and scores lower, in all subjects, than other classmates 
(Csikszentmihalyi, 2006). Therefore, there are more and more after-school remedial 
programs that need to be built up in order to assist underachievers in performing better. 

TOEIC is the global standard for assessing English proficiency for business. The 
TOEIC test is an English language proficiency test for people whose native language is not 
English. TOEIC test scores indicate how well people communicate in English with others in 
the global workplace. The test does not require specialized knowledge or vocabulary; it only 
measures the kind of English used in everyday activities. Today TOEIC test scores are used 
by over 10,000 companies, government agencies and English language learning programs in 
120 countries, and more than 6 million TOEIC tests were administered in the year 2010 
(ETS, 2010). Therefore, setting up the TOEIC-based after-school remedial English program 
for assisting underachievers to perform better in this study is an important credibility issue. 

Cooperative learning has been discussed by many researchers since 1960. Due to the 
fast-changing teaching media arena, cooperative learning has been applied from traditional 
classroom to computer-assisted instruction, and furthermore, into Internet cooperative 
learning. Cooperative learning is a systematic teaching strategy. It is mainly used in a 
planning activity in order to seduce the efficient interaction between group members. This 
can assist group members to help each other and increase learning effects (Sachs, Candlin, 
Rose, & Shum, 2003). Engstrom and Jewett (2005) suggested that the key points of learning 
should include the interaction between students and the interaction between teachers and 
students. Bento and Bento (2000) discovered that in the distance learning environment, 
cooperative learning does contribute to the discussion between students.  

Traditional education with a technology assistant is the trend of education. Emerging 
technologies provide opportunities for not only instructor-student, but also student-student, 



 

 

real-time, and/or time-delayed collaboration. The e-Book has multiple features with 
collaboration learning characteristics. Learning through e-Book devices is one of the newest 
methodologies to aid the next generation’s learning (Chen, 2009). The learning content of the 
e-Book is comprised of either audio or video MP3/MP4 recordings that can be downloaded 
directly to the desktop computer, as well as to various mobile devices. Video or audio can be 
a useful tool to supplement practical exercises such as business simulations (Lonn, 2009). 
Therefore, the purpose of this study was to set up the TOEIC-based after-school remedial 
English program with two different teaching media - traditional handouts and e-Book - to 
investigate how those two media affect students’ learning performance. 

 
Motivation is defined as “the inner pulse, emotion, or desire that drives a person to a 

particular action” (Brown, 1994; Chu & Huang, 2007). In terms of a language-learning 
situation, “Integrative motivation is understood by some theorists as the kind of motivation 
that leads to students’ high language proficiency, but others hold opposing views and argue 
that instrumental motivation plays a more significant role in the EFL setting” (Makarchuk, 
2005; Warden & Lin, 2000). Motivation is one factor that contributes to success in learning 
English (Lin & Tsai, 2007); therefore, teachers should develop techniques to enhance 
learners’ motivation, and maintain that motivation to help low-achieving English students 
with their English performance (Cheng & Dornyei, 2005). The researchers decided to use two 
different teaching media - traditional handouts and the e-Book - in order to investigate how 
these two media affect the learning motivation of low-achieving English students in an 
after-school remedial English program. 
 

Methods 
 

The researchers employed a quantitative methodology design in this study to compare 
students’ learning performance in using an e-Book as an effective pedagogical tool to a 
comparative sample of students’ learning performance who received traditional handout 
instruction. Twenty-four English underachievers in their sophomore year were divided into 
two groups and used as subjects. Those study subjects were non-English major students 
enrolled in Sophomore English classes as a required foreign language course. The 24 students 
were randomly assigned to either the control or experimental group by using a table of 
random numbers to select students randomly according to their student ID number. Each 
group consisted of exactly 12 students in a class. All subjects participating in this study were 
male students between 19 and 21 years of age. All subjects participated in the two different 
teaching media, learning the same topics they would be studying in an after-school English 
remedial program. Most of the students (96%) had prior computer experience; however, very 
few of these students had used the e-Book in the past. The researcher, selected English 
instructor was assigned to teach both the control and experimental groups. The experimental 
group was administered e-Book tool while the control group received traditional handout 
instruction on the required English reading articles. Reading was done after class. The 
TOEIC’s official website demonstration sample tests constituted the articles to be read in this 
program. The English reading score was administered to the two groups before and after the 
treatment and the scores were analyzed for significance. Moreover, The researchers 
employed a questionnaire methodology design to investigate the impacts of student learning 
motivation by integrating an e-Book tool in an TOEIC-based after-school English remedial 
program. The researchers administered all of the student tests. To determine the learning 
motivation of the students, the researchers distributed a 5-point scale self-assessing survey 
form to the two different group students before and after the treatment. To ensure the 
respondents’ understanding of the survey questions, the researchers provided Chinese and 



 

 

English versions of the questionnaires for the participants. The questionnaire contained two 
parts: part I asked for personal background information and part II asked for measurements of 
motivation in a 5-point scale (5-point Liker-type items) of self-assessment to categorize 
responses. Respondents could pick one of 5 alternative response ratings from (1) strongly 
disagree to (5) strongly agree. The questionnaire consisted of 15 questions, using the sample 
rating scale approach and targeted at understanding the motivation of after-school English 
remedial program students relation to these two different teaching media. The content of the 
questionnaires were reviewed by five experts and pilot study was carried out. The internal 
consistency reliability coefficient, Cronbach’s  was reported as .93 for the test questions. 
The content validity ratio, CVR, was reported as .87 for the test questions.  

 

Results 

The means and standard deviations are presented for the pretest and posttest scores for 
the two different groups. The result indicated that the e-Book group showed a considerable 
increase in the means of the scores between the pretest and posttest (M =34.37, SD = 8.69; M 
= 67.28, SD = 3.12). Moreover, the results show that the e-Book group performed 
significantly better on the posttest than on the pretest, t(11) = -12.183, p < .05. This was an 
indication that the e-Book instruction had improved students’ performance. Additionally, the 
traditional instruction group, which received traditional handout instruction, showed little 
increase in the means of the scores between the pretest and posttest (M = 36.32, SD = 3.97; M 
= 49.37, SD = 7.52). The results also show that the traditional instruction group performed 
significantly better on the posttest than on the pretest, t(11) = -2.83, p < .05. This was an 
indication that traditional handout instruction had improved students’ performance. 

The differences between the control and experimental groups’ pre-test score means 
were examined by an independent t test. The result showed no significant difference between 
the means, t (22) = -0.78, p > .05. This indicated that the experimental group pre-test score 
mean was not significantly different from the control group pre-test score mean. The 
differences between the control and experimental groups’ post-test scores were examined by 
an independent t test that produced a statistically significant difference, t(22) = -12.24, p 
< .05. This indicated that the experimental group post-test score mean was significantly 
higher than the control group post-test score mean. These results showed that the students 
using an e-Book instruction showed a significantly better performance than students using 
traditional handout instruction.  

Additionally, a dependent t test was used for comparing the pretest and posttest 
responses of these two groups on the motivation questionnaire scale. The mean of the score 
for the posttest (M = 38.28, SD = 3.12) for the traditional handout instruction group was 
almost the same as the pretest (M = 37.52, SD = 4.69), t(11) = -1.38, p > .05. Thus, for the 
traditional handout instruction group, students’ motivation rarely changed after completing a 
series of traditional handout instructions. The posttest mean (M = 57.37, SD = 9.02) for the 
e-Book group was greater than that for the pretest mean (M = 37.86, SD = 9.27). The result 
indicate that the e-Book group motivation performed significantly better on the posttest than 
on the pretest, t(11) = -8.25, p < .05.  

 
Conclusions 

 
A significant difference was found in the results of the performance pretest and posttest 

scores for the traditional handout group, and e-Book group. These indicated that 
low-achieving English students’ learning performance changed after completing a series of 
after-school English remedial programs for these two groups. Furthermore, the results 



 

 

showed that the e-Book English reading score means were significantly higher than the 
scores for traditional handout instruction. The findings indicated that students using an 
e-Book as an effective pedagogical tool had significantly improved students’ learning 
performance in a TOEIC-based after-school English remedial program compared to 
traditional English instruction. Therefore, these findings implied that low-achieving English 
students who used the e-Book made progress on their test scores better than students who 
used traditional handout. Moreover, for the traditional handout instruction group, students’ 
motivation rarely changed, and the motivation of e-Book group performed significantly better 
on the posttest than on the pretest after completing a series of after-school English remedial 
program classes. The reason might be that students have higher self-esteem, and catch more 
people’s attention, when they use the high technology like the e-Book. Since the design of the 
interface provides a clear, consistent, and attractive communication because the quality of the 
interface contributes to the ability of the user to perform well (Levin, 1997). The visual 
design of the interface affects the impression that the user has of the interface, the 
understanding of the interface, and the desire to use it (Mayer, 1992). But others hold 
opposing views and argue that instrumental motivation plays a more significant role in 
language setting (Makarchuk, 2005; Warden & Lin, 2000).  

 
E-Book tools have shaken every field also including education one. By using Internet 

and multimedia to transform the content and text into e-Book, e-Book allowed readers to read, 
download, and access anytime and anywhere they want. The reading content with 
combination of text, sounds, and pictures has more multiple features for users to learn in 
linguistic language (Liu, 2006). To sum up the points of views of Amazon (2011), the 
promoter of e-Book, there are three advantages of e-Book: (a) It is marketed as more suitable 
for displaying newspaper and textbook content; (b) Through a service called "Whispersync", 
teachers or students can synchronize reading progress, bookmarks and other information 
across e-Book hardware devices; (c) Last, but not least, it has significant function of reading 
pronunciation through e-Book hardware devices. Based on the findings of this study, e-Book 
had improved students’ learning motivation in a TOEIC-based after-school English remedial 
program. This finding implies that graphics, or a combination of graphics and English texts, 
can attract students. E-Book usage can offer students to communicate with their classmates 
and teacher more easily. Lastly, the e-Book can be beneficial to students’ learning 
performance, as long as the technology does not become distracting. Learners who studied 
the e-Book reinforced and made progress in English test scores. Moreover, learners expressed 
positive motivation toward the usage of an e-Book in an after-school English remedial 
program and the experience of media integrated learning. Therefore, through the integration 
of instructional technology and media attributes in low-achieving English students, this study 
makes suggestions regarding the adoption of technology for an English remedial program. 

 
Research is a valuable process. Educators should adopt the most efficient means for 

students to benefit from instruction. The following recommendations are made for further 
study. 
1. This study should be replicated using a longer period of time for using e-Book in other 

English courses. 
2. This study should be replicated using other English education programs to determine 

whether e-Book usage is effective for different types of English education. 
3. Periodic follow-up studies should be conducted on the effects of gender, age, hours 

spent on e-Book per week, and other demographic variables to performance on English 
education when using the e-Book tool. 

4. This study should be repeated across other college schools to determine whether the 



 

 

significant results found in this study remain constant over other locations.  
5. It would have been significant to discover to what extent the tool improved 

participants’ learning in the future. 
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Abstract: 
Teacher education and education have come under increasing attack recently. Many of 
the policies to reform teacher education are harmful, partly because they are based on 
erroneous assumptions about human nature and the educational process. The following 
questions are briefly explored:  What is the role of politicians and philanthropists in 
reforming teacher education? What are the claims and contexts that suggest teacher 
education needs reform? Who is responsible for getting the “best and brightest” into 
teaching? Do the suggested teacher education reform policies work? How do we 
honestly, fairly and helpfully evaluate teacher candidates and their programs? 
 

 
What is the role of politicians and philanthropists in reforming teacher education? 

 
Teacher education has become the object of criticism from several sectors (Cruz, 2009), most 
influentially from politicians and philanthropists. For example, the U.S. Secretary of Education, 
Arne Duncan stated "By almost any standard, many if not most of the nation's 1,450 schools, 
colleges and departments of education are doing a mediocre job of preparing teachers for the 
realities of the 21st century classroom," (October 22, 2009). When Bill Gates, one of the richest 
men, overseeing the world’s largest philanthropic organization, criticized education, the media 
“reported Gates’ assertions in an unquestioning, almost awestruck tone” (Colvin, 2005, p. 34).  
 
Those who work in the extremes of power and wealth in society can greatly influence public 
policy and perceptions. Politicians and philanthropists can control and sway through their ability 
to create policies and criticize actions.  
 

American philanthropy, by local and national foundations, corporations, and wealthy 
individuals, has played many important roles in K–12 education: creating new schools, 
underwriting research, funding scholarships, testing hypotheses, generating new 
curricula, invoking ideals, setting agendas, bolstering training, and building a case for 
policy changes. Foundation money is so widespread, and so sought after, that few in 
education are unaffected (Colvin, 2005, p. 36). 

 
Using power and money to try and solve societal problems may be a noble endeavor, but if their 
knowledge is wrong or their motives self-serving, the results can be disastrous. If high placed 
and respected individuals say teacher education is “doing a mediocre job” and use their political 
and financial power to create policies to change it, who are we to argue. Moreover, if we do 
argue, especially if we are educators, we are accused of bias and self-interest.  
 
As an educator and teacher educator, I admit to both bias and self-interest. Though I have spent 
my adult life trying to be overcome them, and have striven to be honest, caring and fair, I none-
the-less still suffer from privileging my own limited views and interests. Though I have been 
committed to discovering the truth, serving others and doing the right thing during my 40-year 
career as a teacher and teacher educator, I could do and be better. As I am coming to an end of 
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my career at a time when teacher education is coming under increasing attack, I feel the need to 
take a stand for what I think is right.  
 
I believe the critics of teacher education are also biased and self-interested. Many of their reform 
agendas reflect materialistic worldviews and values that do not promote equity and the best in 
human nature. Their views dominate modern partisan politics and capitalistic enterprises and 
pose a threat to the well-being of teacher education. They unashamedly promote their prejudices 
and interests in reform policies that educators are impelled to accept.   
 
Their policies are often based on limited views of prosperity and progress. In the complex and 
nuanced world of teacher education, reformers should consult with the parties involved if they 
wish to build relationships and capacity for sustainable development. They should not assume 
that the participants are not willing or equipped to make adjustments needed to accommodate to 
changing conditions and knowledge. A paternalistic approach will limit chances in making real 
progress. As we are open-minded and learn from our mistakes in the spirit of cooperation, 
tolerance and concern, we will gain the needed insight and attitudes to make significant 
improvements.  
 
Of the limiting materialistic views is the belief that humans are motivated largely by animal 
instincts and self-interest. It is true that we have these tendencies, but we also have higher 
natures, that, if properly developed, lead to altruism, cooperation and other noble character traits 
and virtues. Whereas politics and business focus on power and profits where short-term gains 
and interests are emphasized through competition, education focuses on learning and character 
development emphasizing community interests, long-term benefits and cooperation.  
 
The values and behaviors of politicians and financiers have kept them from long-term 
sustainable solutions that serve the best interests of humanity. These attitudes do not even serve 
their own best interest, though they may appear to in the short term.  The select few who obtain 
power and financial resources appear to benefit, but their limited gains are outweighed by the 
concomitant suffering and social unrest that results.  The rules by which they play reduce 
humans and human values to economic goods. I believe their reforms based on materialistic 
worldviews encourage the worst parts of human nature, while discouraging the best, and will do 
harm to teacher education 
 
Philanthropy represents the better parts of our nature. It is a desire to improve and benefit others, 
to act charitably, serve the general good and to love all humanity. Political leaders should also be 
philanthropists in their desire to secure the material, social and spiritual welfare of humanity. 
Teaching and teacher education is also a philanthropic endeavor. If teachers are not motivated by 
a love for and desire to benefit their students, they will be limited in their ability to help those 
students develop the skills, knowledge, attitudes and insights needed in life. This spirit of 
philanthropy is needed in education; however, it is being eroded by the political passions and 
economic policies that appear to love power and money more than the ideals and ethics of  to 
which educators are committed and expected to follow..  
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The desire and effort to improve the world through charitable contributions and activities is a 
noble and high calling. I think we need more of it, not only in education, but also in all sectors of 
society. People motivated by philanthropy have done tremendous good in the world, whether it is 
a small act of kindness or eliminating hunger and disease. As the powerful and wealthy in 
society give voluntarily of their talents and resources to benefit the greater good, both they and 
the recipients will benefit in multiple ways. However, philanthropists and politicians who 
hypocritically, arrogantly and paternalistically force their agendas on others will accomplish 
little. Ethics and values cannot be ignored. The true spirit of philanthropy, cooperation and 
humility is needed to enlist the minds, hearts and wills in progress.  
 

What are the claims and contexts that suggest teacher education needs reform? 
 
Is teacher education broken? That depends on your perspective. I see teacher education as a part 
of an ailing and corrupt political and economic system that is blaming many of the problems 
policy makers have failed to address in society, such a poverty and inequity, on education in 
general. Many of the claims of a broken teacher education system and the proposals to fix it are 
not supported by experience or scientific evidence. Can teacher education be improved? It must, 
but its welfare cannot be separated from the other communities and institutions of which it is a 
part.  
 
I have been engaged in trying to improve teacher education for many years and offer this paper 
as but one more attempt to do so. It is but a small effort to look at teacher education in a way that 
is thoughtful, fair and considerate so that it may fulfill its mission better. I hope that it manifests 
the spirit of philanthropy, cooperation and humility so that we can find some unity among our 
diversity of views to advance teacher education. This unity in diversity will serve as the engine 
for ongoing development. For those interested in a deeper more extensive treatment of this topic, 
you may contact me for a free copy of my book, Truth, Love and Justice: A New Paradigm for 
Education and Its Reform. 
 
As teacher education adjusts to new needs and challenges, better ways of preparing teachers 
should be developed and tested. This improvement and reform should be an ongoing process, our 
modus operandi. However, change should be based on collaboration using sound knowledge and 
practice, not through the imposed ideological positions of either entrenched teacher educators or 
those with political and economic power.  
 
The recent policy reform process is partly a backlash to perceived liberal changes introduced into 
schools in the 1960’s (Evans, 2011). Federal and state officials have promoted these ideas in 
their educational policies, such as alternative routes to certification, standardized testing, merit 
pay and teacher evaluations tied to student performance. Many states recently changed their laws 
to align with the above policies in attempts to improve their chance of getting some of the federal 
Race to the Top (RTTT) funding. The federal RTTT competition was very effective in pushing 
through educational policies that would have not happened otherwise, even in those states that 
were not selected for funding. As with other reforms that are attached to funding, the policies 
may be bad, but the money is so attractive that principles are compromised. 
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These are examples of a growing trend of damaging changes to educational policy coming from 
politicians, policies encouraged by the corporate community who stand to benefit financially 
from the privatization of education. New rules relax the state standards for obtaining a teaching 
certificate and eliminate quality assurances, standards and expectations found in the “old and 
traditional” university based teacher education programs for the “new and improved, quick and 
easy” alternative route preparation for certification of teachers, educational administrators and 
other educational personnel. They also reduce effectiveness measures primarily to narrow and 
superficial test scores. 
 
Federal and state governments have moved ahead their education reform agenda aggressively 
and effectively with little or no input from teacher educators. These new policies serve neither 
the best interests of the people nor the stated intentions of the politicians. Our future depends on 
our political, economic, social and moral systems working together to face the increasingly 
complex and interconnected problems of society. These systems affect teacher education, and, in 
turn, are affected by it. We can reform teacher education and education, but it will not solve our 
political or economic problems. Even if they could, the policies currently being implemented by 
leaders will harm the state of education and the ability of teacher education to fulfill its mission. 
 

Who is responsible for getting the “best and brightest” into teaching? 
 
I agree that “Great teaching starts with getting the best and brightest into teaching, and making 
sure their education equips them to succeed at inspiring students in the classroom” (Snyder, 
2011, p. 9). What policies are likely to attract the best and brightest to become teachers? How do 
we best prepare teacher candidates to inspire their students? Who ultimately controls those 
policies? In other words, who is to blame if teacher education does not attract the best and 
brightest? Who is responsible for teacher education? I believe we are all responsible, even those 
sitting on the sidelines watching the show. We all can play a part in improving the situation. We 
can start by acknowledging that the best and brightest in most societies are encouraged to pursue 
careers that earn the most respect, power and money. 
  
Calls for the best and brightest seem hollow in the face of policies that privilege alternate and 
emergency routes to teacher certification.  These policies allow easy entry into teaching 
bypassing the so-called low standards for which they criticize. These same policy makers also 
call for increased quality and quantity of clinical and field experiences in accredited programs 
while promoting policies that endorse alternative routes that are very limited in both of these 
areas.  
 
Increasingly, many reform proposals are based on economic and business interests, rather than 
educational concerns. These reform models seek to quantify and put a price on the intricate and 
complex activities of education, reducing them to a single test score. They are harmfully 
reductive, skewed and faulty, based on market models that have failed to serve the best interests 
of society while making enormous private profits for a few. Now this failed model is imposed on 
teacher education to diminish and devalue it in the name of reform.  
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Politicians should first take the time to recognize what is currently being done to allow only the 
brightest into teaching. Almost all states require students pass state administered and monitored 
standardized tests in basic skills before they can enter into a teacher education program. Like 
medical and law students, teacher education students are required to achieve a certain score to be 
admitted into their professional programs and must pass another specialized test to be licensed to 
practice. Most states set the standards needed in the area of basic skills to enter into teacher 
education, and in the areas of content and pedagogical knowledge to be certified as a teacher. If 
evidence suggests these standards are deficient, then the states can and should raise them.  
 
However, if policy makers are truly concerned about recruiting the “best” students into teacher 
education programs, they have a host of  other physical, social, emotional, psychological, moral, 
intellectual, pedagogical, legal and civic standards beyond the currently required narrow 
standardized tests that should be met before allowing someone to teach in our schools. Do their 
policies account for these qualities in becoming a teacher? How do their policies support teacher 
education to see these that diverse and hard-to-evaluate standards are met? Why do they lower 
requirements when there is a teacher shortage or when for-profit enterprises wish to certify 
teachers?  
 
One of political and corporate leaders’ complaints is that standards in teacher education 
programs are too low. I agree. Teaching is not for weak students and teacher education programs 
should not admit and retain candidates with low academic ability. However, some of the 
perceptions of low standards are erroneous, as are the suggestions for improving them. Before 
we accept the complaints about teacher education programs being of low quality, too theoretical, 
or too removed from the day-to-day realities of the classroom, we should examine what current 
teacher education programs require of its candidates before they allow them to teach.  
 
Though critics often cite that the SAT scores of high school students who say they want to 
become teachers are lower than the average of other college bound students, they do not say how 
many of those students actually get accepted into a teacher education program or become 
teachers. A policy information report by the makers of SAT, the Educational Testing Service 
(ETS), compared 2002-2005 prospective teachers who took the Praxis II test with a cohort from 
1994-1997 and similar demographics between the two, but “The academic profile of the entire 
candidate pool has improved” (Gitomer, 2007, p. 3).  
 
At my institution, if we compare grade point averages of teacher candidates in the subjects for 
which they are being certified to teach with those students who are majoring in the subject but 
not in teacher education, the teacher education students get higher average grades. We have file 
drawers filled with applications of students who said they wanted to become teachers when they 
applied to our university, but did not meet our standards to be admitted in teacher education. We 
have other drawers for those who were admitted, but failed to meet our increasingly challenging 
requirements to become certified. 
  
If the government feels teacher education standards are too low, they have the authority to raise 
them. Every accredited teacher education program must meet or exceed the state requirements. 
However, that is not their solution. Their solution is to lower state requirements for alternative 
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routes to certification. These alternative routes are not held even to current state standards, let 
alone the higher standards by which university based teacher education programs abide. How 
does this fix the problem of low standards and poorly prepared teachers? 
 

Do the suggested teacher education reform policies work? 
 
Will policies that create low salaries and status, poor working conditions and denigrate teachers 
help teacher educators attract the best and brightest and encourage them to inspire their teacher 
candidates so that they in turn will inspire their future students? Will laws and policies that limit 
or bypass the authority and autonomy of teacher educators and their programs accomplish these 
goals? Popular policies for teacher education reform seem to de-professionalize teaching and 
seek quick and easy measures of performance that are not valid. 
 
The new philanthropists “believe good leadership, effective management, compensation based 
on performance, competition, the targeting of resources, and accountability for results can all pay 
dividends for education as well as for foundations” (Colvin, 2005, p. 37). These policies though 
seemingly based on common sense and thus deemed inarguable,  suggest none of the qualities 
philanthropists seek are evident in current policy. Some reforms may help in some 
circumstances, but may not improve the system as a whole. For example, views of good 
leadership and effective management differ from person to person, from time to time and from 
situation to situation. What may work for one person at one time in one situation may not work 
in another. Good leadership should look different in schools and classrooms than it does in 
political or financial organizations. Management, performance, competition and accountability 
should all look different as well as the social dynamics and realities vary in each institution. 
  
Some reformers seem to forget that teaching should or could be a calling and that many among 
the best and brightest go into teaching because they want to be teachers, not to become rich or 
powerful. Yes, teachers should be among the best and brightest in our society, but they also need 
to have the commitment and character needed to be successful in the classroom. Politicians and 
philanthropists could create policies that encourage these qualities; however, they seem to be 
doing the opposite. It is very hard to legislate for the character, excellence, professionalism and 
commitment needed to be a good teacher. The superficial standardized tests the states use for 
entry into the profession are, at best, selection criterion that only measure a very limited and 
superficial slice of one of the many capacities, basic cognitive skills, needed to be a good 
teacher.  
 
Why then do the United States Department of Education (USDOE) and foundation policies 
strongly encourage states to expand testing, alternate certification, and a host of other destructive 
policies? Policies that advantage alternative routes to teacher certification and bypass accredited 
teacher education programs and the high standards and strong clinical experiences they require 
seems more about privatization and corporatization than educational excellence. Why are leaders 
not advocating for similar policies in the professions that are already privatized and profit-
motivated? 
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The number of new alternative-route-prepared public school teachers hired has risen to about one 
out of three nationally. In 1997-98, 6,028 teachers were certified through alternative routes, but 
by 2007-08, that number had increased tenfold to 62,000 (Feistritzer, 2010). With current 
support by politicians and philanthropists, we can expect it to increase exponentially in the 
future.  These alternative routes to teacher certification vary in quality. Many are offered through 
universities and some have higher standards and expectations than traditional programs. 
However, most alternative routes to certification require less of, and give less to. their teacher 
candidates than do traditional university-based programs. 
 
Though some politicians call for more clinical experience and “rigorous performance-centered 
assessment” (Snyder, p. 10), their reform policies allow alternative routes to certification to 
avoid them. While political leaders call for teachers to be better prepared, their policies both 
limit the quality of their preparation as well as the requirements for continuing education and 
ongoing certification. How is reducing our expectations of teachers through the lowering of 
requirements to become a teacher and of those needed to obtain an advanced professional 
certificate improving teacher education or education?  
 
Reform policies that allow quick entry into teaching and educational administration for those 
who do not want to go through university programs may be justified when there are no better 
options. However, to criticize the low standards of the status quo while praising the “new and 
improved” alternatives that require even less seems hypocritical. The rhetoric behind these 
proposals seems to be aimed at criticizing teacher education as a failed enterprise while 
endorsing alternative routes as the solution to our educational problems. They portray teacher 
education as broken so they can fix it with their “visionary” policies. The trend is to allow any 
alternative that claims to be better or cheaper to certify teachers and administrators.  
 
Traditionally prepared students generally have extensive field experiences and course work to 
prepare them for the classroom, while alternative routes to teaching require much less. Teach For 
America (TFA) is the most well known, prestigious and popular of these alternative-route 
programs. I applaud what it has done to attract some of the best and brightest to teach in some of 
our most challenging schools and to assure the quality of its programs and candidates; however, 
it does not provide a sustainable model for preparing the teachers our nation needs, nor is it 
representative of the many less reputable alternative-route programs. 
 
How do we honestly, fairly and helpfully evaluate teacher candidates and their programs?  
 
Teacher education should be evaluated, but how do we honestly, fairly and helpfully determine if 
they are performing their responsibilities to an acceptable degree. Evaluation of teacher 
programs is a normative and relative activity: their quality depends on the circle of comparison. 
The same program can be rated good or bad depending on what standards are used. Some policy 
influencers are creating studies, standards and methods to make teacher education look bad.  
 
For example, the National Council on Teacher Quality (NCTQ) uses biased survey questions and 
“studies” to suggest teacher educations deficiencies. Their efforts and methodologies do not meet 
scientific evidence or research-based standards (American Association of Colleges of Teacher 
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Education, 2011a). NCTQ’s “studies” are flawed on several fronts, one being they use “self-
derived standards and methodologies to make simplistic assumptions about a complex, dynamic 
and evolving component of education preparation” (American Association of Colleges of 
Teacher Education, 2011b, p. 1). However, this does not stop NCTQ, or the other groups 
attacking teacher education, from creating misleading reports about their perceived and 
manufactured deficiencies with teacher education. Those who would like to see teacher 
education dismantled use such “findings” from these bogus studies to support their reform 
policies.  

Evaluation of teacher education and its candidates need to be based on credible evidence. 
Teacher education is a process of admitting promising candidates, then providing them with 
learning experiences to develop, assess and remediate competence. If candidates do not meet the 
minimal expectations, they should be counseled out of the program. Teacher education programs 
have the responsibility to see that only those candidates with proven potential to be good 
teachers are certified. Later, future school administrators, fellow educators, community members 
and students will decide who among these candidates will actually be teachers. 

The evaluation of teacher education is the primary responsibility of accrediting bodies and 
governmental agencies, though many others are involved. These programs are to identify 
capable, caring and committed candidates and help them develop the qualities needed to be 
successful teachers. They must fairly assess the teacher candidates’ skills, knowledge and 
attitudes and hold them to high standards. Candidates must develop and demonstrate competency 
in knowledge, pedagogy, assessment and professional behavior to carry out the responsibilities 
of teaching.  

We often have difficulty seeing our shortcomings and weaknesses and may not be willing or able 
to make the changes needed. Teacher educators need to be lifelong learners, able to assess 
accurately how they can improve and make the changes needed. This attitude should be part of 
teacher educators for themselves and their candidates. In addition, teacher educators need to 
assure their candidates clearly understand the subject matter they are to teach, can teach it 
effectively to a diverse population and to manage student behavior and learning effectively. They 
should be expert inusing appropriate instructional techniques, technology and materials to 
develop and assess each student’s attitudes, skills and understanding.  

Teacher educators also serve a civic and moral function, as will the teachers they prepare. They 
should all be disposed to open mindedness, tolerance, courtesy, honesty, trustworthiness, 
reliability, intelligence, uprightness and fairness. Interestingly, these are the same qualities 
needed in our political and economic affairs. To the extent we do not live up to these virtues, the 
well-being of our society will suffer. The moral and civic decline and the pernicious influence of 
materialistic and selfish values in our culture are some of the destructive trends we are facing. 

Conclusion 
 
Though some policy makers are well intentioned and informed, there are others who are not 
motivated by high ideals.  Nor do they understand the nature and complexities of educational 
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reform. As a result, we have misguided and harmful policies for teacher education based on 
faulty worldviews. In some ways, these reformers are trying to change education to look more 
like the political and economic systems of which they are a part. What they may not realize is 
that these systems themselves are in tremendous need of reform and imposing their dysfunctional 
structures, ideas and practices on education will harm and not help. 
 
In my career as a teacher educator, I have endeavored to see that only those students with proven 
character, intelligence and ability to inspire students in the classroom are certified to teach. I am 
increasingly concerned that the new teachers I have helped prepare will not be given the support 
needed to enable them to be successful in their classrooms. I feel that both teacher educators and 
teachers are facing attitudes and policies that actively denigrate them and diminish their role in 
both schools and society. They are being set up for failure. 
 
Each teacher education program has unique characteristics, which interact in dynamic and 
complex ways. Policy reforms not based on some understanding of these many factors and their 
interplay and on a genuine concern for the best interest of all will be limited in their 
effectiveness. Many reform proposals work against what their proponents claim to be supporting 
and subvert the best interests of education and society. They are putting private agendas and gain 
over public welfare. 
 
If leaders require traditional education programs to raise standards and requirement, while they 
allow alternative programs to bypass them, what are we to think? At the same time political 
leaders decry the poor quality of teacher education, they create policies that lessen quality and 
weaken schools of education ability to improve.. While they call for brighter teachers, they 
eliminate one of the most proven and established methods of professional development by not 
requiring that teachers engage in and complete a planned program of graduate teacher education 
after initial certification. Based on the lessons from high-performing countries like Finland, we 
should be requiring more education instead of reducing the number of credits and expectations 
required for entry into teaching, and those for continuing service and professional development. 
 
Many people aspire to be teachers, but only those who meet the standards set by a teacher 
education program and state are allowed to teach. About half of those who wanted to become 
teachers at my university were certified.  Of those certified in my state, less than half get a 
teaching job in the state. Nationally, only half of those with teaching jobs will still be teachers 
after five years. These numbers raise several questions. Do we need alternate routes to certify 
more teachers and administrators for our schools when we already have a surplus? Will those 
certified through alternative routes be more hard working and committed as teachers when they 
did not have to work as hard or commit as much to become certified?  
 
Schools, departments or colleges of education who do not fulfill their duties in a responsible 
manner should be put on notice. If they are ineffective, they should be dealt with honestly, 
responsibly and justly, but to castigate all of teacher education and reform the system without 
sound or justifiable cause is not a wise or judicious use of governmental powers or foundation 
money. To sanction routes to teaching that allow easy entry into teaching and school 
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administration are not solutions to our educational problems. However, that may not be the true 
intended purpose, which may be to solve some perceived political or financial problem. 
 
I believe most teacher educators are hard-working and committed and want to partner with 
policymakers to help create a better future and the best education system possible, but feel they 
are being discouraged and hampered in doing so. If those involved in teacher education were 
given a greater voice, and their expertise, dedication, wisdom and commitment to excellence 
called upon, we would find solutions to our present and future problems. If we sought to uplift 
the human spirit and transform hearts, rather than promote selfish interests and biased 
worldviews, we would go far in solving our problems. In simple and practical terms, we need to 
champion the qualities of truth, love and justice. 
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INTROTUDCTION 
 

The application of Pasteur’s Quadrant is not limited to science research; rather, the effort to bridge the gap 

between theory and practice has also been attempted in social science. In research on education, educational leadership is 

deserving of its own theory and it concurrently plays a central role in determining either the success or failure of school 

reform in practice. Since the emergence of the public school system, educational leadership has always been an important 

research topic. This has been reflected in recent studies, which have gone beyond looking at leadership as just a topic of 

research, but have examined the trend and impact of research on leadership (Campbell, 1979; Murphy, Vriesenga, & 

Storey, 2007; Owens, 2009). 

Taking into account the nature of leadership studies as a pure and applied research, it is clearly evident that 

research on leadership has changed in accordance with social interests and needs. Leadership has promoted the 

transformation of schools, but political contexts, such as changes in public opinion, balance of organized political forces 

and change in government, can also affect research on leadership (Kingdon, 2003). Nevertheless, previous research on 

leadership trends usually focused on a certain leadership theory and case at a given point in time. As such, they exhibit an 

inherent limitation by only highlighting the longitudinal sphere of leadership studies and not considering social context 

outside schools. This pattern of research is also reflected in the case of South Korea, where complicated politics and 

varied policies are being experimented, despite the relatively short history of the public school system. 

In this context, this study purses the investigation in more comprehensive aspects of educational leadership 

research. Specifically, authors focuses on school principals’ leadership and finds to answers about the following 

questions: 1) how researchers have dealt with types, topics, and methods, 2) what trends exist in educational leadership 

research. 

 
 

PREVIOUS STUDIES 
 

There are a number of studies on educational leadership trends analysis that are relevant to the school principals’ 

leadership. Distinguished scholars have contributed to contriving the criteria for the trends of school leadership research. 

As Table 1 indicates, Leithwood & Duke (1999) analyzed the trends of leadership studies based on leadership types and 

indicated six (6) types of leadership. Hallinger & Heck(1996) and Hartley & Hinksman (2003) used topics and method to 

analyze the research trends. In the case of Korea, document studies were conducted to indicate the trends of educational 

leadership research. Lee (2002) and Kim (2007) analyzed the peer-review articles by leadership types. Park (2007) has 

recently chosen types, topics, and method to provide an analysis of articles in Korean Journals. 



 

Based on earlier studies, the noticeable indicators are summarized in types, topics, and methods (Lee, 2002; Kim, 

2007; Park, 2009; Leithwood & Duke, 1999; Hallinger & Heck, 1996; Yukl, 2006; Hartley & Hinksman, 2003). 

 
Table 1 Overview of previous research 

 Lee (2002) Kim (2007) Park (2009) 
Leithwood & Duke 

(1999) 
Hallinger & Heck 

(1996) 
Yukl (2006) 

Hartley & Hinksman 
(2003) 

Types O O O O    

Topics   O  O  O 

Method   O  O O O 

 
 

POLICY CONTEXT 
 

Politics and educational policy cannot be separated because the influence of political power on the educational 

policy process is irrefutable. This influence can overwhelm the importance of culture in national-level policy making 

(Fowler, 2004, p.99). An interesting fact is that in the general policymaking process, the process of policymaking is not 

controlled solely by government officials in a rational manner (Cohen, March, & Olsen, 1972). Unofficial actors and their 

participation in the policy process are not explicitly mentioned in the public process, but their power to lead and support 

policy change cannot be ignored. 

For this perspective, the role of unofficial actors, especially scholars, is one of the most robust areas for research. 

A behavioral view of the relationship between knowledge and policy was central to political science during most of the 

20th century (Easton, 1969). It is because that effective policy requires a solid foundation that is based on knowledge of 

education and how it develops and changes. As a leader within their respective environment, scholars have a significant 

role in defining, developing, and implementing education policy.  

South Korea and the United States experienced a change of government in 1993, and since then, four presidents in 

South Korea and three presidents in the United States have served in office.  During their terms, each president addressed 

and/or implemented highly influential and meaningful school reform policies. More specific information regarding each 

policy is described Table 2.  

 

Table 2 Policy trends in South Korea and United States 
South Korea 

President Kim, Y. S. (1993~1998) Kim, D. J. (1998~2003) Roh, M. H. (2003~2008) Lee, M. B. (2008-present) 

Party 
(Color) 

Republican (R) Democratic (L) Democratic (L) Republican (R) 

Main idea  Open Education 
 Site based management 
 Openness 

 Human resource development
 School evaluation 
 Site-based budget 
 Information & 

Communication  Technology 
 Excellence 

 Public wealth & good, 
participant 

 Teacher evaluation 
 Equity 

 Autonomy/Accountability 
 School choice 
 Change of educational 

administrator recruiting 
policy 

 Efficiency 

United States    

President Clinton, Bill (1993-2001) Bush, George W. (2001-2009) Obama, Barak (2009-present) 

Party 
(Color) 

Democratic (L) Republican (R) Democratic (L) 



 

Main idea Goals 2000 
 Standards based reform 
 Student academic achievement 
 Competition and state award 
 Partnership between federal, state and 

local 

No Child Left Behind  
 Test scores and AYP 
 School choice 
 Accountability 

Race to the Top 
 Teacher merit-based pay 
 Standard and assessment 
 School choice 
 Turning around low performing schools 

 
 

METHOD 
 

To overview and examine the comprehensive review of educational leadership research, a yardstick for 

measurement is needed. This study uses the analytic criteria that have been employed to explore the trends of educational 

leadership research. Table 3 shows the analytical frame of this study 

 

Table 3 Analytical frame 
              Categories 

Criteria Presidents (from1993 to present) 

Types , Topics, Method 
Peer-reviewed educational leadership articles in U.S. and Korean: focusing on school principals’ 

leadership 

 

The data we collected for the analysis are confined to peer-reviewed journal articles from 1993 to present. We 

analyzed the South Korean journals The Journal of Educational Administration, The Journal of Elementary Education, 

The Journal of Korean education, The Journal of Yeolin Education, and The Journal of Korean Teacher Education, and 

the U.S. journals American Educational Research Journal and Educational Administration Quarterly. Among over 1,000 

articles, we limited the search keywords to “leadership,” “school,” and “principal”; as a result, 112 articles from the U.S. 

and 84 articles from Korea were selected. 

 
 

FINDINGS 
 

According to the analysis, three trends from both countries are worth noting. One trend has to do with 

foundational concepts. As Table 4 indicates, researches in both countries are strongly engaging in constructing a general 

and common sense leadership theory. Researchers are attempting to build the foundation of principals’ leadership as an 

essential component of this theory. Second, it appears that both countries have covered a wide variety of types and topics. 

Since principals hold a critical position in reforming a school unit and mediating conflicts between the government and 

members of a school organization, there is a common theme in leadership studies, regardless of time and location. Third, 

articles tend to be on diverse research methods. However, minor differences between the American and Korean studies are 

found in research approach and methods. While most studies in South Korea are primarily based on empirical analysis, 

such as using surveys and complicated statistical methods, research in the U.S. has mainly developed through reflection 

and review. Specifically, while South Korea has focused on investigating the effectiveness of leadership, the U.S. has 

tried to build the related discourse and dialogue to better understanding leadership. 

 

 



 

Table 4 Summary of findings 
South Korea     

President Kim, Y. S. (1993~1998) Kim, D. J. (1998~2003) Roh, M. H. (2003~2008) Lee, M. B. (2008-present) 
Types  General  

 Transformative 3 
 General  
 Transformative 4 
 Ethical & Moral 2 
 Instructional 3 

 General  
 Transformative 8 
 Ethical & Moral 4 
 Instructional 5 
 Emotional 2 
 Competent 3 

 General  
 Transformative 2 
 Ethical & Moral 1 
 Instructional 1 
 Emotional 3 
 Shared 1  
 Gender 3 

Topics  Leadership instrument 2 
 Theory 1 
 Principal behaviors 3 

 

 Leadership Instrument 1 
 Theory 5 
 Climate & culture 5 
 Leadership development 1 
 Supervision & Instructional 

leadership 2 

 Leadership Instrument 1 
 Theory 3 
 Teacher motivation & morale 14 
 School effectiveness 5 
 Academic achievement 2 
 Competencies 3 

 Teacher motivation & morale 5 
 Theory 1 
 Gender 3 
 School effectiveness 4 

Method  Qualitative 0 
 Quantitative 4 
 Mixed & review 2 

 Qualitative 1 
 Quantitative 9 
 Mixed & review 3 

 Qualitative 4 
 Quantitative 21 
 Mixed & review 3 

 Qualitative 2 
 Quantitative 9 
 Mixed & review 0 

United States    
President Clinton, Bill (1993-2001) Bush, George W. (2001-2009) Obama, Barak (2009-present) 
Types  General  

 Instructional 3  
 Transformative 3 
 Shared 1  

 General  
 Instructional 3 
 Transformative 6 
 Distributed 5 
 Servant 1 
 Supportive 1 
 Ethical & moral 4 
 Participative 2 
 Shared 3 
 Technology 1 
 Visionary 1 

 General  
 Instructional 2 
 Transformative 1 
 Distributed 1 

Topics  Academic achievement 4 
 Leadership development 8 
 Organizational behavior 9 
 Professional development 2 
 Race / SES / gender 5 
 Climate & culture 3 
 Organizational learning 4 
 Politics 2 
 School reform 4 
 Student engagement 1 
 Theory 16 

 Academic achievement 8 
 Leadership development 14 
 Organizational behavior 13 
 Professional development 4 
 Race / SES / gender 12 
 Climate & culture 2 
 Accountability 4 
 Community 3 
 Policy response 5 
 Politics 3 
 School reform 2 
 Social justice 7 
 Technology 1 
 Theory 7 

 Academic achievement 3 
 Leadership development 1 
 Organizational behavior 1 
 Professional development 1 
 Race / SES / gender 1 
 Leadership instrument 2 
 Policy response 1 
 Research trend 1  
 Social justice 1 

Method  Qualitative 13  
 Quantitative 11 
 Mixed & review 18 

 Qualitative 18  
 Quantitative 17 
 Mixed & review 26 

 Qualitative 0 
 Quantitative 2 
 Mixed & review 9 

Note: Numbers refer to the frequency of content presented in articles, and leadership types and topics can be counted as duplicated content. 
          Underlines refer to the same item of each president. 

 
 

CONCLUSION & IMPLICATIONS 
 

School principals today have a different role than they did in the past. As one of the potential policy makers, they 

have a major role in the development of rules and regulations. In addition, as implementers of policy or followers of 

policy issues, school principals have a significant role in the actual implementation process. This is due to the fact that 

school principals are considerably involved with local and state policy. More so than other research field, research on 

educational leadership of school principals reflects this political reality. 



 

Since the Kim administration (1993-1998) in South Korea, concerns about educational leadership has 

dramatically increased, thus promoting research on school principals’ leadership. Comparing each period, it was 

discovered that research topics have reflected political concerns. For example, educational policies under the Roh 

administration emphasized a more individual aspect, such as teachers’ motivation and principal competencies, whereas 

research under the current Lee administration tends to be more focused toward enhancing effectiveness. It also appears 

that the research focus on educational leadership have changed from school principals to school organizations, and from 

leadership behavior to school effectiveness. 

During the Clinton administration in the U.S., research focus on leadership shifted toward constructing a 

leadership theory. Although the discussion over restructuring schools and school reform appeared at that time, the 

frequency and extent of its application was weak in comparison to other periods. With the Bush administration, education 

policy headed sharply towards stressing standards and test scores. As a result of these policy changes, studies during this 

period focused on examining the effectiveness of leadership on student academic achievement in the 1990s and this trend 

has continued to the present. Moreover, the effort to decrease the academic achievement gap for marginalized and 

disadvantaged students led to new research on methods to developing teachers’ and principals’ leadership and how to take 

into account social justice, considering race and ethnicity, gender and socio-economic status. 

This study investigates the trends of educational leadership in more comprehensive manner than previous studies 

did. Given the evidence, the conclusion has the potential to be significantly interesting. Articles have been highlighting 

the issues of school reform throughout the past 20 years at policies and politics. Although most research examines the 

core values of school leadership, how these values apply to real school leadership and its research is, to some extent, 

determined by the political context of each country; in effect, it is dependent on the administration and politics of each 

country.
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Introduction 

 The Malaysian government has been the primary financier of education in Malaysia. It 

has allocated a substantial amount of its resources to the education sector. Previous studies 

conducted in Malaysia indicate that rates of return to education are high at the secondary, upper 

secondary and university levels (Chung, 2003). However, World Bank statistics indicate that the 

Malaysian gross enrollment rates for secondary and tertiary education are still at 68 and 32 

percent, respectively, in 2007 which are far behind developed nations’ rates.  

 

Additionally, studies show that rates of return to education for women in Malaysia are 

generally higher than rates of return for men (Chung, 2003; Psacharopoulos & Patrinos, 2004). 

However, it is important to understand that most of the women in developing nations are not 

involved in waged-work. In fact, the percentage of women who are involved in labor force 

participation in Malaysia is only 47.3 percent (MWFC, 2007). The majority of women are 

working at home, indicating higher implicit value placed on housework. Thus, adjustment needs 

to be made to the rates of return to education to take into consideration the non-randomness of 

the sample. Prior studies on rates of return to education have not addressed selectivity bias 

adjustment. Thus, in this study, the selectivity-bias adjustments help to provide precise estimates 

on rates of return to education, in light of which the Malaysian government, international 

agencies, and households make fully informed decisions about educational investments. 

This research will address the following questions: What are the private returns to education for 

male and female labor force in Malaysia?    

 



Theoretical Framework 

Human Capital Theory  

Human capital theory holds that schooling directly increases individual productivity 

(Mincer, 1974; Becker, 1975).  In other words, according to human capital theory, investment in 

education is not simply for the purpose of consumption; it is investment in an individual’s human 

capital (Schultz, 1961). Education is therefore an investment that changes a person’s future 

income potential, because variations in labor income arise, in part due to differences in labor 

quality that result from the amount of human capital acquired by the workers (Cohn & Geske, 

1990).  

  

Human capital analysis starts with the assumption that a rational investor (either a student 

or his/her family) will weigh the costs and benefits of education and will invest in additional 

schooling when the private benefits are greater than private costs. The private benefits of 

investing in another year of education are the gains in earnings (after taxes) for the rest of a 

person’s working life (Psacharopoulos, 1995; Levin & McEwan, 2001; Jimenez & Patrinos, 

2008).The private costs include any fees or direct costs that the individual pays plus the 

opportunity costs in terms of forgone earnings. These values occur over time and therefore must 

be discounted to be comparable (Tsang, 1994; Psacharopoulos, 1995; Jimenez & Patrinos, 2008). 

Because resources are scarce, most households have to prioritize the allocation of resources to 

those investments that yield the highest returns (Cohn & Geske, 1990). 

 

  



Data and Methodology 

The 2007 Malaysian Household Income Survey (HIS) was conducted by the Malaysian 

Economic Planning Unit (EPU).The 2007 HIS collected data from 38,083 households composed 

of 68,221 individuals between ages 0 and 99. The HIS is a nationally representative data set and 

one of the most comprehensive measures of an individual’s earnings in Malaysia, making it an 

ideal data source for this research.   

 

The empirical analyses in this study use a human capital earnings function to estimate the 

private rate of return to education in Malaysia. The Mincer-type earnings function has been 

widely used in the literature (Mincer, 1974).  

 

ln Wi= α +β1Si+λ1Expi+λ2Expi
2+ γXi +  ε1 

 

In this equation, ln Wi is log earnings, Si is years of schooling, Expi is the potential 

experience of individuali, Xi is set of other variables assumed to affect earnings and ε1 is an error 

term.. Due to the absence of complete data on experience, Mincer (1974) proposed the 

alternative of “potential experience,” i.e. the number of years individual A could have worked 

after completing schooling. Assuming that a child starts schooling at 7 years of age and begins 

working immediately after Si years of schooling, Expi is equal to A–S–7 (Age – Years of 

schooling – 7). In this semi-log specification, the coefficient for years of schooling (β) can be 

interpreted as the average private rate of return to one additional year of schooling, regardless of 

the educational level to which this year of schooling refers. Dummy variables are included for 

each educational level to calculate RORE by level. 



In most applied work, the two- stage Heckman procedure (Heckman, 1979) is used to 

correct for the bias that results from using nonrandom samples. The first stage of the procedure is 

to estimate the waged-work participation probit from which a sample selectivity correction term, 

lambda, is computed. Then, the earnings function is estimated with the selection correction term 

included in the list of regressors as an extra variable. In my analysis, the Heckman estimation of 

wage regression for a female sample is obtained using two identifying variables: marital status 

and unearned income (such as rent, transfers, royalties, interest received, etc). Marital status and 

unearned income are used as excluded identifying variables since both being married and having 

high levels of unearned income reduce the probability of female participation in waged work. 

 

Descriptive Statistics 

Table 1 presents a breakdown of the sample by individuals’ work status. About 66 

percent of the total sample is involved in wage-work. Consistently, the majority of both males 

and females are involved in wage work (about 62 and 73 percent, respectively). However, only 

about 18 percent of the sample is self-employed, a category that describes individuals involved 

in both agricultural and non-agricultural activities (both family-related and profit-making). 

Similarly, only about 20 percent of males and 14 percent of females are self-employed. In 

addition, about 10 percent of the sample is dual-employed, a category that encompasses those 

who are involved in both wage work and self-employment. More males (about 13 percent) are 

dual-employed than females (about 3 percent) possibly because females often have additional 

“chores,” such as taking care of children that prevent them from being dual-employed. It may 

also be the case that male workers, especially in urban areas, are involved in dual-employment to 

support the high cost of living in those areas. It may be that there are only part-time 



opportunities, in which case a single job leads to underemployment. Finally, about 4 percent of 

the sample reported being unemployed, a category that includes those who are retired, part-time 

students, or homemakers.  About 4 percent of males are unemployed, whereas 10 percent of 

females are unemployed, most of whom are homemakers. 

 

Table 1 
Distribution of the sample by work status 
 Full Sample  Male  Female 

  n %  n %  n % 
Wage workers 38,822 66.16  23,722 62.44  15,100 72.98
Self-employed 10,396 17.72  7,550 19.87  2,846 13.76
Dual-employed 5,703 9.72  5,097 13.42  606 2.93
Unemployed 3,762 6.41  1,624 4.27  2,138 10.33
 Total 58,683 100  37,993 100  20,690 100

Note: All individuals are between ages 18 and 58. 

 

Regression Results 

The summary statistics are presented in Appendix Table 1. Table 2 presents the results 

for the full sample separately for males and females. For the male sample, only the OLS 

estimates are reported. However, for the female sample, both the OLS and selectivity-corrected 

Heckman estimates are reported (together with the first-stage participation probit underlying the 

Heckman estimates). In the years of schooling column, the schooling variable is defined as a 

continuous variable (years of schooling) with the assumption that returns to education are linear 

(each additional year of schooling yields the same return). 

 

The probit model (Table 2) presents an estimation of female labor-force participation. 

Being married has a significantly positive association with female labor force participation, 



suggesting that married women are more likely to participate in the labor force. On the other 

hand, the coefficient for unearned income is negative and significant. This suggests that 

alternative sources of income reduce the need to work among the female sample. The effect of 

experience is positive and the effect of experience squared is negative, suggesting that 

experience increases the chances of being in the labor force at a decreasing rate. Females who 

indicate their ethnicity as “Indian or other” are more likely than those of the Bumiputera ethnic 

group to participate in the labor force. Finally, females residing in the South, East and East 

Malaysia regions are more likely to participate in the labor force than those in the North region.  

 

In the OLS model (for the male labor force) and the Heckman model (for the female 

labor force), the effects of experience and experience squared are significant, exhibiting the non-

linear pattern of the experience-earnings profile. An additional year of experience increases 

earnings by 6 and 5 percent,1 respectively, for male and female members of the labor force. 

Compared to the Bumiputera ethnic group, earnings are significantly higher for Chinese males 

and females (38 and 31 percent, respectively). Similarly, Indians report significantly higher 

earnings (6 and 8 percent, respectively, for males and females) than members of the Bumiputera 

ethnic group. Both urban males and females earn significantly more (25 and 21 percent, 

respectively) than their rural counterparts.  Finally, yearly earnings are significantly higher for 

both male and female labor force participants in the Central of West Malaysia (38 and 49 

percent, respectively), South of West Malaysia (22 and 27 percent, respectively) and East (3 and 

7 percent, respectively) Malaysia regions than for their counterparts in the North region of West 

                                                            
1 The reported value is obtained after taking the exponential value of the coefficients in the OLS model for male and 
minus 1 and then multiplying by 100. For instance, for experience, the value is obtained as follows: (exp(0.058)-
1)*100= (1.061-1)*100=6.1 % (Table 2).  Similar approach has been applied for all the other estimates in the OLS 
model for men and Heckman model for women. 



Malaysia. However, males in the East region of West Malaysia earn significantly less (3 percent) 

than males in the North region of West Malaysia. 

 

The effect of the “years of schooling” coefficient (adjyr_schl) is positive and significant 

on earnings for both males and females. The average private return to education for the total 

male sample is 12.1 percent2 (Table 2), whereas the average return to education for the total 

female sample is 15.4 percent. In the Heckman regression model, the lambda term is significant, 

suggesting there is significant sample selection bias in the female sample. The Heckman estimate 

for female returns to education that is corrected for sample selection bias (15.4 percent) is 

somewhat higher than the corresponding OLS estimate (14.5 percent). 

 

Table 2 
OLS and Heckman estimates of earnings functions (male and female labor force) in Malaysia. 

Variables 
Years of Schooling 

Full Male OLS Full Female 
OLS Heckman Probit 

 adjexp   0.058***  0.039***  0.053***   0.070*** 
    (0.001)      (0.002)         (0.002)       (0.004)

 adjexpsq   -0.001***  -0.001***  -0.001***   -0.001*** 
 (0.000)  (0.000)  (0.000)  (0.000)

 adjyr_schl   0.121***  0.145***  0.154***   0.071*** 
(0.001)  (0.002)          (0.002)        (0.004)

 Chinese   0.325***  0.267***  0.271***     0.062 
(0.008) (0.012)  (0.012)   (0.033)

 IndianOth   0.054***  0.042*   0.080***   0.196*** 
(0.012) (0.018)  (0.018) (0.052)

 married   0.065* 
                                                            
2 The reported average private return to education is obtained by multiplying the beta coefficient for years of 
schooling (adjyr_schl) in the OLS model for men by 100. Similar approach has been applied to the year of schooling 
coefficient in the Heckman model for females. 



Variables 
Years of Schooling 

Full Male OLS Full Female 
OLS Heckman Probit 

(0.027)

 lntotunearn   -0.168*** 
(0.007)

 urban   0.226***  0.199***  0.187***     (0.017)
(0.007) (0.012)   (0.012)  (0.029)

 Central   0.320***  0.358***  0.399***       0.003 
(0.010) (0.015) (0.015) (0.040)

 

Conclusions 

Overall, these findings suggest that average returns to education are lower at the primary 

and lower secondary education levels. In other words, completion of primary and lower 

secondary schooling does not result in higher returns to education in the market. This may be 

because the current job market demands a more educated workforce and thus, it is important to 

pursue education until the secondary level – and further to the university level – in order to 

capture higher returns to education.  Thus, it is important for individuals to invest in education 

until higher levels in order to reap higher returns from their investment in education. In this case, 

policy makers should subsidize the education of those who are in need so that these children can 

have the same opportunities to pursue education. 
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Appendix Table 1 
Summary Statistics for Labor Force, 2007, Malaysia   

Variable Definition 
Male   Female 

Mean 
Std. 
Dev. 

  Mean 
Std. 
Dev. 

lnerns log of yearly earnings 9.708 0.814 9.427 0.928
adjexp experience (age-7-years of schooling) 20.417 12.18 17.403 12.205
adjexpsq experience squared 565.182 546.233 451.8 515.517
Bumiputera Bumiputera (base category) 0.699 0.459 0.703 0.457
Chinese dummy (=1 if Chinese) 0.225 0.417 0.215 0.411
IndianOth dummy (=1 if Indian or others) 0.076 0.265 0.082 0.274
married married (=1 if married) 0.702 0.457 0.601 0.49
lntotunearn log of total unearned income 4.768 3.111 3.927 3.273
urban dummy (=1 if urban, 0 if rural) 0.557 0.497 0.606 0.489

North 
base category (=1 if North of West 

Malaysia) 
0.228 0.419 

 
0.239 0.426

Central dummy (=1 if Central of West Malaysia) 0.206 0.405 0.238 0.426
South dummy (=1 if South of West Malaysia) 0.162 0.369 0.161 0.367
East dummy (=1 if East of West Malaysia) 0.185 0.389 0.168 0.374
EMsia dummy (=1 if East Malaysia) 0.219 0.413 0.194 0.396
Observation 36369     18552   
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The Attraction of Written English in Popular Culture:   

A Survey of Japanese University Students  

Kathryn Zidonis Dilenschneider  

Robert Dilenschneider 

Abstract  

In a two-year study, two groups of participants were surveyed 

to examine the common attraction to clothing and accessories decorated with 

English writing found in Japan.  Next, after  

taking part in a lecture concerning the misuse of English on  

articles of clothing and accessories, participants were asked to  

write what theyhad learned. Overall, results reveal most participants do not 

fully understand the written English of their possessions, but that they will be 

more mindful of the meaning 

and nuance when purchasing items with English writing in the future. 

 

 

Background 

 The purpose of this report is to introduce new data regarding the topic 

of the use of, and attitude toward, English in fashion items in Japan.  This is a report 

on the findings of an ongoing research project in its second year.  The content of this 

study and the results of the data collection and analysis from the first year were 

previously published by the same authors titled, “Attitudes toward English use in 

Fashion: A Survey of Japanese ESL Students,” in The Journal of Heisei International 
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University, No. 15, March 2011.  The focus of this follow-up paper is to report the 

findings of the surveys administrated in the second year, and to compare and discuss the 

results over the two-year period. We hope that the information in this report will be 

useful to a wide range of readers, encouraging ESL instructors to incorporate the 

importance of having an understanding of English in pop culture and fashion into their 

research and lessons, as well as prompting learners as consumers to gain awareness of 

the meaning and nuances behind the English writing in their future purchases and use of 

such items.  

The frequent misuse of the displayed English raises concern as to 

whether or not the Japanese fully understand the written words, meanings 

and messages on their signs and advertisements. American Journalist 

Douglas McGray, who has observed the fashion trends of Tokyo, for example, 

states, “Sometimes, like Starbucks or Nikes, it is authentic. Sometimes, like 

a ‘Harbard University’ sweatshirt or a potato salad pizza, it is not” (McGray, 

2001).   Similarly, with regard to apparel, wearing a T-shirt or jacket with 

English writing in a non native speaking country may appear stylish or 

exotic as a fashion trend (Seidlhofer, 2005); however, due to the frequent use 

of incorrect, or senseless, English, it raises the eyebrows of foreigners 
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visiting and living in Japan.  

Perhaps the written English in pop culture is regarded as nothing 

more than a pictorial image of the font. Therefore, is the use of written 

English a trendy item that is simply pleasing to the eye, as opposed to 

actually displaying words and phrases to communicate a slogan or a 

message?  Investigating this type of question may yield useful information 

to educators in the field of ESL.  This is especially the case in a country that 

appears, through years of devotion to formal study in ESL, to be committed 

to English as a lingua franca in Academic settings (Mauranen, 2003).  

 

Purpose of the Study 

 The purpose of this study was to survey was to investigate the 

popularity of English written materials and the extent to which Japanese 

University students understand the words and messages on their accessories 

and articles of clothing. 

 

Participants 

 The participants of this study included approximately 200 Japanese 
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first year university students, 100 in each year over two years.  Before 

entering the university, all participants had at least six years of formal 

English instruction at their respective junior and senior high schools.  In 

addition, upon entering the university, all participants, were administered 

an abridged version of the TOEIC test which measured listening and reading 

ability.  Their average score for this test was 550, a range interpreted to 

mean that they, “can understand difficult, complex and uncommon 

grammatical constructions” (ETS TOEIC Japan, 2007).   

 

Materials 

 The survey participants were asked to complete consisted of six 

questions to examine the popularity of written English on shirts, bags and 

clothing, as well as and the extent to which participants can understand the 

meaning of the written English.  In order to avoid confusion or 

misunderstanding, the questions posed were translated into Japanese.  

Questions 1 to 4 required participants to respond with either yes or no.  

However, for questions 5 and 6, participants could select more than one 

option (See APPENDIX A). 
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Procedure 

 The survey took place during a 70 minute class which was part of a 

lecture series provided by the university.  As a part of a warm up activity, 

for the first 20 minutes, participants took part in a discussion concerning the 

topic of fashion in Japan.  Next, for 40 minutes, participants were  

introduced to 20 slides of a PowerPoint presentation of how some English 

written accessories found in Japan may be interpreted by Americans who 

have never been to Japan.  For the remaining 10 minutes, participants were 

asked to complete a survey in their lecture booklet and to write what they 

learned from the lecture.   

Participants were informed that taking part in the survey was part of 

the lecturers ongoing research, and that their identity would remain 

anonymous, and that their responses would in no way affect their class grade 

or university standing.  When it appeared that participants had finished, 

they were dismissed and asked to hand in their booklets to the instructor 

before leaving the classroom.  After the lecture, participants’ responses 
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2009 Responses      2010 Responses 

        

    

Similar responses are evident for the 2009 and 2010 surveys.  With 

regard to Question #1, for example, seventy-nine participants from 2009 and 

seventy-four participants from 2010 indicated that they owned a shirt with 

English writing while only 5 and 3 participants from the respective years 

indicated that they did not have a shirt with written English.  For Question 

#2, fifty-eight participants from 2009 and seventy-one participants from 

2010 indicated that they did not completely understand the meaning of the 

English words written on their shirts while twenty and eighteen participants 
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Responses for Question #5 indicate for both years that letter font or 

style (2009 = 67; 2010 = 66) followed by letter color (2009 = 57; 2010 = 65) 

were the most common explanations for the attraction of a shirt with English 

written letters or words.  On the other hand, the overall meaning written on 

a shirt (2009 = 26; 2010 = 22) and the meaning of the specific words (2009 = 

20, 2010 = 20) were not common reasons for the attraction to a shirt.  For 

the 2009 and 2010 surveys, the size of the English letters on the shirt 

received thirty-three and thirty-two responses, respectively.    

 

Accessories 

 

The	color	of
the	letters	or

words

The	font	or
style	of	the
letters	or
words

The	size	of	the
letters	or
words

The	meaning
of	the	specific

words

The	oveall
meaning

written	on	the
shirt

Series1 65 66 32 20 22

0

10

20

30

40

50

60

70
N
u
m
b
er
	o
f	R
es
p
on
se
s

Q5:	When	you	see	another	person	who	is	wearing	a	shirt	with	
English	writing,	what	do	you	find	attractive?



 

  

 

 

 

 

part

200

200

With

the 2009 

ticipants r

N
4

Q3:Do	y
pencil	c
writing

Q4:Do	y
underst
the	Engl
bag	/	pe

09 Respon

09 Respon

h regard to

and 2010 

om 2009 a

No
43

you	have	a
case	that	h
g	on	it?

Yes
12

No
54

you	comple
tand	the	m
lish	words
encil	case?

nses 

nses 

o accessori

surveys. F

an sixty pa

Yes
45

a	bag	or	
has	English

s

etely	
meaning	of	
s	on	your	
?	

10 

es, similar

For examp

articipants

h	

   2010

   2010

r response

ple, for Qu

s from 201

N
3

Q3:	Do	yo
pencil	ca
writing	o

10 Respons

10 Respons

es are also

uestion #3,

10 indicate

Ye
60

No
34

ou	have	a	b
ase	that	ha
on	it?

ses 

ses 

 apparent

 forty-five

ed having 

es
0

bag	or	
as	English	

 

 

t for 

e 

a 



11 
 

bag or pencil case with written English, while forty-three and thirty-four 

participants from the respective years indicated that did not have a bag or 

pencil case diplaying written English.  For Question #4, fifty-four 

participants from 2009 and 64 participants from 2010 indicated that they did 

not completely understand the meaning of the English words written on 

their bag or pencil case while only twelve participants from 2009 and fifteen 

participants from 2010 indicated that they completely understood the 

meaning. 

2009 Responses 

 

 

2010 Responses 
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In addtition to the survey, the following are some of the responses 

participants wrote after taking part in the lecture which educated them on 

how native speakers of English may respond to articles of clothing or 

accessories that have non-sensical or offensive English. *Responses were 

edited only slightly from the orininal, maintaing the original voice of the 

respondants as true as possible: 

 

 

“Since now, I really didn’t care about the meaning of the shirts.  But,  

today I decided to think about the meaning.  Because I don’t want to  

be laughed at by a foreigner.” 

 

“I’ll be careful about what I wear. I notice that some t-shirt have stupid  

irony and offensive meanings. When I go back home I’ll try to  

check my t-shirts.” 

 

“I learned that the meaning of words written on clothes we wear 

is very important, especially in the country where the language  
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is used. I don’t want to make people around me misunderstand  

me.  So when I wear something, I’ll pay attention to the words in it.” 

 

“We should think about the meaning of t-shirts we wear, because 

 it may make English speaking people uncomfortable.  Also, we may 

study or work in America, Canada or UK.”   

 

 

Discussion 

 Although this analysis was not statisically correlated, there are 

nevertheless some trends shared between the two groups of participants 

surveyed for clothing (shirt) and accessories (bag or shirt sections).  First, 

owning an shirt, bag or pencil case with written English is popular among 

first-year Japanese univesity students.  Second, the written English for 

both of these items is not completely understood by the vast majority of 

participants.  Third, letter or word font or style, followed by letter color and, 

to a lesser extent, letter size appears to be the most attractive features of 

written English.  Fourth, for both groups of particiapnts, the overall 
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meaning or the meaning of specific words of a shirt, bag or pencil case 

markedly received one half to one third fewer responses in explanation to the 

attraction to items with written English.   Overall, the quantitative data 

from this study suggests that university students are more attracted to the 

letter or word image of written English rather than the meaning an item 

may hold.  However, the qualitative data from the responses students wrote 

after the lecture suggest that they will pay more attention to the meanings of 

English words on their items in the future. 

It is understandable that Japanese university students may be 

attracted to the décor of English just as their western conterparts are, in the 

same way, attracted to the exotic appearance of Chinese and Japanese kanji 

characters.   However, whether it be Japanese students wearing clothes 

with written English or American students wearing clothes with kanji, one 

wonders about the importance understanding the meaning of our apparel. 

For example, there are legitimate reasons as to why university 

students and working professionals should be concerned with what is 

written on their apparel.  Not doing so may foster the social linguistic term 

known as language shock or, “the realization that you must seem comical to 
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speakers of the target language” (Gass & Selinker, 237, 1994).  Or, perhaps 

worse, wearing apparel without the full comprehension of what may be 

written may be interpreted as offensive.  Furthermore, with regard to 

studying or working abroad, although the freedom to express oneself is 

highly valued in the United States, for example, “political correctness obliges 

people to choose their words carefully so they don’t offend anyone” (Powell, 

2005).  This should be a point of concern as more foreigners are coming to 

live, work, and study in Asia.  Specifically, Debito Arudou, a naturalized 

Japanese citizen and Associate professor at Hokkaido Information 

University, has noted an upsurge of immigrants to Japan in recent years 

(Debito, 2006).   

Furthermore, thanks to the advancements of technology, visting, 

studying, working and living in a prodominentally homogenious 

environment such as Japan is no longer the culture shock to westerners it 

once was because, “it is as easy as a mere click of the mouse to call home”  

(Matthews, 2010).  As a result, it is inevitable that the number of foreigners 

coming to reside in Japan will continue to climb in the future. Therefore, one 

can conclude that it is important to represent oneself well, not only to 
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demonstrate competent language ability and to be taken seriously as a 

student or working professional, but also to exercise cultural sensitivty as 

members of an ever-expanding global society. 

Regarding the future direction to continue this study, the authors 

propose to follow-up on the results of the qualitative data.  Specifically, 

when the same two groups of 100 students that responded to this study, are 

in their third or fourth year at the university, we propose to launch a similar 

reseach project to examine the students’ awareness of the use of English in 

popular culture in Japan.  In short, the purpose would be to determine if 

they are in fact, after having participated in the lecture and having 

responded to the surveys in their first year, more conscience in their daily 

lives, of the use of written English in fashion and consumer goods. 
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APPENDIX  A  
 
 
1． Do you own a shirt with English writing on it?           

Yes ____ No _____ 

 

英語の文字が入ったシャツを持っていますか？      

 はい   いいえ 

 

 

2. Do you completely understand meaning of the English words on your shirt?  

 Yes ____ No____ 

 

そのシャツにある英語の単語の意味が完全に分かりますか？                   

       はい  いいえ 

 

 

3. Do you have bag or pencil case that has English writing on it?               

 Yes _____ No _____ 

 

英語が書いてあるバッグや鉛筆入れ（ペンケース）を持っていますか？        

     はい  いいえ 

 

 

4. Do you completely understand the meaning of the English words on your bag / pencil 

case?   

Yes____  No _____ 

 

そのバッグやペンケースの英語の意味を完全に理解していますか？            

はい  いいえ 
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5. When you go shopping, what is attractive about an item that has English writing on 

it? 

 

買い物するとき、英語が書いてある商品のどこが魅力的ですか？ 商品のどこに魅（ひ）

かれますか？ 

 

 (You may check more than one answer.) 複数回答可 

A) The color of the letters or words ________  

文字や単語の色（色彩） 

B) The font or style of the letters or words ________  

文字や単語のフォント／形 

C) The size of the letters or words.  __________  

文字や単語のサイズ（大きさ） 

D) The meaning of specific words?  _______  

一部の単語の意味 

E) The overall meaning of the message written on the item?  _______  

商品に書いてあるメッセージの全体的な意味 

 

 

6. When you see another person’s who is wearing a shirt with English writing, what do 

you find attractive?  

  

英語が書いてあるシャツを着ている人を見て、どういうところがいいと思いますか？ 

 

 (You may check more than one answer.) 複数回答可 

A) The color of the letters or words ________ 

文字や単語の色（色彩） 

B) The font or style of the letters or words ________ 

文字や単語のフォント／形 

C) The size of the letters or words.  __________ 

文字や単語のサイズ（大きさ） 

D) The meaning of specific words?  _______ 

一部の単語の意味 

E) The overall meaning of the message written on the shirt? _______ 

商品に書いてあるメッセージの全体的な意味 
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TOPIC: THE DIFFERNCE IN PERFOMANCE BETWEEN SCHOOLS SITUATED IN 

URBAN AREA AND THOSE IN THE RURAL AREAS IN LESOTHO.  

 

ABSTRACT 

 

The aim of this paper is to investigate the factors that contribute to the differences in 

performance between schools situated in rural areas those situated in urban areas in 

Lesotho. This was done with reference to the Cambridge Overseas School Certificate 

(COSC) results. Both Qualitative and Quantitative approaches were used in the study. 

The descriptive research method was used and data was collected through the use of 

questionnaires and interviews. Purposive sampling was used in this research study.  

 

Tests carried out show that it is difficult to determine the factors that cause differences 

in performance between schools situated in urban and rural areas. However, literature 

review demonstrated that children who are exposed to a reading culture have an 

advantage. The findings of the Analysis of Variance (ANOVA) show statistical significant 

differences in all the independent variables, that is; age, gender, years of experience, 

level of education, subject major and subject taught, as well as place of growth, with 

difference in performance in COSC results in the urban and rural areas. A learners’ 

background was found to play a very important role in moulding a child into a learner 

who performs well or poorly.  

 

KEY WORDS: Difference in performance, Rural, Urban       

 

 



 
 

The Validity and Reliability of the 20-M Multistage Shuttle Run Test 
to Predict VO2max in Egyptian Football players. 
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Abstract:   

Although the 20-m multistage shuttle run test is commonly used worldwide to 
evaluate the aerobic capacity, none of the Egyptian sport science researchers have yet 
used it. The purpose of this study was to evaluate the reliability and validity of the 20-
m multistage shuttle run test to predict the Vo2max in the 2nd class Egyptian league 
football players. 94 football players (age 26.91± 2.76years), (height 173.76 ± 
3.87cm), (weight 69.66 ± 6.81 kg), were participated in this study. The well standard 
Bruce treadmill protocol was used to estimate Vo2max in validating the 20-m 
multistage shuttle run test. The results showed no significant difference between test 
and re-test where the value of the correlation coefficient was r = 0.990 indicating the 
reliability of the 20-m multistage shuttle run test in predicting Vo2max. The Criterion-
Related Validity between the two tests were dependent on four equations through the 
following parameters (1) level,  stage and age of players,(2) number of stages and 
age,(3) distance and age, ,(4) Maximal shuttle run speed and age. The results showed 
that there was high correlation between the (20-m MST) with laboratory test 
according to the four equations, (r = 0. 955, r = 0. 955, r = 0. 955, r = 0.944) 
respectively, which indicates that the (20-m MST) is a valid test in estimating the 
Vo2max for the Egyptian football players.  

ـــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــ
Keywords: validity, reliability, 20-m multistage shuttle run test, Vo2max, football. 

 
 
 
 
 
 



Introduction: 
         It has been demonstrated that soccer performance requires well developed 
aerobic and anaerobic fitness. Consequently, the assessment of the VO2max and 
anaerobic threshold is important for monitoring the effectiveness of the physical 
training program of the soccer players [29]. These aerobic fitness measurements are 
accurately evaluated using a variety of laboratory protocols during treadmill 
continuous running until exhaustion [29]. However, the soccer performance is 
characterized by an intermittent and high intensity physical effort [29].  However, the 
direct measurement of maximum oxygen uptake (VO2max) is recognized as the best 
single index of aerobic fitness [29]. However, the direct measurement of VO2max is 
difficult, exhausting, and often hazardous to perform regardless of the type of 
treadmill or ergometer used [9]. Because the direct testing procedure is rather 
complicated for larger populations, several indirect running and walking tests have 
been developed. Scientists often calculate VO2max using indirect protocols [24, 8]. It 
has been reported that equations for predicting VO2max indirectly using running and 
walking tests are very sensitive to the studied population. Therefore, before applying 
any indirect protocol for prediction of VO2max, the validity of the test should be 
established in a particular population. Therefore, it seems logical to evaluate the 
soccer player's capacity with sport-specific endurance tests. For this reason, some field 
tests have been proposed as practical and specific alternatives to laboratory 
assessments. One of the most popular is the 20-m multistage shuttle run (20-m MST) 
[16, 17]. It is often used to measure aerobic capacity [16, 17,34,12,31, and 32]. 
Cooper et al. [7]. Studied the repeatability and criterion-related validity of the 20-m 
MST as a predictor of maximum oxygen uptake in active young men. Suminski et al, 
[28]. Established the validity of the 20-m MST for measuring the aerobic fitness of 
Hispanic youth 10 to 12 years of age. Chatterjee et al. [5]. studied the validity of 20-m 
MST in junior taekwondo players and female university students in India. And, the 
20m multistage shuttle run (Léger and Lambert 1982) [15]. Is a field-based 
continuous running test that is used extensively in many sporting and occupational 
health settings to predict maximal oxygen uptake (Wilkinson et al. 1999) [33]. 
Following a modification to the original protocol (Léger et al. 1988; Ramsbottom et 
al. 1988) [16, 25]. The 20m multistage shuttle run test (MSSRT) in its current form 
requires participants to run between two lines set 20 meters apart at a pace dictated by 
an audio cassette. It commences at a velocity of 8.5 km hr-1 and increases by 0.5 km 
hr-1 every minute thereafter. The MSSRT is individually terminated when a 
participant cannot maintain the set pace or reaches volitional exhaustion. The velocity 
corresponding to the last completed stage is used as an independent variable in a 
regression equation derived by Léger et al. (1982) [15]. To predict maximal oxygen 
uptake (VO2max). Alternatively, predicted maximal oxygen uptake can be obtained by 
cross-referencing the final (completed) stage and shuttle number to a table of oxygen 
uptake values provided by Paliczka VJ, et al. (1987) [23], Léger et al. (1988) [16], 
Brewer et al. (1998) [4], Liu NY et al. (1999) [19], and Aandstad, et al. (2011) [1], The 
validity of the MSSRT predictions (against laboratory determined criterion VO2max 
values) has been assessed via correlation analysis among samples across a range of 
ages and athletic abilities ( Grant et al. 1995[11], Léger and Gadoury 1989[17], 
McNaughton et al. 1998[21], Paliczka et al. 1987[23], Wilkinson et al. (1999) [33], 
and on account of the size of the correlations reported (r > 0.82 – 0.93) has generally 
been reported in favorable terms. Although some reports offer a contrary view, for 
example O’Gorman et. al. (2000) [22]. (r < 0.61) and St Clair Gibson et. al. (1998) 
[27]. (r < 0.71), the consensus appears to be that the MSSRT is able to provide an 



accurate prediction of an individual’s VO2max. However, the matter of the reliability 
of the MSSRT, that is, the extent to which it can yield consistent scores on a test-retest 
basis, has yet to be satisfactorily addressed. Studies that have investigated the test-
retest reliability of the MSSRT are less well documented than those dealing with its 
validity, but by-and-large researchers have maintained (on the basis of test-retest 
correlation coefficients being in the range 0.87 to 0.97) that it is able to generate 
repeatable scores, and consequently repeatableVO2max predictions. However, the 
contemporary view of the way in which researchers such as Léger et al. (1988) [16], 
Mahoney (1992) [20], Sproule et al. (1993) [26], St. Clair Gibson et al. (1998) [27], 
and Vincent et al. (1999) [30], quantified the reliability of the MSSRT renders such a 
claim as highly questionable. Since the publication of particular articles (Atkinson 
(1995) [2], Atkinson and Nevill (1998) [3], Lamb (1998) [14], Hopkins (2000) [13], 
brought to the attention of sport and exercise scientists the limitations of the 
correlation approach, it has become increasingly accepted that other statistical 
techniques, such as the coefficient of variation, the ‘Limits of Agreement’ (LoA) or 
the ‘Typical Error’ should be the principal statistics in reliability analyses. The aim of 
this work is to study the reliability and the validity of the 20-m multi-stage shuttle run 
test in comparison to the well known laboratory Vo2max test in the second class 
Egyptian football players. 
Methods 
Participants 
     (94) Football players in second degree league in Egypt volunteered for the study 
from four clubs (Olympy, Kroum, Abokir, EL-Ragaa). The subjects had a mean (age 
26.91± 2.76years), (height 173.76 ± 3.87cm), (weight 69.66 ± 6.81 kg). The tests 
were demonstrated to the subjects before actual administration and the subjects agreed 
to sign a statement of informed consent.  
Procedures  
        Maximum oxygen consumption of each subject was determined by both indirect 
and direct methods, respectively, at an interval of 10 days from 14/2/2011 to 
24/2/2011. The indirect method in half of the subjects followed the direct method 
whereas indirect method was followed by direct in the other half of the subjects to 
avoid any possibility of bias. Subjects were asked to take complete rest at for at least 
half an hour prior to the exercise, so that pulmonary ventilation and pulse rate might 
come down to a steady state (Chatterjee et al., 1986) [5].They had a light breakfast 2-
3 hours before the test and refrained from any energetic physical activity for that 
period. Prediction of Maximum Oxygen Uptake Capacity by the 20-m MST Subjects 
start running back and forth on a 20-m course and must touch the 20-m line at an 
initial speed of 8.5 km/hr which gets progressively  faster (0.5 km/hr. every minute), 
in accordance with a pace dictated by a sound signal on an audio CD. Several shuttle 
runs make up each stage; each stage is of one-minute duration. As the test proceeds, 
the number of shuttle runs (stages) increases in each level and subjects are instructed 
to keep pace with the signal for as long as possible. When the subject can no longer 
follow the pace, the last stage announced is used to predict maximal oxygen uptake 
using four equations obtained by the researcher through the regression coefficient. 
(1) According to level, stage and players age 
Y = 35.163+ 3.011A + 0 .315B - 0.262C 
Where, 
Y= VO2max (ml/kg-1/min-1) 
A= Level 
B= Stages 
C= Age (year). 



(2) According to number of stages and players age 
Y = 41.025+ 0.283A - 0. 230B 
Where, 
Y= VO2max (ml/kg-1/min-1) 
A= Total Stages 
B= Age (year).  
 
(3) According to Total distance and players age 
Y = 41.025+ 0.14A - 0. 230B 
Where, 
Y= VO2max (ml/kg-1/min-1) 
A= Total distance 
B= Age (year).  
 
(4) According to Maximal speed and players age 
Y = -10.504+ 5.915A - 0. 231B 
Where, 
Y= VO2max (ml/kg-1/min-1) 
A= Maximal speed 
B= Age (year).  

     Direct Measurement of Maximum Oxygen Uptake was measured (Vo2max) 
through motor driven treadmill (ZAN600 Treadmill).The testing protocol used was 
the Bruce protocol (Lin1995) [18], which begins with a 3-minutes warm-up during 
which participants walk comfortably (below 2.8km/hr, 0% grade). The workload is 
then increased by grade and running pace every 3 minutes until participants reach 
volitional exhaustion. Oxygen uptake was considered maximal if any two of the 
following criteria were met: (a) volitional fatigue; (b) respiratory exchange ratio ≥1.1; 
(c) heart rate at or near age-predicted maximum (±10bpm); (d)  ≤ 2mL·kg−1 increase 
in Vo2 with an increase in workload; (e) rating of perceived exertion scale ≥ 18.[6]. 

Data Analysis 
        Paired t-test, Pearson’s product moment correlation, and linear regression 
statistics, And the T-scores for (20-m MST) was calculated with equation: 
[(Grade-mean divided by standard deviation) x 10] +50. The researcher was used the 
Statistical package for social sciences (SPSS) 10 with MS windows. 
 
Results  
       The physical characteristics of subject and predicted VO2max by 20-m multi 
stage shuttle run test according to the four equations and directly measured VO2max 
of the participants are presented in the Tables (1, 2). The correlations between 
measured directly VO2max and predicted VO2max by 20-m multi stage shuttle run 
test according to the four equations are shown in Table (3). A Pearson product 
moment correlation coefficient was calculated between the test and re-test of the 20-m 
MST according to the third equation after one week from the first measure, the 
correlation coefficient was higher between the test and re-test, where (r =0.990 p < 
0.01) according to table (4). The results showed non-significant between the test and 
re-test of the 20-m MST according to the third equation. Where, T = -0.63 Table (5). 
And Table (6) shows the z scores for the predicted VO2max by 20-m multi stage 
shuttle run test according to the third equation. 
 
 



 
(Table 1): Physical characteristics of the (94) participants 
 

Variables Age Height Weight Level stage
total of 
stages 

distance 
maximal 

speed 

Mean 26.91 173.76 69.66 8.94 6.31 78.56 1571.28 12.47 

Std. Deviation 2.76 3.87 6.82 2.10 3.27 22.27 445.48 1.05 

Range 10.00 24.00 29.00 7.00 11.00 75.00 1500.00 3.50 

Minimum 22.00 164.00 59.00 5.00 1.00 36.00 720.00 10.50 

Maximum 32.00 188.00 88.00 12.00 12.00 111.00 2220.00 14.00 

Median 27.00 174.00 70.00 9.50 7.00 84.00 1680.00 12.75 

Mode 28.00 175.00 61.00 10.00 9.00 70.00 1400.00 13.00 

Skewness -0.36 0.28 0.44 -0.46 -0.12 -0.35 -0.35 -0.46 

Kurtosis -0.95 1.24 -0.54 -0.92 -1.35 -1.10 -1.10 -0.92 

 
 
(Table 2) Direct and indirect vo2max characteristics of (94) participants 
 

Variables 
direct 

vo2max 

predict of 
vo2max 

according to 
equation (1) 

predict of 
vo2max 

according to 
equation (2) 

predict of 
vo2max 

according to 
equation (3) 

predict of 
vo2max 

according to 
equation (4) 

Mean 57.02 57.01 57.07 56.84 57.03 

Std. Deviation 6.96 6.65 6.66 6.59 6.57 

Range 23.30 23.17 23.07 22.84 22.55 

Minimum 44.78 43.36 44.08 43.98 44.44 

Maximum 68.08 66.53 67.15 66.82 66.99 

Median 58.15 58.48 58.36 58.11 58.33 

Mode 52.50 55.27 54.86 54.65 59.69 

Skewness -0.18 -0.41 -0.30 -0.30 -0.40 

Kurtosis -1.03 -0.89 -1.01 -1.00 -0.83 

 
 
 (Table 3) The correlations between the Predicted and direct VO2max of the 
subjects (N =94) 
 

Variables 

predict of 
vo2max 

according to 
equation (1) 

predict of 
vo2max 

according to 
equation (2) 

predict of 
vo2max 

according to 
equation (3) 

predict of 
vo2max 

according to 
equation (4) 

direct 
VO2MAX 

Pearson 
Correlation 

0.955 0.955 0.955 0.944 

Sig. (2-tailed) 0 0 0 0 

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



 
 (Table 4) the correlation coefficients between test and re-test for 20-m multistage 
shuttle run test according to the third equation. 
 

Variables Re-test 

Test Pearson Correlation 0.990 

Sig. (2-tailed) 0 

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

 
 (Table 5) the differences between test and re-test of 20-m multistage shuttle run 
test according to the third equation. 
 

variables mean 
Std. 

Deviation 

Paired Differences 

t df Sig. (2-tailed) 
mean 

Std. 
Deviation 

test 1308 284.58 
-7.00 49.53 .632 19  p = 0.53  

Re-test 1315  311.93  

Table T = 2.093 in df = 19  
 
(Table 6) the T-scores for the 20-m multistage shuttle run test according to the 
third equation. 
 

N  Grade  
T -

Scores  
N  Grade  

T -
Scores  

N  Grade  
T -

Scores  
N  Grade  

T -
Scores  

1  43.98 30.49 21 51.21 41.46 41 59.56 54.13 61 63.99 60.86 

2  44.26 30.91 22 51.49 41.88 42 59.61 54.21 62 64.53 61.67 

3  44.77 31.69 23 52.92 44.05 43 59.84 54.56 63 65.37 62.95 

4  45.10 32.19 24 53.20 44.48 44 59.89 54.63 64 65.65 63.37 

5  45.28 32.46 25 53.48 44.90 45 60.63 55.76 65 65.93 63.80 

6  45.33 32.54 26 54.65 46.68 46 60.68 55.83 66 65.98 63.88 

7  45.84 33.31 27 54.93 47.11 47 61.01 56.33 67 66.26 64.30 

8  48.03 36.63 28 55.21 47.53 48 61.19 56.61 68 66.54 64.73 

9  48.08 36.71 29 55.26 47.61 49 61.73 57.43 69 66.59 64.80 

10  48.13 36.78 30 55.54 48.03 50 63.13 59.55 70 66.82 65.15 

11  48.49 37.33 31 55.82 48.46 51 63.23 59.70       

12  48.51 37.36 32 56.10 48.88 52 63.41 59.98       

13  48.54 37.41 33 56.38 49.31 53 63.51 60.13       

14  48.87 37.91 34 57.55 51.08 54 63.66 60.35       

15  49.02 38.14 35 57.83 51.51 55 63.69 60.40       

16 49.20 38.41 36 58.39 52.36 56 63.71 60.43       

17 49.33 38.61 37 58.67 52.78 57 63.79 60.55       

18 50.07 39.73 38 58.72 52.86 58 63.84 60.63       

19 50.30 40.08 39 59.00 53.28 59 63.89 60.70       

20 50.98 41.11 40 59.28 53.71 60 63.94 60.78       

 



 
Discussion: 
  According to (table 2) the mean and SD values of the VO2max determined by direct 
method was 57.02 ± 6.96 ml/kg-1/min-1, range 23.30 ml/kg-1/min-1.Where, minimum 
value 44.78, maximum value 68.08, the median 58.15, and mode 52.50. The mean and SD 
values of the predicted VO2max by 20-m MST according to the first equation was 
57.01± 6.65 ml/kg-1/min-1, range 23.17 ml/kg-1/min-1.Where, minimum value 43.36, 
maximum value 66.53, the median 58.48, and mode 55.27. The mean and SD values of  the 
predicted VO2max by 20-m MST according to the second equation was 57.07± 6.66 
ml/kg-1/min-1, range 23.07 ml/kg-1/min-1.Where, minimum value 44.08, maximum 
value 67.15, the median 58.36, and mode 54.86. The mean and SD values of the predicted 
VO2max by 20-m MST according to the third equation was 56.84± 6.59 ml/kg-1/min-1, 
range 22.84 ml/kg-1/min-1.Where, minimum value 43.98, maximum value 66.82, the 
median 58.11, and mode 54.65. The mean and SD values of the predicted VO2max by 20-
m MST according to the fourth equation was 57.03± 6.57 ml/kg-1/min-1, range 22.55 
ml/kg-1/min-1.Where, minimum value 44.44, maximum value 66.99, the median 58.33, 
and mode 59.69. (Table 3) shown the correlations between the direct and predicted VO2max 
of the subjects according to the four equations as follows; (r= 0.955, 0.955, 0.955, 0.944).  So, 
the 20-m MST is valid test to predict of VO2max agreement with the studies,  Léger L.A. 
et al. (1982, 1988 and 1989) [15] [16] [17]. Ramsbottom et. al. (1988) [25]. Gibson, A. et.al 
(1998) [10]. Pinaki, C. et.al. (2006) [24]. The  repeatability was investigated by having (20) 
of the subject perform the test twice.Intra-class correlation coefficients were used to 
determine the test–retest reliability. Where, the correlation coefficient between test –retest was 
(r = 0.990). Also, the results showed non-significant difference between the test –retest of the 
20-m MST. Where, t =0.632) according to (tables 4, 5) agreement with the above studies. 
According to (Table 6) the T-scores for (20-m MST) were calculated with equation: 
[(Grade-mean divided by standard deviation) x 10] +50. The results showed that the 
minimum value was (30.49) while the maximum value was (65.15). 
Conclusions: 
The researcher concluded that the 20-m multistage shuttle run test is recommended as a valid 
method to evaluate aerobic fitness in terms of VO2max within football players. The four 
equations developed on the basis of present data are recommended to be used as well. This is 
particularly the most useful method when a large number of subjects are to be evaluated 
without the help of a well-equipped laboratory, in less expense and within a short period of 
time. 
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